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ABSTRACT
ENGLISH LANGUAGE TEACHER BURNOUT
AT THE TURKISH TERTIARY LEVEL
Zekiye SEIS

Department of Foreign Language Education
PhD in English Language Teaching Program
Anadolu University, Graduate School
Supervisor: Prof. Dr. Ali MERC
Burnout is a phenomenon that poses a risk for English language teachers whose human
communication skills are at the forefront. This dissertation examined the burnout of
English language teachers working at the tertiary level in seven regions of Tlrkiye
using a mixed-methods design. The data collection tools were the English Language
Teacher Burnout Scale (ELTBS) developed in the study, a demographic questionnaire,
and interviews. The quantitative data were obtained from 1023 English teachers and
were analyzed using SPSS, and the qualitative data were gathered from 18 English
teachers and were analyzed via MAXQDA. The findings revealed that teachers’ burnout
levels generally showed a tendency towards the mid-range of the scale, reflecting the
diversity of burnout experiences. For the analysis of demographics, t-test and one-way
analysis of variance (ANOVA) were used as parametric tests. The results showed that
teachers’ burnout levels differed significantly according to gender, age, teaching period,
marital status and weekly teaching load. Also, Teaching Disillusionment, Workload
Affliction, Academic Oppression, Learner Alienation, Work-home Collision and
Colleague Disaffection were determined as six main burnout dimensions via the
ELTBS. Qualitative data, through content analysis, presented underlying themes such as
Academic Pressure, Affective Distress, Professional Solitude, Career Marginalization
and Learner Isolation, supporting quantitative data. Moreover, teachers’ psychosomatic
indicators of burnout included physical, psychological and behavioral symptoms.
Teachers’ burnout coping strategies were also identified. The results were discussed in

comparison with the literature and various recommendations were presented.

Keywords: English language teacher burnout scale, Burnout factors, Psychosomatic
indicators of burnout, Burnout coping strategies, Mixed-methods research.



OZET

TURK YUKSEKOGRETIM DUZEYINDE INGILiZCE OGRETMENI
TUKENMISLIGI
Zekiye SEIS

Yabanci Diller Egitimi Anabilim Dali
Ingilizce Egitimi Doktora Programi
Anadolu Universitesi, Lisansiistii Egitim Enstitiisii, Haziran 2025
Danisman: Prof. Dr. Ali MERC

Tiikenmislik, insani iletisim becerileri &n planda olan Ingilizce dgretmenleri icin risk
olusturan bir olgudur. Bu tez, Tiirkiye'nin yedi bolgesinde yiiksekdgretim diizeyinde
gdrev yapan Ingilizce dgretmenlerinin tiikenmisligini karma ydntem tasarimi kullanarak
incelemistir. Veri toplama araglari, c¢alismada gelistirilen Ingilizce Ogretmeni
Tiikenmislik Olgegi (I0TO), demografik bir anket ve miilakatlardir. Nicel veriler 1023
Ingilizce 6gretmeninden elde edilmis ve SPSS kullanilarak analiz edilmistir; nitel
veriler ise 18 Ingilizce dgretmeninden toplanmis ve MAXQDA ile analiz edilmistir.
Bulgular, 6gretmenlerin tiikenmislik diizeylerinin genellikle 6l¢egin orta araligina dogru
bir egilim gdsterdigini ve bunun da tiikenmislik deneyimlerinin ¢esitliligini yansittigini
ortaya koymustur. Demografik 6zelliklerin analizi igin parametrik testler olarak t-testi
ve tek yonlii varyans analizi (ANOVA) kullanilmistir. Sonuglar, 6gretmenlerin
tikenmislik diizeylerinin cinsiyet, yas, Ogretim siliresi, medeni durum ve haftalik
ogretim yiikiine gore anlamli sekilde farklilastigim gostermistir. Ayrica, IOTO
aracihgiyla, Ogretim Hayal Kirikligi, Is Yogunlugu Zorlugu, Akademik Baski,
Ogrenen Yabancilasmasi, Is-Ev Catismasi ve Meslektas Hosnutsuzlugu, alti ana
tiikkenmislik boyutu olarak belirlenmistir. Igerik analizi yoluyla elde edilen nitel veriler,
nicel verileri destekleyen Akademik Baski, Duygusal Uziintii, Mesleki Yalmzlik,
Kariyer Marjinallesmesi ve Ogrenci Izolasyonu gibi altta yatan temalardir. Ayrica,
ogretmenlerin tiikenmislige iliskin psikosomatik gostergeleri fiziksel, psikolojik ve
davranigsal semptomlar1 icermektedir. Ogretmenlerin tilkenmislikle basa ¢ikma
stratejileri de belirlenmistir. Sonuglar literatiirle karsilagtirmali olarak tartisilimis ve
c¢esitli oneriler sunulmustur.

Anahtar Kelimeler: Ingilizce 6gretmenleri tiikenmislik dlgegi, Tiikenmislik faktorleri,

Tiikenmisligin psikosomatik gostergeleri, Tilikenmislikle basa
cikma stratejileri, Karma yontem aragtirmas.
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1. INTRODUCTION
1.1. Background of the Research

Worldwide developments in the workforce and sudden global events have increased
complexity and driven up demand, particularly in the education sector. This has
intensified the need for highly skilled teachers who can equip students with essential life
and career skills for their post-school lives while also taking on multiple responsibilities
due to societal pressures (Guerriero, 2013). Moreover, teachers who make great efforts
to fulfill many tasks are required to make quick judgments within the classroom
(Kyriacou, 2001; Pollard & Collins, 2005) and the number of these decisions is
estimated atabout 1,500, which makes teaching a mandated role (Jerrell, 2021).
Particularly foreign language teachers are expected to meet various anticipations of all
the stakeholders in the education sector including managers, students, student families,
and so on, and to manage these expectations as well (Grabowska, 2020). Due to all
these requirements and their prolonged effects on the lives and well-being of
individuals, teachers are most likely to experience burnout (Yuan, 2022). Therefore, the
existence of burnout has an impact on teachers' job efficiency, their well-being,

classroom atmosphere as well as students’ mental health (Weissberg et al., 2015).

The burnout phenomenon was proposed as a term in social sciences by Freudenberger
(1974) who coined the phrase to refer to the occurrence of physical and emotional
tiredness with concomitant depressive attitudes following extensive encounters when
dealing with people. To Maslach et al. (2001), burnout is defined as an emotional state
that causes one to deprive of sympathy (compassion), respect, positive, hopeful attitudes
and sentiments, and this fatigue is frequently accompanied by physical exhaustion,
ailments, and diseases that progress to a psychosomatic condition. Burnout, a reaction to
an ongoing stressful work environment that results in loss of emotion, motivation, and
diminished devotion, is the main reason of the attrition of teachers. According to Rudow
(2010), the formation of burnout syndrome takes years or even decades, as teachers
often overlook or undervalue it. It is revealed that teachers are considered to have the
greatest levels of burnout (Skaalvik & Skaalvik, 2017; Kinman & Johnson, 2019;
Turner & Garvis, 2023), which could force them to completely abandon their jobs
(Maslach & Leiter, 2016; Madigan & Kim, 2021; Devers et al., 2024; Reinke et al.,
2025).



In reference to the literature, there are three-dimensional interrelated components of
burnout, such as emotional exhaustion, depersonalization, and reduced personal
achievement (Maslach et al., 1997). Emotional exhaustion is a crucial precursor to
burnout due to work stress, conflicts, embarrassment, and job burden (Skaalvik &
Skaalvik, 2017). For teachers, in particular, this exhaustion manifests as weariness,
resulting from the emotional demands of their profession and the constant pressure to
perform. Depersonalization has been characterized as a way to be indifferent and
disinterested at work (Maslach & Leiter, 2016) because depersonalized individuals
display a disrespectful attitude toward the teaching profession and the teaching
surroundings. The diminished sense of success, in other words, reduced personal
achievement, makes individuals less likely to have high expectations for their work,

which severely affects their ability to teach and their teaching performance.

Teacher burnout is a multidimensional complex condition. Various personal and
external factors play role in the formation of burnout. Prominent personal factors
include internal barriers such as sadness, frustration, and lack of motivation (Sas et al.,
2011; Sadeghi & Khezrlou, 2014). Other personality factors such as neuroticism cause
lack of determination, poor classroom management skills, and deficiencies in time
management (Peeters & Rutte, 2005; Neveu, 2007; Jennings & Greenberg, 2009;
Unaldi et al., 2013; Liu et al., 2022). In addition, burnout may get worse and more
pronounced due to interpersonal interactions, lack of autonomy, emotional demands,
internal conditions, role ambiguity, and unmet job expectations (Schaufeli & Buunk,
2003; Chang, 2009; Brown & Roloff, 2011; Watts & Robertson, 2011; Bucur, 2012;
Bentea & Anghelache, 2012; Sadeghi & Khezrlou, 2014). Teachers are often affected
personally by the lack of professional help and career development limitations they
face, difficult interactions with superiors, peers, and parents, and feelings of inadequacy
and self-esteem problems that arise from these problems (Khezerlou, 2017; Einav et al.,
2024).

Beyond personal factors, learner-related issues also significantly impact teacher
burnout. Challenges including rebellious students, student misbehaviors,
disengagement, and low student motivation can strain teachers’ resilience and job
satisfaction (Croom & Moore, 2003; Kokkinos, 2007; Covell et al., 2009; Giines &

Uysal, 2019). Furthermore, the work environment itself presents additional stressors.



Teachers often contend with heavy workloads, long hours, excessive paperwork, and
problematic working conditions, such as crowded classrooms and insufficient safety
measures (Akcamete et al., 2001; Cemaloglu & Sahin, 2007; Zhou & Wen, 2007; Hu et
al., 2016; O’Brennan et al., 2017). Issues related to fairness at work, technological
stress, and broader systemic factors like education policies and government regulations
further compound these challenges (Cephe, 2010; Kazimlar & Dollar, 2015; Kogak,
2018; Sulla et al., 2022).

Environmental causes also contribute to burnout, including the broader societal impact,
lack of social and group support, and sudden changes such as epidemics (Farfan et al.,
2019; Oliveira et al., 2021; Blylkada et al., 2021). Financial well-being is another
critical aspect, since economic pressures can undermine teachers’ job satisfaction and
lead to increased burnout (Baran et al., 2010; Hismanoglu & Ersan, 2016; Schuch et al.,
2021).

Sociodemographic characteristics, such as gender, age, and teaching experience, have
been identified as predictors of teacher burnout (Maslach et al., 2001). Other influential
variables include marital status, working hours, classroom management efficacy,
emotional satisfaction, contract type, and the geographic location of the teacher’s
residence (Ozdemir, 2007; Biimen, 2010; Baran et al., 2010; Aloe et al., 2014; Ceylan
& Mohammadzadeh, 2016; Hismanoglu & Ersan, 2016). The alignment of the school
environment with teachers' expectations, involvement in professional development
activities, the type of school (state or private), teaching grade, and departmental
responsibilities are additional triggers that affect burnout levels (Girgin, 2010; Demirel
& Cephe, 2015; Geng, 2016; Kulavuz-Onal & Tatar, 2017; Bal, 2019; Kimsesiz, 2019).
Support from administrators and colleagues, effective coping strategies, and proficiency
in technological content knowledge are critical in managing burnout (Deneme, 2021,
Erdag & Tavil, 2021; Rastegar & Rahimi, 2023). As highlighted by Kelchtermans
(2017), the reasons behind teacher attrition are complex and multifaceted, reflecting the
diverse challenges teachers face in their professional environments because these
factors may have a detrimental impact on teachers’ well-being, their interpersonal
performance, the quality of instruction and connections with students as well as

student's academic achievement (Kyriacou, 2001; Liu & Onwuegbuzie, 2012; Gallant &



Riley, 2014), so teachers frequently experience significant levels of occupational stress
and burnout (Wang et al., 2015).

Besides, emotional mood changes such as anger, stress, disappointment, or melancholy
(Liu & Onwuegbuzie, 2012) may influence individuals. Scholars found a connection
between these emotions, physical symptoms and exhaustion. These syndromes are the
most common in people whose jobs require in-person interaction and other forms of
support, such as teaching; therefore, teaching has been regarded as a high-risk job since
1979 (Cunningham, 1983). The researchers have therefore called for more attention on
teacher burnout since burnout, a response to a persistently stressful work environment,
may lead to a diminished sense of emotional connection, reduced motivation, and
waning dedication, potentially causing teachers to yield to profession leave entirely
(Maslach & Leiter, 2016).

As the literature indicates, people who provide social and human services (namely
healthcare and educational services) suffer from burnout more frequently than other
professions (Maslach, 2003), and among the aforementioned groups, it is asserted that
teachers experience the highest levels of burnout (Skaalvik & Skaalvik, 2014). Research
has shown that burnout exerts a major influence on teaching, which in turn reduces
learning outcomes and lowers student engagement (Chang, 2009). Moreover, severe
burnout also raises the likelihood that teachers may leave their jobs prematurely,
exacerbating teacher shortages and disrupting the continuity of education. High rates of
teacher attrition consequently force schools to make significant financial investments in

recruiting, hiring, and training new teachers (Ingersoll & May, 2011).

English teachers who teach English as a foreign language are at risk of burnout due to
certain challenges in their professional lives. These difficulties encompass the
characteristics of language teaching, the dynamics between teachers and students, and
the intricacies of foreign language teaching (Oh, 2023). Teaching English demands
significant effort not only to ensure the formation of linguistic ability, but also to help
learners develop critical thinking, communication skills, and literary analysis. Since
English teaching is not a single level and is affected by a variety of dimensions such as
psychological, social, and cognitive, focusing on different but effective aspects and
addressing unique learning needs from different skill levels can put heavy pressure on

English teachers' emotions and cognitive abilities, and this burden could cause burnout



(Borg, 2019). English teachers are under constant pressure when they have to follow
various curriculum standards as well as teachingmain and subskills while providing
language teaching. As noted by Skaalvik and Skaalvik (2014), English teachers may
struggle to meet these expectations as they attempt to provide customized instruction to
students' specific needs, and therefore, they encounter the challenges that burnout
generates.In addition, since teaching English requires exploring human-related issues
like empathy and interaction in human relations, it is very likely that a lot of emotional
pressure may place on them and hence, emotional fatigue could occur (Kelchtermans,
2017).

Such obstacles can provoke burnout and even give rise to job attrition. English teachers
frequently need to put in more effort and feel agitated than other professionals in order
to live up to the expectations of society, parents, and students (Wu et al., 2022).
Moreover, particularly in Tarkiye, English as a Foreign Language (EFL) is a
compulsory subject in the curriculum at universities and other educational institutions,
highlighting its importance within the educational framework. Due to the widespread
belief that English language competency is essential for academic success and future
career opportunities, this requirement for curriculum demands adds extra strain on
Turkish EFL teachers (Valizadeh, 2021). Given the prevalence of these challenges,
many studies have been conducted to determine the causes and extent of EFL teacher

burnout.

Also, as seen in teacher burnout studies, the quantitative approach has been
predominantly accepted to assess burnout by utilizing various scales. Historically, the
Maslach Burnout Inventory (MBI) has been the most frequently used tool for measuring
teacher burnout. The MBI, a 22-item tool regarded as the gold standard for measuring
burnout, has offered useful data; however, this frequent use has caused survey fatigue
and has been criticized for being proprietary, lacking a defined threshold of burnout that
connects with undesirable consequences, and failing to intervene the three categories
measured (West et al., 2012). Also, it was inductively constructed by factor-analyzing a
seemingly random group of elements (Schaufeli, 2003), and the theoretical foundations
of the three dimensions of the MBI have been frequently criticized (Kristensen et al.,
2005).



Apart from the critics made for burnout scales in the literature, many studies have been
done to address general teacher burnout but specific and situational items for English
teachers have not been included. Meanwhile, the context-specific items that only

concern Turkish EFL teachers in Turkish context have not been determined.

It can be argued that burnout should be viewed as an occupation-related phenomenon
that requires to be examined in the English Language Teaching (ELT) context-
dependent and profession-sensitive. As Schaufeli and Taris (2005) assert, burnout might
be assessed specifically (using items that are specific to one type of occupation only).
Although burnout has been widely studied and is known to pose a threat to the well-
being of EFL teachers, the specific challenges faced by EFL teachers in relation to this
issue remains significantly underexplored in the context of ELT. Therefore, burnout

should be critically and urgently investigated in the ELT context of Turkiye.

To concentrate on burnout in this context, it is essential to clarify how the term teacher
IS used in this dissertation. Here, teacher refers broadly to all tertiary-level
academicians, aligning with the terminology of Tertiary Education Teachers and
University and Higher Education Teachers as defined by the International Standard
Classification of Occupations (International Standard Classification of Occupations,
2008). This approach provides consistency with globally acknowledged standards and
accurately reflects the professional responsibilities of teachers in higher education
institutions. Thus, using this terminology allows the research findings to be extended
not only to higher education studies, but also to other educational levels (Penton Herrera
et al., 2023), increasing the relevance of the results as well as preventing the confusion

arising from differences in academic titles at universities .

Despite this broad applicability, measuring burnout remains a persistent concern within
national and international educational research. It is highly recommended to examine
the occurrence of teacher burnout by benefiting from statistical analyses for
generalizing results across larger populations (Sabagh, 2019), and hence, new
measurement tools may be developed to effectively measure burnout levels at
thenational and international levels. Introducing new tools could also help reduce
survey fatigue caused by the repeated use of the MBI. This gap emphasizes the
necessity for more targeted studies and modernized measurement instruments to address

burnout in this particular professional setting.



Therefore, the present study concentrates on English language teacher burnout as
teachers are more frequently prone to burnout than those in other fields (Maslach,
2003). In the realm of ELT, this issue demands considerable attention not only in
Turkiye but also worldwide (Cephe, 2010; Piechurska-Kuciel, 2011; Kulavuz-Onal &
Tatar, 2017; Kogak, 2018; Castillo-Gualda et al., 2019; Yuan, 2022).

1.2. Statement of the Problem

Despite extensive research on teacher burnout, there are unique concerns and nuances
faced by tertiary-level English teachers in Turkiye. EFL teachers are particularly
susceptible to burnout due to the sources of perplexities inherent in their profession,
including elevated societal expectations, a wide range of student needs, and relentless
pressure to meet rigorous academic performance standards. Most previous research on
teacher burnout has focused on general burnout or has used gquantitative measures, such
as the MBI, which may not adequately capture the distinct, context-specific aspects that
affect English teachers in Turkish universities. Furthermore, situational factors specific
to English teachers in Turkiye are often neglected in burnout research, limiting its

applicability in determining the scope of the problem in this specific context.

Burnout among EFL teachers is not only an unfavorable impediment but also a
significant barrier on students’ learning outcomes, especially affecting their motivation
and engagement, and avoids effective language learning and teaching. High levels of
burnout among teachers may bring about low job satisfaction and thus, their turnover
intentions to leave the profession may increase (Ertiirk, 2022; Ozdemir et al., 2024),
worsening teacher shortages, and resulting in more costly recruitment and training
processes for schools in the Turkish setting. In Turkiye, teacher burnout may hinder the
education system and the country’s competitiveness idiosyncratically in the realm of

education across the globe.

Exploring burnout among Turkish EFL teachers at the tertiary-level in a context-
specific manner is therefore imperative. In order to address this gap, this study uses a
mixed-methods approach to uncover the underlying causes of teacher burnout and the
coping strategies they deploy. It also develops a specific measurement scale to measure
burnout levels of EFL teachers. Besides, burnout symptoms that EFL teachers
experience are revealed to address this growing issue, highlighting the need for specific

interventions for EFL teachers. In doing so, it aims to offer useful insights for



educational policymakers and administrators, enhancing both the general quality of
education and the well-being of teachers.

1.3. Purpose of the Study

The literature has underlined the research gap and called for studies on English
language teacher burnout, drawing on Maslach’s fundamental theories on teacher
burnout (1984) and the findings of subsequent studies by Maslach et al. (1996). Besides,
a well-established theoretical framework of Job-Demands Resources Theory
(Demerouti et al., 2001) as well as studies by Klusmann et al. (2008), Mukundan and
Khandehroo (2010) and Skaalvik and Skaalvik (2014) have highlighted the gap in the
existing literature. Therefore, this study aims to investigate the burnout syndrome
experienced by tertiary-level EFL teachers in Turkiye, especially in light of the concern
about teacher burnout. Thus, the use of multiple data collection tools is essential to do a
holistic research study to concentrate on multidimensional aspects of burnout. Through
mixed method research design, the purpose of an extensive search on EFL teacher

burnout could be true.

This study intends to shed light on the burnout levels of the EFL teachers in depth via
quantitative data collection tool. As the literature encourages the use of more advanced
statistical analysis to search for the burnout among teachers (Sabagh, 2019), a
measurement scale could be designed to assess the frequency and severity of burnout,
particularly among EFL teachers in Tlrkiye, which constitutes a gap in the literature in
the context of ELT. With this developed scale, the burnout levels of EFL teachers could
be determined. Following statistical analyses, the influence of demographic variables on
EFL teacher burnout could be identified as well. In addition, the burnout-causing factors
that can account for the occurrence of burnout could be revealed with the quantitative
and qualitative data collection tools to fully represent the obstacles faced by EFL
teachers in Turkiye. Moreover, the qualitative data could present the symptoms of EFL
teacher burnout, and hence, a comprehensive assessment of burnout by providing
detailed contextual insights of EFL teachers could be made. It is expected to prevent
burnout with some managing mechanisms, and for this reason, the importance of coping
strategies is indisputable. It is therefore vital to find out what coping strategies may help
EFL teachers to avoid and prevent burnout in the ELT context in Tirkiye through



qualitative data. In light of all these considerations in the present study, it is aimed to do
a comprehensive burnout research through mixed method research design.

Thanks to the findings, educational authorities and policy makers could be informed
about how detrimental burnout is for EFL teachers by presenting a detailed
understanding of burnout. Some specific interventions and support systems could be
recommended to reduce burnout and to increase teacher well-being across the country.
Thus, by examining the factors at micro, meso, and macro levels, it is possible to fill the
gap in research on burnout among EFL teachers in Turkish higher education by

contributing to national and international literature.
1.4. Significance of the Study

Studies conducted over the last forty years have identified the widespread prevalence of
teacher burnout in educational settings and have shown that a thorough research study is
needed in specific teaching professions. Despite the significant body of literature on
burnout, there are still many gaps when it comes to defining and assessing teacher
burnout. Teacher burnout is a pivotal issue that requires a variety of approaches to be
addressed and investigated as there could be various detrimental effects on individuals.
Although burnout is now recognized as a significant factor in the increasing rate of
teacher attrition in the Turkish ELT context (Yastibas et al., 2022; Cetin, 2023), the
studies examining burnout among EFL teachers that successfully address burnout and
support the teachers warrant further academic investigation. Importantly, while many
studies have focused heavily on burnout in primary and secondary school teachers
(Garcia-Carmona et al., 2019; Zhao et al., 2022), there are some studies conducted to
search burnout of tertiary-level teachers, highlighting the necessity for additional

studies.

Teacher burnout is not just a condition that affects teachers individually, but also has
prevailing effects on all education stakeholders such as students, administrators, and the
like (Pedditzi, 2021; Wang, 2022). The impacts of burnout include low job satisfaction,
decreased teaching effectiveness, and diminished student engagement, leading to
teacher turnover (Madigan & Kim, 2021). These ramifications are particularly
emphasized in higher education, where burnout disrupts the flow of education, impedes

student academic learning outcomes, and increases financial pressure on institutions due



to the frequent hiring and training of new teachers, thus undermining the academic
strength of the country (Yorulmaz & Altinkurt, 2018; Zhang, 2022).

In the ELT context, burnout experienced by teachers is often exacerbated by job-
specific stressors, such as high expectations for academic performance, increased
workload, and pressures associated with meeting institutional standards (De Cooman et
al., 2013). This is particularly evident at tertiary-level EFL programmes, where the
demands placed on teachers differ significantly from those in primary or secondary
education (Sabagh, 2019). It is therefore vital that policy makers develop a
comprehensive understanding of the factors contributing to burnout in this context and
implement effective support systems.

Although burnout has been widely studied, the literature reveals a notable gap in
research focused specifically on EFL teachers, particularly those in higher education. As
Hamilton (2005) and Watts and Robertson (2011) suggest, there is a pressing need for a
more precise and context-sensitive model that accurately captures the unique stressors
faced by EFL teachers. Given there are distinct demands of teaching English as a
foreign language at the tertiary level, existing burnout models may not adequately

address the complexities of this professional environment (Zheng, 2022).

Moreover, there has been insufficient exploration of strategies to support EFL teachers
in managing burnout and improving professional outcomes (Talbot & Mercer, 2018).
Understanding how burnout manifests in specific educational contexts, influenced by
the interaction of various institutional, cultural, and personal factors, remains a critical
area for further research. Developing a tailored model for EFL teachers would enhance
the accuracy of burnout assessments as well as provide a foundation for effective

intervention strategies.

In light of these challenges, the development of a comprehensive model that identifies
the individual characteristics and contributing factors of burnout among EFL teachers is
essential. Such a model would enable researchers and policy makers to better
understand the specific experiences of university-level EFL teachers, thereby informing
policies aimed at mitigating burnout and promoting teacher well-being. Addressing
teacher burnout within this context is vital not only for their attention and satisfaction of
teachers but also for improving the overall quality of education in EFL programs.

10



As shown in the literature, it is necessary to build on the theoretical background to
complete the necessary studies on teacher burnout. Burnout theory including the three
dimensions of burnout (emotional exhaustion, depersonalization and reduced personal
achievement) states that individuals’ lives are deeply affected in different aspects
(Maslach et al., 1997), which could also play important roles in EFL teacher burnout as
well. Social Cognitive Theory draws attention to personal variables like the perception
of self that may be the core contributors to the establishment of burnout ( Pines, 2002).
Social Exchange Theory stresses that social interactions among individuals might lay
the groundwork for weariness at work (Schaufeli, 2006). Also, Structural Theory points
out that social structures like roles and norms influence people’s behaviours within
organizations, which might have an impact on their burnout experiences (Scott, 2014).
Emotional Contagion Theory underscores that emotional distress could be contagious
and emotional facial expressions could be imitated, giving rise to burnout (Hess &
Blairy, 2001). When there is a gap between the demands of the job and the resources
available, burnout could occur as Job Demands-Resources (JD-R) theory emphasizes
(Demerouti et al., 2001; Bakker & Demerouti, 2017). All these theories posit that the
specific elements of a job that an individual finds stressful are the primary causes of
burnout by revealing the need for context-specific research. In addition, these theories
highlight the significance of delving into the stress-inducing variables.Therefore, the
context needs to be examined in detail. It is widely recognized that the particular setting
or type of institution also has a major effect on burnout levels, highlighting the

importance for focused research in this field (King & Ng, 2018; Safari, 2020).

As it is evident from existing theoretical frameworks, the causes of English language
teacher burnout in the ELT context are multifaceted and complex as teacher
expectations concentrate on academic, administrative, emotive, occupational, personal,
physical, political, and technical domains (Atmaca, 2017). At the tertiary level, there are
additional specific factors that impact the burnout level of English teachers (De Witte,
2019). These factors include extremely high self-expectations, the struggle to secure
funding for research, insufficient salary, job insecurity, feelings of apprehension due to
hierarchical academic titles, insufficient recognition and rewards, slow career
progression, inadequate time to stay up-to-date with the advancement in the field of
expertise (due to excessively speedy rate of research taking place in their field), poor

communication with other faculty members, deficiency of support (technical as well as
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human), excessive paperwork, lack of time for research work, and facing obstacles in
publishing research (Kinman, 2001; Gillespie et al., 2001; Tytherleigh et al., 2005; King
& Ng, 2018; Fontinha et al., 2019; Berlin & Brock, 2021).

Therefore, it is crucial to develop a measurement tool for all education stakeholders to
investigate the phenomenon burnout and identify individuals or groups in need of
intervention (Oztiirk, 2013; Ceylan & Mohammadzadeh, 2016; Hismanoglu & Ersan,
2016; Ozkara, 2019) because contemporary research on teacher burnout in higher
education settings in Tirkiye needs to be done (Kulavuz-Onal & Tatar, 2017). In
addition, the development of a measurement tool would facilitate a deeper
understanding of the theoretical aspects of English language teacher burnout and
support the creation and dissemination of systematic solutions and practical
implications by suggesting deductive and inductive approaches to burnout. Moreover,
rather than merely having a symptomatic relief strategy, interventions needed to provide
effective solutions by removing the causes of burnout could thus be proposed. This
research holds prominent importance for its contribution to the literature, enriching it
with new insights into this underexplored topic in the field of ELT in Turkish context

and building upon the propositions outlined in the theoretical framework.

Accordingly, various context-specific factors related to the burnout level of Turkish
EFL teachers are examined in this study. Moreover, this study aims to concentrate on
the issue of burnout among EFL teachers at both state and foundation universities in
Turkiye. To achieve this, the research employs a mixed-method design to explore the
potential links leading to burnout within the Turkish context. Notably, this study
addresses another gap in the literature, as no comprehensive mixed-method design
studies have been conducted across multiple universities in different regions yet. To
thoroughly concentrate on the issues related to burnout, the study begins by drawing
attention to elements particular to the context of ELT previously identified in the
literature. Next, additional context-specific factors are identified through
essays/compositions written by Turkish EFL teachers and interviews, leveraging
qualitative data to capture a broader range of influences and to inform the initial
development of a scale tailored for tertiary-level EFL teachers. The developed scale is
then empirically tested using SPSS and AMOS to validate its effectiveness,

underscoring the importance of accurate measurement in addressing burnout.
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Concurrently, interviews are conducted and analyzed using MAXQDA to provide in-
depth qualitative insights, offering a comprehensive understanding of the burnout
phenomenon among Turkish EFL teachers. This approach has multiple functions to
contribute to the literature by addressing the gaps in the literature, presenting the
targeted interventions, highlighting the significance of the study in enhancing teacher
well-being, and informing educational policymakers how to propose the necessary

mitigation strategies.

The burnout measurement tool is a scale which is titled as the English Language
Teacher Burnout Scale (ELTBS), specifically designed to investigate the burnout
phenomenon among English language teachers by incorporating more pertinent, English
teaching-specific attitudinal statements. The present study proposes new perspectives
via guantitative and qualitative approaches such as by designing and validating this
scale to accurately measure burnout levels among English language teachers with the
quantitative findings and by enriching the results through a qualitative approach,
aligning with Chang’s (2022) assertion that qualitative research is necessary to deepen
our understanding of teacher burnout within linguistic contexts, alongside empirical
research. The ELTBS aims to become a practical tool for estimating EFL teachers’
burnout levels, offering a unique contribution to the field through its quantitative design
and empirical testing. In addition to this, the identification of additional factors
influencing burnout among tertiary-level EFL teachers through qualitative methods
provides a comprehensive view of the true causes of burnout. This comprehensive
approach addresses the burnout phenomenon at a national and international level with
its potential to inform global strategies, supporting English language teachers

worldwide in overcoming this critical occupational challenge.

The results of this study are intended to contribute to the provision of ELT within a
profound framework of burnout among EFL teachers, identifying the main causes of
burnout in detail and investigating the real-life experiences of teachers in Tirkiye. As
an overall target, this study could create support systems that improve the well-being

and longevity of EFL educators globally.
1.5. Research Questions

With this understanding, the following research questions aim to guide the research

study. The gquantitative and qualitative aspects of burnout among EFL teachers could be
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investigated with both methods, quantitatively concentrating on analyzing the levels of

burnout, the effect of demographic variables on burnout and the factors behind it, while

qualitative questions could permit to explore individual experiences of teachers and the

burnout symptoms they experience, their views on burnout and the strategies they use to

cope with it. These research questions help seek to obtain detailed knowledge about

burnout in EFL teaching contexts:

1.

2.

What are the levels of burnout that EFL teachers perceive at universities in Turkiye?

What kind of demographic variables affect teacher burnout among EFL teachers?

. What are the factors that lead to burnout among EFL teachers?

. What kind of burnout symptoms do EFL teachers experience?

What accompanying feelings and managing strategies do EFL teachers have to cope

with teacher burnout?

1.6. Definition of Key Terms

Burnout: A psychological syndrome caused by chronic workplace stress that has not
been managed adequately, including three main dimensions such as emotional
exhaustion, depersonalization, and reduced personal accomplishment.

Emotional Exhaustion (EE): Emotions of overusing and depleting one's emotional
reserves.

Depersonalization (DP): Reactions to work that are unfavorable, callous, or
emotionless.

Personal Accomplishment (PA): Sentiments of inadequacy and decreased
productivity.

Teacher Burnout: Teachers who quit their jobs before retirement due to work stress.
English Teacher Burnout: The feeling of weariness resulting from issues that affect
English teachers emotionally, mentally, or physically.

Coping: An organizational construct that addresses psychological suffering, such as
stress, anxiety, and burnout.

Coping Strategies: Ways of dealing with challenging circumstances, demands, and
crises that are considered harassed.

Well-being: The state of realization of an individual’s abilities to cope with the

normal stresses of life and to work productively and to contribute to the community.

14



2. LITERATURE REVIEW

A courage that looks easy and yet is rare; the courage of a teacher repeating
day after day the same lessons—the least rewarded of all forms of courage. —
Honore de Balzac (1799-1850)

2.1. Defining Burnout

To understand what burnout is, it is necessary to go through different definitions of the
concept since no single definition of burnout that is accepted globally exists. The
conflicting but overlapping definitions have come from different fields of knowledge
including academia, medicine (clinical), psychology (related to therapy), media
including the World Wide Web and above all personal or self-generated definitions
(Maslach, 1982). In a chapter of the book, Job Stress and Burnout: Research, Theory
and Intervention Perspectives (Maslach, 1982), the author draws attention to such
definitional problems and presents a list of a few widely used and mostly referred

definitions of burnout as follows:

e A pervasive mode of anxiety giving way to depression and despair,

¢ An inadequate coping mechanism used consistently by an individual to reduce stress,

e A progressive loss of idealism, energy, and purpose experienced by people in the
helping professions as a result of the conditions of their work,

e A syndrome of inappropriate attitudes towards clients and self, often associated with
uncomfortable physical and emotional symptoms,

¢ A malaise of spirit, a loss of will, an inability to mobilize interests and capabilities.

As can be seen, various terms are employed to describe the same concept, which could
be sometimes misleading. Some certain definitions highlight the actual symptoms,
whereas others emphasize the underlying causes and the process. Some definitions
merely accentuate the psychological aspects, while others concentrate on the physical
effects. Some particular definitions are highly specific and precise but others are more
general and universal. Additionally, some prescribed definitions conflate the
phenomenon with depression and anxiety, whereas others associate it with an identity

crisis. On the other hand, some definitions restrict the phenomenon to specific
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professions, particularly those involving human work or human interaction; however,

others do not hinder the phenomenon to any particular profession.

The variety and degree of differences can be perplexing, thus there is a need to find the
state of commonalities so that the phenomenon of burnout can be understood and
tackled accordingly (Maslach, 1982). As highlighted by Maslach (1982) about the
common grounds of all the definitions, burnout is an individual phenomenon involving
humans, and it is a personal emotional event orbiting around feelings, approaches,
intentions, and anticipations. Moreover, it is an adverse and draining experience for the
individual going through it. Almost all the definitions have stated the fact that burnout
causes feeling of exhaustion which is not manifested only physically but also at
emotional and mental levels resulting in the sensation of loss, tiredness, weariness or
fatigue, which is also known as emotional exhaustion. The second dimension which is a
negative movement, shift, or change in the attitude towards others, jobs and the
external environment is also regarded as depersonalization. The third and last
dimension is personal accomplishment showing adverse impact on the individual’s
attitude towards their self thus affecting their self-concept and professional outcome.
These three dimensions are the ones highlighted equally by Maslach’s definition
(Maslach et al., 1997), considered the most well-known definition of all time (Korunka
et al., 2016).

According to the International Classification of Diseases (ICD-11) (World Health
Organization, 2023), burnout is not an illness but rather a job-related issue, described as
a syndrome comprising several symptoms that arise due to the poor management of
prolonged stress from the job. The symptoms of burnout are classified into three main

categories which include:

1.The feeling of weariness and tiredness,
2. Lack of interest, pessimism, and negative attitude toward the job,
3.The resultant decline in productivity and competence.

Therefore, a person experiencing burnout feels tired and emotionally drained and lacks
interest in the job; therefore, the individual’s motivation and passion to work eventually
affect his/her competence and the professional outcome negatively. Because burnout,
the prolonged stress from the job, leads to the inability of the individual to manage or

successfully handle the stress. The experience itself alters the individual’s idea of self as
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well as the meaning it assigns to other individuals, the job, and the circumstances to
which they are exposed (Maslach & Leiter, 2016).

In addition to the above-mentioned dimensions (which have been highlighted in the
Maslach Burnout Inventory in the same manner, Maslach et al., 1997), the definition
posed by the International Classification of Diseases (ICD-11) specifically identifies
burnout as an occupational phenomenon (World Health Organization, 2019) but also it
differentiates burnout from depression. Depression, like burnout, also causes feelings of
emotional drainage and loss of enjoyment resulting in a fall in productivity of the
individual, but depression is a mental health condition triggered by factors like trauma
(American Psychological Association, 2008); however, burnout deals with symptoms
caused exclusively due to stress from the job and not just by any other areas of the life
(World Health Organization, 2019). This distinction is crucial to consider, as accurately
identifying the problem is essential for determining the appropriate solutions and
interventions to address the issue effectively.

Regarding the history of burnout, it is seen that the term burnout was initially used to
explain a social problem rather than an academic concept. In Graham Greene’s novel A
Burnt-Out Case (Greene, 1992), burnout was presented as the tale of an architect who
had lost meaning in his work and excitement in his life (Edu-Valsania et al., 2022),
describing a social perplexity. Also, the identification of burnout earlier in the 1970s
was stated as a mental issue and used in the literature including some psychological
responses that were labelled with different names. Regarding the conceptual
development of burnout, two eras could be named: The pioneer phase and the empirical
phase (Maslach & Schaufeli, 1993).

The pioneering phase began in the mid-1970s when American psychologist Herbert
Freudenberger was the first to describe a mental condition as burnout based on his
observations in the workplace (Heinemann & Heinemann, 2017). Freudenberger's
contribution was important because he provided the first analysis of the term burnout in
a clinical setting, emphasizing that it was a widespread problem affecting a large
number of people (Maslach & Schaufeli, 1993).

After Freudenberger proposed the definition of burnout, social psychologist Christina
Maslach and her team expanded the burnout studies and made a significant contribution

to this field by developing a burnout assessment tool, which was widely regarded as the
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most important and effective development in understanding and assessing burnout
(Maslach & Schaufeli, 1993; Schaufeli, 2017). In previous studies, the concept of
burnout was often considered as pseudo-scientific (Schaufeli, 2017). The MBI tool
created by Maslach and her colleagues measured a variety of professions in many
different areas than it was originally intended (Heinemann & Heinemann, 2017). The
first burnout measure created in a structured manner, the MBI, was considered to be a
standard tool that was compatible with the World Health Organization's three-
dimensional burnout definition and was the leading assessment instrument across the
globe (Maslach & Jackson, 1981).

The next era started in the 1980s marking the period when the research on burnout
became more factual, practical, and intensive. Books and articles started to be published
making use of questionnaires, interviews, and clinical case studies thus providing more
data and experimental knowledge. Until the 1980s, the studies were mainly being
conducted in the USA, but they were also recognized in other English-speaking
countries like Canada and the UK, which further expanded to European Countries
resulting in the translation of instruments of measure in other languages at the end of the
decade (Maslach & Schaufeli, 1993). Burnout was theorized in these nations using the
measures that had already been established and developed in the USA. As a result, there
was less in-depth discussion of the subject and less development of alternative

measuring tools in those nations.

A review of the trajectory of burnout research revealed that early studies predominantly
focused on professions characterized by frequent human interaction, such as law
enforcement and healthcare, with particular emphasis on job-related factors (Maslach &
Schaufeli, 1993).

At present, it is understood that demographic, personal, and biological factors are also
important, and job-related factors show strong associations with burnout. These factors
are typically evident in distinct symptoms that are common across professions,

providing critical indicators of burnout.
2.2. Symptoms of Burnout

Burnout manifests in several physical, emotional, and mental symptoms and more than
dozens of them have been highlighted in the literature which could be rooted back to the

notion that there exists less clarity and agreement around one single definition of
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burnout. In addition to this, it may also indicate that burnout itself is a collective
psychological stress response that is expressed in various ways by different individuals.
Conclusively, a study conducted by York University (Kahill, 1988) piloted a systematic
review of the studies published on burnout and categorized all the symptoms into the

following five groups:

1.Physical symptoms,
2.Emotional symptoms,
3.Behavioral symptoms,
4.Interpersonal symptoms,
5.Attitudinal symptoms.

Physical symptoms that have been noted by the individuals repetitively, and which are
more obvious on the surface level while using the qualitative approach, encompass
tiredness, weakness or weariness, having problems with sleep such as sleeplessness, bad
dreams, some problems related to the body, particularly headaches, pain in the back,
abdominal issues such as pain in the stomach, reduced hunger, gut issues, and influenza.
Most of these symptoms show a significant correlation with burnout (Kahill, 1988).
Even though such studies are low in number and frequency, it is still reasonable to say
that burnout makes the individual feel sick. Moreover, it must be kept in notice that
physical symptoms of burnout may differ in terms of severity as well as the rate of

occurrence from one individual to another.

Unlike physical symptoms, emotional symptoms have been examined less but found to
be considerable. An individual suffering from burnout usually feels anxious, guilty,
emotionally drained, irritable, helpless, angry, and depressed. Though depression is a
different phenomenon, the probability of suffering from depression in a burned-out
individual is higher than that of one who is not burned out. An empirical study
(Belcastro & Hays, 1984) has shown that 55.6% of burned-out individuals developed
depression later, and 86.7% were the ones who felt depression after becoming teachers.
Nevertheless, apart from depression, the empirical data related to other emotional

indicators are inadequate to form some strong assumptions about it.

Other symptoms categorized as behavioral symptoms primarily involve job-related and
consumption behaviors that individuals adopt in response to burnout. The former

behaviors embody reduced productivity, frequent absences, arriving late to work,

19



misusing breaks, and engaging in workplace misconduct, such as theft, which can cause
significant harm to both stakeholders and the organization. Additionally, individuals
experiencing burnout may engage in maladaptive consumption behaviors, such as
substance abuse—alcohol, caffeine, or drugs—, smoking, and unhealthy eating patterns
(Kahill, 1988).

Interpersonal symptoms show the impact of burnout on an individual’s relationship with
family, friends, colleagues, clients, and so on. It affects the type and quality of
interaction the individual is having with people and makes the communication more
superficial, detached, withdrawn, and without focus (Armstrong, 1979). This, in turn,
provides the ground for unsympathetic relationship with the clients, such as not picking
up their calls, speaking in a harsh tone, hanging up on them, and so forth. It may also
entail the reasons of brutality towards the customers. An empirical study conducted on
police officers (Jones, 1981) presented that the officers were inclined to or were
involved in such kind of violence against the accused. Such officers also had problems
in their private lives like having few friends or reducing the number of interactions with
family and friends, having disturbed relationships with their spouses in terms of
dismissive emotions, or using their family or children to let their anger out, spending
more time isolated and dissociated from the family and participating less in any kind of
family celebration or children’s problems. This shows that burnout does affect seriously
the private life of the individual with their spouse and children and furthermore, burnout
may have a ripple impact on igniting the same feelings of anxiety, depression, and

dissociation in close relationships and may directly influence the overall quality of life.

The final group, attitudinal symptoms, constitutes the negative attitudes that the
individuals suffering from burnout develop towards themselves, their jobs, the service
users, the world around them, and life in general. The behavioral symptoms stated in the
previous groups are somewhat the physical expression of this psychological process that
is available in the burned-out individual. The indicators may look like becoming
defensive, unable to stand the clientele, becoming skeptical, doubters, pessimists, and
judging others as well as losing the enjoyment and spark in the job. An empirical study
evaluated that individuals who were burned out were more likely to isolate themselves
than their counterparts (Wade et al., 1986). Similarly, burnout was found to make

individuals give a rather gloomy picture of their work, their selves, as well as their
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beneficiaries (Lubofsky, 2002). It appeared to reduce the overall contentment from life.
Job dissatisfaction, often regarded as an integral component of burnout definitions, can
be classified within this group of symptoms; however, it may also be viewed as a latent
cause of burnout rather than merely a symptom. The ambiguity in existing research
makes it challenging to draw definitive conclusions, underscoring the need for further
empirical investigation.The dissatisfaction may be linked to any aspect of the job, for
instance, the nature of the job, the salary, the company itself, the staff or the boss, or
some specific tasks at the job like being in direct communication with the service users
or some hectic paperwork, and so on. In general, there is an evident negative correlation

between job satisfaction and burnout (Kahill, 1988).

The aforementioned symptoms point to an intensive phenomenon occurring and an
individual may suffer from all or just one of the groups of the above-stated symptoms.
The terminal stage of symptoms may also induce suicidal urges. As Maslach (1982)
metaphorically describes, burnout is akin to firewood in ashes or a melted candle,
symbolizing a profound loss of enthusiasm, creativity, and joy. This vivid portrayal of
burnout has prompted scholars to develop various theories that attempt to explain the

underlying causes and mechanisms of burnout.
2.3. Burnout Theories

After an elaborate introduction of the notion, it is vital to explain the reasons for this
phenomenon to happen and how it grows. In this regard, a study published in Spain
(Edu-Valsania et al., 2022) describes current descriptive theories of burnout that have
also been validated by the statistical data. These theories are interrelated and
harmonious rather than opposing and incompatible. The theories chosen for the
explanation of the phenomenon here are social cognitive theory, social exchange theory,
structural theory, emotional contagion theory, and job demands-resources theory. One
point to keep in consideration is that one symptom, when initiated, gives rise to other
symptoms as well, like a ripple effect. For instance, once an individual becomes
emotionally exhausted, he/she is more likely to develop a negative attitude towards their
job and to end up being dissatisfied with their work or vice versa. The relation between

symptoms can work in any direction.
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2.3.1. Social Cognitive Theory

The social cognitive theory put forward by Bandura (1986) places a strong emphasis on
how people react to stressors (Bandura, 1986). This theory proposes that people can
attain attitudes, behaviors, and emotional reactions by watching and imitating other
people (Bandura, 1977). According to the American Psychological Association (2023),
people’s thoughts, perceptions, and interpretations of their own as well as others’ social
behaviors are regarded as cognition processes. Thus, personal attributes are judged by
the individual in a way that whether an individual can accomplish a task or not. It
affects the way an individual considers himself /herself and decides what actions he/she
will eventually take, and how much effort and resilience he/she will show once
confronted with failure (Cam & Ogiilmiis, 2019). The lack of belief in such attributes
results in pessimism, and incompetence and hence affects the performance of the

individual in achieving their goals.

Also, personal variables like self-confidence, their perception of self, and their self-
reliance are perceived as the core contributors to the formation of burnout (Pines, 2002).
Moreover, self-efficacy which is the belief in one's ability to handle stressful situations
is a key factor in determining one's vulnerability to burnout, according to Bandura
(1997). Burnout risk is higher in those who have low self-efficacy because they believe
they are less capable of handling stress (Bandura, 1997). The fall in productivity paired
with self-doubt leads to heightened emotional fatigue and job dissatisfaction which are
mostly noticed symptoms of burnout. There could be many factors that assist the
occurrence of these self-efficacy crises such as the unavailability of role models to look
up to for solutions or coping mechanisms when struggling with such situations, absence
of support or motivation from outside of oneself, destructive criticism or no positive

feedback at work and a history of negative narratives around failure, and the like.

Furthermore, according to social cognitive theory, people might acquire useful coping
mechanisms by learning and observing others (Bandura, 1986). When employees see
their colleagues using effective coping techniques, they may decide to use similar

tactics to reduce stress and avoid burnout (Leiter & Maslach, 2004).
2.3.2. Social Exchange Theory

Social exchange theory focuses on the social interactions among individuals at

interpersonal, team and organizational levels (Schaufeli, 2006) and lays the groundwork

22



for the association of excessive emotional, physical, and mental tiredness that frequently
occurs at work. Social exchange theory states that people consider the benefits and
drawbacks of social relationships in the context of their jobs such as workload, stress,

and interpersonal conflicts (Glines & Uysal, 2019).

According to this theory, burnout develops because of perceived inequality between the
inputs of an individual’s hard work versus the resulting output (Schaufeli et al., 2011). It
makes the individual emotionally drained when the efforts given do not yield the
expected outcome which in turn places a substantial burden on the individual to cope
with the emotionally overwhelming entities. According to Colquitt et al. (2001),
frustration can arise when people believe that there is an unequal distribution of rewards
and resources at work. It can take place at any level of interaction as seen with
coworkers, clients or managers, and others. On the other hand, burnout may worsen due
to a lack of social support or unfavorable conversations among colleagues. Naturally, as
an attempt to escape from situations that cause stress, the individual removes himself
from interacting with the above-mentioned entities, giving rise to depersonalization and

avoidance at work.

To further mitigate burnout, social support as a fundamental element of social exchange
theory is essential (Rhoades & Eisenberger, 2002). According to Eisenberger et al.
(1990), constructive connections at work can provide the informational, practical, and

emotional support the individuals need to manage stress and avoid burnout.

In conclusion, social exchange theory provides an insightful understanding of the nature
of professional relationships and how they impact burnout experiences. Researchers can
create interventions that effectively manage burnout and gain a better understanding of
the mechanisms underlying it by taking into account many elements, including rewards,

costs, equity, and social support.
2.3.3. Structural Theory

Structural theory concentrates on how social structures like roles, hierarchies, and
norms influence people's experiences and behaviors within organizations (Scott, 2014).
According to this viewpoint, burnout is influenced by both personal traits and the

organizational environment in which people work (Scott, 2014).
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Whenever confronted with a stressful situation, any individual tries to resolve the stress
by using coping mechanisms. As per this theory, burnout occurs when these coping
mechanisms employed by the individuals to manage stress become ineffective. The
failure of the strategy ignites feelings of low reliance on the self since the individuals
start to believe that they may not manage the stress and keep thinking of professional
disappointment resulting in reduced job satisfaction as well as emotional drainage.
Ultimately, when an individual finds himself/ herself unable to cope with job stressors,
they may resort to depersonalization as a last defense, distancing themselves from the

source of discomfort or stress (Edu-Valsania et al., 2022).

Gaining knowledge of the connection between structural theory and burnout helps better
understand the organizational elements that lead to workplace fatigue and stress. This
viewpoint is reinforced by the research conducted in 2004 by Leiter and Maslach,
emphasizing how organizational elements like workload, autonomy, and support could
lead to employee burnout. Organizations with inflexible, bureaucratic, or resource-poor
organizational structures may be more exposed to burnout because they form high-stress
environments with few chances for personal development or fulfillment (Leiter &
Maslach, 2004).

Moreover, research by Karasek (1979) on the structural theory indicates that
employment with high demands is more likely to cause burnout. This is consistent with
the structural perspective, which stresses that understanding burnout requires looking at

the larger organizational context (Karasek, 1979).

Shortly, there is a correlation between organizational dynamics and structures and
people's burnout experiences. As structural theory takes into account elements like
hierarchy, roles, resources, and control, the systemic causes of burnout could be

discovered and thus, employee well-being in businesses may be amply initiated.
2.3.4. Emotional Contagion Theory

An individual's affective state mirroring another person's emotional expression is known
as emotional contagion (Hess & Blairy, 2001). The term contagion symbolizes the fact
that if one person catches this emotional distress, the others are also predisposed to
going through the same emotion. Prior research has demonstrated that emotional
contagion could manifest when people interpret the emotional facial expressions of

others and the processes of imitation and feedback that are assumed to be responsible
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for this phenomenon. According to a research study conducted by Hess and Blairy
(2001), participants who saw joyful and sad faces demonstrated a subjective emotional
state that matched the emotional facial expressions seen. Since people experience
positive emotions when they detect a positive facial expression, emotional contagion
may be used to relieve depressive moods in people and to lessen psychological suffering
and delay the onset of depression in individuals. This connection was searched and
Santos et al. (2013) found a correlation between improvements in depression levels and

pleasant emotions.

Also, this theory explains some sort of social conformity giving rise to burnout. Some
individuals intentionally or unintentionally mimic to match their actions, attitudes, and
dialogues, in other words, the way they speak, move, and act to those surrounding them,
and hence end up feeling trapped in their emotional energy. As Vivian Gornick in
Fierce Attachments (Gornick, 1987), she explained how she could not prevent catching
her mother’s anxiety and depression (Hatfield et al., 1993). As it is explained in the
examples, there is a close relationship between the negative feelings shown and the

exacerbation of burnout signs.

Emotional contagion has been empirically verified specifically in teaching and
healthcare professions (Bakker & Schaufeli, 2000). Social contact and communication
among individuals facilitate the sharing of their beliefs and mindsets, creating a
foundation for having a common response to external stress (Edi-Valsania et al., 2022).
In the same vein, when individuals work in the same environment or at one place, they
are bound to be involved in the same circumstances and may encounter negative
feelings like stress, unhappiness, tiredness, and the like. Therefore, the adverse feelings
teachers experience in their environment could be the reasons of burnout and thus,
teachers’ negative emotions might have a great influence on student outcomes (Frenzel

et al., 2021) by forming emotional contagion.
2.3.5. Job Demands-Resources Theory

Job Demands-Resources theory (JD-R) represents a framework that is frequently used
to deeply analyze and understand the demands and resources affecting employees’ job
satisfaction. In educational settings, theoretical developments towards the model that
include personal resources such as behavioral and cognitive coping strategies,

resilience, self-efficacy, as well as job resources such as educators' professional
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development opportunities, relationships with colleagues, and perceived autonomy, play
a truly important role in informing how teacher well-being can be improved
individually and within an organization by examining how job demands such as
workload, discipline problems, and time limits manipulate teacher engagement, burnout,

and overall organizational outcomes (Bakker & Demerouti, 2007).

JD-R covers the physical, social, organizational or psychological elements of a job and
since it requires the use of energy, it is understood that the disadvantages encountered in
these aspects are caused by energy depletion (Demerouti et al., 2001). In addition, job
demands are job elements that involve ongoing effort, cause stress on a person's
physical and mental abilities and yield different negative consequences. Examples of
job demands are overwhelming workload, time constraints, time management stress,
conflicts with coworkers, job uncertainty, and so on. The state of physical and mental
exhaustion occurs due to an individual's inability to cope with stress factors. These
effects could be seen as both psychological and physical problems such as decreased
focus, mental tension, fatigue and similar problems. In contrast, job resources are
aspects of the job that emphasize the formation of support to achieve goals, help solve
the different demands brought by the job, and encourage career development. These
resources consist of positive aspects such as perceived independence, career

advancement chances, and supportive connections with coworkers.

According to the JD-R theory, job demands and job/personal resources show two
distinct psychological processes: the motivational process, in which job/personal
resources are intrinsically motivating and increase work engagement and well-being,
and the health impairment process, in which job demands uniquely predict burnout
(Bakker & Demerouti 2017). Two additional complex processes are acknowledged by
JD-R theory as the buffering and boosting effects. The buffering effect, as defined by
Bakker et al. (2005), describes how job resources might lessen the detrimental effects of
job demands on burnout. Job resources can ease the burden of high job demands and
lower the risk of burnout when they are abundant and may help people manage their
emotions and ideas in response to such job demands and lessen the possibility that
particular organizational features would be viewed as stressors (Demerouti & Bakker,
2011). For example, chances for professional growth or strong social support from peers

can help teachers manage demanding workloads or difficult classroom conditions,
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eliminating the negative impacts of stress and averting burnout. Instead, the notion of
boosting posits that the motivational potential of all job resources increases work
motivation and work engagement, whereas the job demand shows negative influence.
Having a certain degree of resources to utilize presumably accelerates the levels of
employee engagement and job satisfaction. Consequently, they find themselves feeling
energetic, driven and committed to their work, contributing to a high level of
engagement and job satisfaction. From the perspective of job resilience and job

engagement, job resources are highly pivotal in stressful occupations such as teaching.

While everyday resilience and buoyancy are very useful constructs, they fail to explain
how workers might cope with challenges in a workplace atmosphere. But JD-R theory
suggests an alternative view of how to focus on burnout. Burnout results from the
imbalance between the demands of work and the resources available to meet (Bakker &
Demerouti, 2017). The core of burnout is external stress on an individual and that
individual’s ability to cope with that stress. These resources range from organizational
resources that reduce workload to healthy ways of dealing with stress in humans with
the development of the capacity to adapt. Stress or strain emerges when the resources
are not sufficient to meet these demands. The persistence of this inequality results in
burnout (EdU-Valsania et al., 2022).

Hakanen et al. (2006) tested the JD-R theory in a teaching population among teachers in
a theoretically and empirically informative manner, drawing on previous studies on
teachers’ stress and motivation and examined job demands and job resources and the
findings of the study strongly supported the key claims of the theory, which indicated
that job demands were linked to worsening health issues through burnout but job
resources were related to high engagement and organizational commitment. A growing
body of research has further identified key demands and resources that influence
teachers’ well-being at work (Hakanen et al., 2006; Dicke et al., 2018; Skaalvik &
Skaalvik, 2018).

Therefore, the JD-R hypothesis offers educators and educational institutions a platform
for evaluating procedures and policies, and pinpointing areas for improvement and
possible stressors. The JD-R theory is a practical and adaptable technique that can be
applied to the construction of interventions, making it suitable for use by teachers and

other stakeholders alike.
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The theoretical framework of burnout also enables teachers to actively respond to their
health needs, especially regarding work-related challenges. In high-stakes contexts like
education, teacher burnout is particularly well documented among the problems faced.
To address this issue, it is crucial to understand the unique pressures that teachers face.
Therefore, teacher burnout is the main concern with its causes, symptoms, and the
impact on the teachers and the education system as a whole. To identify burnout in
detail, it is crucial to measure it with the right measurement scale. So, following the

burnout theories, it is prominent to examine how burnout is measured.
2.4. Burnout Measurement Scales

The burnout phenomenon has been attempted to be measured with different scales. The
prominent is MBI which measures burnout depending on the frequency with which
people encounter burnt-out feelings (Maslach & Leiter, 2016; Shoman et al., 2021;
Wang et al., 2024). There is a range for the frequency score from more positive on one
end to rather negative on the other end, in contrast to the random division as the
presence or absence of a feeling. The presence of burnout is decided by one having
more negative scores on all the dimensions. The MBI-General Survey (MBI-GS) can be
used for any profession whereas its other few versions have been modified for specific
professions such as MBI-Educators Survey and MBI for medical professionals and the
like (Maslach & Leiter, 2021). Initially, MBI provided the use of 25 items that were
spread over four dimensions emotional weariness having 9 items, depersonalization
having 5 items, personal achievement having 8 items, and involvement having 3 items
to evaluate burnout; however, in the final version, involvement was removed from the

scale and resulted in 22 items that are currently used (Schaufeli et al., 1996).

To date, various measures exist depending on the dimensions used to assess burnout (as
opposed to all three dimensions that MBI uses). For example, the Oldenburg Burnout
Inventory (Halbesleben & Demerouti, 2005) includes only two dimensions mentioned
with the definition of exhaustion and detachment from the job. While exhaustion means
both types (physical and emotional), detachment refers to the coldness towards the
objective and the nature of the job. On the other extreme lies the scales that measure
burnout as a phenomenon of only one dimension like exhaustion but these measures
strive to explain and separate different sides of exhaustion as indicated in the Shirom-
Melamed Burnout Measure (SMBM) (Shirom & Melamed, 2006) which explains three
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different types of exhaustion (physical, emotional, and cognitive), and the Copenhagen
Burnout Inventory (CBI) (Kristensen et al., 2005) uses two types (the physical and
psychological exhaustion). Since MBI contained some issues like being bound to just a
few professions, problems with the definition (which is still an issue in terms of the
absence of a common definition accepted worldwide), and words used to explain the
symptoms, the above-mentioned measures came into existence. So far, such issues have
resulted in using more occupation-neutral wording for the evaluation of dimensions by
different researchers, whereas some have included additional dimensions to the
definition but have brought more neutral jargon in explaining the phenomenon and this
has also resulted in the loss of precise and detailed interpersonal issues (Maslach &
Leiter, 2016).

In addition to these standardized measures, a variety of Do-it-yourself inventories
(Schaufeli et al., 1996) that have a rather limited scope of application also exist.
Nevertheless, MBI is the most highly utilized measure of burnout but if used
inaccurately, it may produce rather confusing results because MBI scoring for each

dimension could be challenging due to its complexity.

Apart from these concerns, the measurement of burnout differs according to various
types of professions, and hence, it is clear that a separate measurement tool is needed to
evaluate teacher burnout as teaching profession has its unique challenges.

2.5. Teacher Burnout

Teaching is considered to be one of the professions with high levels of stress (Kyriacou,
2000). There are different notions representing teachers’ concerns and anxieties referred
as teacher stress or strain that first appeared in the studies in the 1960s, and in the next
two decades (in the 1970s and 1980s), the number of studies concentrating on stress in
teaching rapidly increased. In fact, in the 1990s, a new notion regarded as teacher
burnout emerged, which is characterized as a state of emotional, physical and attitudinal
exhaustion that teachers face when they may not cope with stress successfully
(Kyriacou, 2001). According to Koruklu et al. (2012), teacher burnout shows fatigue
process that exists because of appropriate and inappropriate responses at the end of the
demanding conditions that affect teachers’ physical, academic, and social performance
levels. As burnout is an occupational phenomenon for professions that require an

individual to interact with other humans such as education and health care,this
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interaction fosters relationships that demand a significant level of personal and
emotional involvement, often requiring individuals to prioritize the needs of others
more than their own as in the case of teachers, because sometimes teaching also entails
to assist the learner for a prolonged period and feigning emotion (like encouraging a
student to motivate himself), holding back an emotion that they are feeling intensely
(such as getting angry or frustrated by a student’s attitude but not showing it). As a
result, teaching can be described as a profession that involves a high degree of
“emotional labor” (Naring et al., 2006, p. 304).

The emotional consonance or labor has been related to in-service negative attitudes and
adverse health issues, leading to burnout among professionals (Zapf, 2002; Jeung et al.,
2018). In a recent study conducted in the USA (Kush et al., 2022), teachers (K-12 level)
were 44% more prone to burnout than healthcare professionals, whereas university
teachers exhibited a burnout rate of approximately 35% because teaching profession
necessitates an individual to appear enthusiastic and passionate to engage students and
to ensure adherence in class to conduct standards. Consequently, teachers become more
stressed owing to all this emotional manipulation and the pressure to fulfill standards,

which eventually raises the risk of burnout.
2.5.1. Determinants of Teacher Burnout

Several key factors contribute to the heightened risk of burnout among teachers. These
factors can be broadly categorized as internal and external influences (Ruble &
McGrew, 2015). Internal factors include personal and sociodemographic characteristics,
while external factors relate to the environment in which teachers work, such as learner-
related challenges, organizational conditions, societal influences, and financial pressures
(Aydemir & Icelli, 2013).

Personal factors are shaped by individual character traits, including thoughts, emotions,
and behaviors that persist throughout life (Grice, 2023). These traits impact how
teachers perceive and respond to their work environment, often influencing their ability
to cope with stress (Edi-Valsania et al., 2022). Research has shown a significant
correlation between personal factors and burnout (Unaldi et al., 2013; Liu et al., 2022).
For instance, a weakened self-concept, a sense of powerlessness, and a lack of
autonomy are all personal traits associated with increased burnout risk (Sadeghi &

Khezrlou, 2014). Teachers’ expectations, their perceived control over work and life
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events, and their belief that these events are beyond their influence also play a critical
role (Rotter, 1966). When there is a gap between expectation and reality, feelings of
frustration, anger, and eventual burnout are likely to emerge. Additionally, how
individuals cope with stress through problem-focused or emotion-focused strategies
determines their resilience. While a problem-focused approach typically reduces
burnout, its effectiveness depends on whether the individual can control the situation. In
cases where control is lacking, adapting to the situation may be a more effective

strategy (Lazarus & Folkman, 1984).

Sociodemographic factors (e.g. age, gender, and teaching experience) also play a role in
burnout. Younger teachers are more prone to burnout compared to senior teachers,
while older teachers may find an increase in depersonalization with age (Maslach et al.,
2001, 2013; O’Connor et al., 2018). There are also differences by gender, with women
at greater risk for emotional exhaustion, while men are more apt to suffer from feeling
depersonalized. Marital status is another more complicated factor for individuals since
single males who must balance home and workplace responsibilities experience
burnout, and married women may be under additional pressure to juggle household and

workplace obligations (EdU-Valsania et al., 2022).

External factors related to students can significantly affect teachers’ stress levels,
particularly when student behavior disrupts the learning environment. Studies have
shown that misbehavior, absenteeism, and indifferent attitudes are major contributors to
teacher stress and burnout (Croom & Moore, 2003; Kokkinos, 2007; Covell et al.,
2009). Teachers often cite these challenges as primary causes of burnout, particularly
when they feel their efforts are undermined by student disobedience (Blase, 1982).

In addition to student factors, we also have inquisitive minds about the internal
mechanizations of schools. The specific tasks that teachers do, their collaboration and
relationships with colleagues and administrators, and general workload activate the
potential for burnout. Diluted profession requirements, unclear career objectives and
challenging tasks can cause burnout and occupation alienation (Zhou & Wen, 2007; Hu
et al., 2016). Moreover, facing criticism or even the absence of support from
administrators can lower emotional dysregulation that results in conflicts among
teachers and may lead to a higher possibility of burnout (Llorens et al., 2007). This

further complicates the already stressful working conditions and makes it more difficult
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for educators to handle all these responsibilities. Challenging relationships with

colleagues and supervisors exacerbate burnout among teachers.

Societal influences, including policy changes and social instability, also impact teachers'
well-being. For example, reduced funding for education, low salaries, and unstable
employment contracts could procure teachers’ stress (Kogak, 2018). Additionally, large-
scale societal disruptions, such as pandemics, further strain teachers’ emotional
resources causing burnout (Buytkada et al.,, 2021). A lack of opportunities for
professional growth intensifies these conundrums, making teachers feel underprepared

and overwhelmed by their responsibilities (Khan et al., 2014).

Finally, financial concerns, whether real or perceived, significantly affect burnout
levels. Economic instability, job insecurity, and temporary contracts are also the reasons
of heightened stress and emotional exhaustion (Baran et al., 2010; Hismanoglu & Ersan,
2016; Schuch Reimann & Bagatini, 2021). Teachers with insecure employment are
particularly vulnerable, as they face constant uncertainty about their future (Ceylan &
Mohammadzadeh, 2016), which further amplifies the risk of burnout.

2.5.2. An Overview of Research on Teacher Burnout

Research on burnout has been ongoing for the last five decades as Google Scholar
search showing approximately 5 million studies published by April 2023 has presented.
With the findings of the studies, the World Health Organization has officially
recognized burnout as a job-related phenomenon and documented it in the International
Classification of Diseases (World Health Organization, 2023). Therefore, the research
studies have revealed that teacher burnout requires further examination (Saloviita &
Pakarinen, 2021; Hanju & Shiquan, 2024) because teachers have expressed that they
feel burned out on the Gallup Worforce Study (Marken & Agrawal, 2022).The
unending discussion on conceptualizing the definition of the burnout phenomenon poses
serious theoretical and applied problems. Due to its universal occurrence and the
consequences, it requires to be approached from both research as well as practical
perspectives. Although there are numerous studies on this concept, only a limited
volume comprises influential academic publications with experimental research that
incorporates various research methodologies like using several physiological and
behavioral indicators to describe the development, complexity, and continuously

altering nature of burnout (Demerouti et al., 2021).
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Right from the start of teacher burnout studies, it was just a matter of time before it
became a topic of international concern enabling the conduction of research in different
countries from the USA, the UK, and Australia to other parts of the globe including
reports published by the International Labour Organization (1981) and various teacher
unions mainly on teachers’ working situations (Kyriacou, 1987). Byrne (1991, 1994)
conducted burnout studies including elementary, intermediate, secondary, and
university teachers and analyzed the personal and organizational factors affecting the
burnout levels of teachers. Similary, based upon Bryne’s findings, Miller (1999) drew
attention to organizational variables and underlined the significance of professional
development for school teachers as a buffer against burnout. The implications of these
studies proved that educators at all levels of the academic system felt burned out and
organizational factors were the leading contributors to burnout and other factors like

personal factors also had impacts on burnout levels.

For this purpose, the academic research has focused mainly on explaining the
underlying causes, types, and efficacy of the interventions, their relationship with other
variables, and their effects on teachers’ lives through multiple channels (Maslach &
Leiter, 2016). The main reason behind the surge of international attention on this topic
can be attributed to i) the growing body of proof that chronic job-related stress can
prime the circumstances for mental and physical illness, ii) the interest to upgrade the
quality of teachers’ lives, and iii) to reduce the negative impact on teachers’ relationship
with their students so that overall quality of teaching may be improved. Despite the
extensive search for the causes and results of burnout among teachers, it is seen that
inadequate attention has been paid on creating a reliable and valid measurement scale
for teachers specifically that can handle the contemporary issues related to this field by

measuring their burnout levels.

In many studies, as the scales used were composed largely by bringing an extension to
existing scales, MBI was often utilized in the education context. For instance, it was
seen in the study (Aboagye et al., 2018) that was conducted to examine the applicability
of the Maslach Burnout Inventory (Maslach et al., 1996) in the context of three cultures
by doing a cross-country analysis. The countries chosen for the studies were China,
Ghana, and Pakistan (lower-middle income countries) and the sample was preschool

teachers, it was found that the burnout syndrome varies prominently across cultures and

33



genders. Besides, the Teacher Burnout Scale was tested by using the case of only a
specific population, which was developed using a sample of 365 public school teachers
of elementary and secondary level in the USA (Seidman & Zager, 1986-1987). The
study proposed a 21-item Likert scale to measure burnout and was found to be

internally consistent with the data.

Though the burnout phenomenon is not new, the research on teacher burnout in Turkiye
is still comparatively recent. Parallel to the international context, a similar pattern can
be seen in the studies published in Tirkiye on teacher burnout. In the past, literature
concerning teachers’ burnout usually adopted the perspective of psychology or
sociology, but not teachers themselves. Studies mainly focused on finding the causal
factors or predictors of teachers’ burnout, highlighting the effect of burnout on other
variables, and then providing mitigating strategies to reduce burnout. Although the
objective of various studies was different, the scale used for calculating burnout has
been common among most of them. This is evident from numerous cases as a study
conducted on teachers in Antalya (Kasalak & Dagyar, 2022) took a sample of 366 high
school teachers to evaluate the effect of teachers’ demographic variables and their
burnout level on their level of enthusiasm for teaching. Maslach Burnout Inventory and
Teacher Enthusiasm Scale were used to carry out the study and the results showed that
gender and the level of seniority were significant predictors of burnout on their level of

enthusiasm.

Teachers from other disciplines were also studied consecutively using the same scale
(MBI) (Pandey, 2020; Ilya, 2023). For example, the significance of the same above-
mentioned demographic variable was investigated for music teachers in Turkiye
(Oztiirk, 2021). The data were collected using the Personal Information Form and MBI,
and the results showed that for music teachers in Turkiye, demographic variables could
not significantly predict the level of burnout. Similarly, a study (Oztiirk et al., 2021)
examined middle school Turkish teachers to explore the extent to which school
environment and self-efficacy could estimate teacher burnout. The scale used to
measure burnout was again the MBI and the predictions were made using structural
equations for each variable in the study and the results were found to be statistically

significant.
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In addition to demographic variables, the organizational environment and school type
were the second most widely studied variable in predicting teachers’ burnout levels. A
meta-analysis was performed on the studies that were carried out on teacher burnout
predictors in Tirkiye (Yorulmaz & Altinkurt, 2018). The research emphasized notable
variations across studies conducted independently, particularly concerning demographic
variables. The impact size of all the variables was accessed by scrutinizing 100 studies
published on the impact of gender, 73 for marital status, 17 for subject matter, 15 for
school type, 34 for qualification, and 54 for the level of experience. The results showed

varying and inconsistent outcomes, both in size as well as the direction of the impact.

Similarly, a meta-analysis (Yorulmaz et al., 2017) was carried out to observe the
magnitude and direction of associations between job fulfillment and different
dimensions of burnout as well as the impact of mediator variables on these associations.
The included number of studies was 14 studies for emotional weariness and
depersonalization and 14 studies for diminished personal achievement. The results
showed that emotional weariness and diminished personal achievement had a negative
relation with job fulfillment and the impact was at a medium level, whereas job

fulfillment and depersonalization had negative but a low-level relation.

With special education teachers, a study was carried out to find the relation between
their self-efficacy and their burnout level (Saricam & Sakiz, 2014). The respondents
were 118 teachers to provide data using the MBI and Teachers’ Sense of Efficacy Scale

and showed that a significant relationship existed among the study variables.

As seen in these studies, there are context-laden factors that lead to burnout in these
various teaching professions. To measure burnout among teachers, different

measurement scales have been developed.
2.6.Teacher Burnout Measurement Scales

Besides general burnout measurement tools, some scales have been specifically
developed for teachers to measure the burnout phenomenon more effectively. These are
The Teacher Burnout Scale (Seidman & Zager, 1986-1987), The Teacher Burnout
Questionnaire (Twillie & Petry,1990), The Maslach Burnout Inventory- Educators
Survey (MBI-ES) (Maslach et al., 1996), The Academic Burnout Scale (Timkaya,
2000), Teacher Burnout Measure (Richmond et al., 2001), The Copenhagen Burnout

Inventory (Kristensen et al., 2005), The Teacher Professional Burnout Scale (Kaner et
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al., 2008), and The Socio-Contextual Teacher Burnout Inventory (STBI) (Pietarinen et

al., 2013). The details of these scales are as follows:

Table 2.1

The Burnout Scale Studies Examined Through Deductive Method

Number of

No Scale Name Scale Creators  Factors/Domains Eactors Items  References
Maslach 1. Emotional Exhaustion
Burnout Christina (EE),
N Maslach et al.
1 Inventory- Maslach, Susan E. 2.Depersonalization 3 29 (1986)
Educators Jackson, & (DP),
Survey (MBI-  Richard Schwab  3.Personal Achievement
ES) (PA)
-}Ear\?s?[ei.sen 1.Personal Burnout,
Copenhagen - L .. 2.Work-Related .
Marianne Borritz, Kristensen et
2 Burnout Ebbe Villadsen & Surmout 3 19 al2005)
Inventory (CBI) Karl B 3.Client-Related '
. Burnout
Christensen
1. Career satisfaction,
2.Perceived
Teacher Steven A. Administrative Support, Seidman &
3 Burnout Scale  Seidman & 3. Coping with Job- 4 21 Zager (1986-
(TBS) Joanne Zager related Stress, 1987)
4. Attitudes Towards
Students
4 ;ﬁ?ﬁgii Less Doll Twillie i i 28 Twillie & Petry
S & John R. Petry (1990)
Questionnaire
1. Emotional Weakness,
2.Administrative
Academic Support,
5 Burnout Scale Songul Tumkaya 3. Academic 4 39 Tumkaya (2000)
Performance,
4. Workload
Virginia Peck
6 ;ﬁ?ﬁgii Richmond, i i 20 Richmond et al.
Jason S. Wrench, (2001)
Measure
Joan Gorham
1. Emotional Exhaustion
and Failure Related to
the Profession,
Teacher Begumhan 2.Desensitization to
7 Professional Yellice-Yuksel,  Students, 4 2% Kaner et al.
Burnout Scale Sema Kaner, Cem 3.Physical and (2008a)
Oktay Guzeller ~ Emotional Exhaustion,
4.Desensitization to
Colleagues and
Managers
;r:ﬁt:;i';' Janne Pietarinen, 1. Exhaustion,
Kirsi Pyhalto, 2.Cynicism towards the C
Teacher - - - Pietarinen et al.
8 Tiina Soini, teacher community, 3 9
Burnout - . (2013)
Katariina 3. Inadequacy in
Inventory Salmela-Aro teacher-pupil interaction
(STBI) Pup
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The scales above concentrated on mainly general teaching profession-stressors such as
workload, inadequate interaction between teacher and student. The intensity and effects
of burnout may be determined with the use of context-based scales, directing
individuals toward job-stressors and applicable coping mechanisms to manage and

overcome this syndrome.

Similarly, there are unique stressors that extend burnout in the field of ELT.The
demands of teaching a foreign language with the pressures of diverse needs and
expectations from the society cause the EFL teachers to be particularly liable to
burnout. As seen in Table 2.1, there is not any English language teacher burnout scale
involving contextual parameters. Therefore, the burnout syndrome among English
language teachers needs to be examined and also, the lack of scale development for

English language teacher burnout proves this gap in ELT.
2.7. English as a Foreign Language Teacher Burnout

Burnout is known to have detrimental effects on English teachers. However, EFL
teachers (like any other profession) need to be emotionally resilient and well-regulated
to perform better based on the studies held to see the relationship between their success
and their emotional intelligence (Ghanizadeh & Moafin, 2010). Nonetheless, English
teacher burnout has been underexplored in the field of ELT and there has not been any
scale development to determine burnout levels of English teachers not only in Tirkiye
but also beyond its borders. It is also underlined that the lack of research tailored to ELT
context makes it hard to predict the causes and decide on mitigating strategies and

intervention procedures to make their outcomes better.

In addition to the existing factors that would affect any teacher to develop burnout, EFL
teachers tend to face more context-dependent factors, which make it crucial for

researchers to study their case separately and profoundly.
2.7.1. Drivers of Burnout in English Language Teachers

English language teachers are affected by stress akin to the teaching job in any other
discipline but some context-specific factors further intensify the problem and alter the
teacher’s experience in some manner. Both learning and teaching are emotional
processes intrinsically and any emotion is an experience involving psychological,

interactional, and social processes (King & Ng, 2018). It occurs through an interaction
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between individuals and their surrounding environments, which means that research
into specific classroom settings requires distinction according to the content and the
inconstant nature of the learning process that is inherent in each subject. This appears
predominantly true for language learning given the distinctive role language plays in
someone’s identity and it is apparent that language teaching involves the appropriate
use of a wide range of emotions. In addition to personal emotions, a language teacher is
continuously required to address students’ anxiety as well, which is compelled not only
by doubts about competence but also about identity (Stroud & Wee, 2006). Therefore,
language teaching like English encompasses communicative competence in human
relations and reflects various emotional expressions, resulting in emotional

dysregulation and high pressure on teachers (Kelchtermans, 2017).

Because of the significance it places on the subject, English teaching is a career with
severe emotional demands especially for interpersonal affairs, and requires the
individual to incorporate expressive contentment. Ideal teachers are expected to show
certain feelings of passion, eagerness, fun, confidence, and self-reliance, representing
that they are expected to manage their emotions to improve teaching effectiveness and
hereby to engage in emotional labor. The degree of emotional labor exercised is
determined by several factors that are connected to the teacher’s sociocultural
background, the teacher-student relations, and the broader organizational and societal
context. Such emotional labor further implicates the presentation of inauthentic or
untrue emotions that are expected, desired, and appreciated at the organizational level to

present an acceptable identity (Zhang & Zhu, 2008).

This emotional dissonance (King & Ng, 2018) that takes place when there is a
discrepancy between the emotion reflected on the surface and the emotion felt
underneath over a period provides a basis for depersonalization, self-isolation, stress,
and eventually burnout. It is impractical to feel positive emotions and limitless
enthusiasm for the lesson every day, and the absence of these emotions results in forced
acting. Moreover, language teachers face similar demands on the part of the students in
terms of their target language and culture identification, for example, by encouraging
and modeling them on how to interact with the culture of the target language. This
shows how the relationship between a student and a teacher is fundamentally different

from other jobs involving short-term human interactions.
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A study conducted on the emotional well-being of EFL teachers (Talbot &Mercer,
2018) further identified that the perception of others about their work and their self-
doubts about their abilities was seriously uneasy for these teachers. Interviewees in this
study stated that teaching in ELT was more challenging due to language’s ever-
changing character and its rapid rate of development. Furthermore, both the poor
engagement in the lesson and the lack of motivation from students could add up as other
causes of negativity. The least motivated students were those who saw no benefit in
learning English, and those who had unrealistic goals for their language proficiency

ended up resenting their decisions.

Due to such highly demanding nature of this job where teachers have to cope with
bilingual and bicultural contexts, it is believed that language teachers are extremely

susceptible to experiencing burnout (Ghanizadeh & Jahedizadeh, 2015).

The factors that drive English teachers’ burnout at the tertiary level are various. The
context-laden factors that are specific to the university setting affect English teachers’
burnout. A study conducted in Iran on the relationship between burnout and job
satisfaction of EFL teachers working in universities and schools (Safari, 2020) found
that the type of workplace (university vs. schools) had effects significantly on the level
of satisfaction of the teachers mainly due to the difference in job conditions specific to
the type of institution.

More precisely, the sources of burnout for EFL teachers are distinct especially in higher
education. One of the first and largest studies on stress in tertiary-level education was
conducted in 1984 (Gmelch et al., 1984) by collecting data from about 80 universities in
the USA, showing that 60% of the total stress that teachers experienced came from their
work setting (university) than the other sources. According to this study, the main
factors that caused stress were extremely high expectations of teachers from their
selves, struggle to secure funding for their research, insufficient salary, slow career
progression, and inadequate time to stay up-to-date with the advancement in the field of
their expertise (due to excessively speedy rate of research taking place in their field).
The literature of the same study highlighted a few other factors including poor
communication with other faculty members, deficiency of support (technical as well as
human), excessive paperwork, lack of time for research work, and the struggle to get
their work published (Kinman, 2001).The factors recognized by this study can be
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repeatedly seen in other studies as well, especially the time limitations and work
overload that tertiary-level teachers confront.

A longitudinal study on the perception of causes of occupational stress conducted in
Australian universities (Gillespie et al., 2001) reported that according to teachers, the
top factors were inadequate funding and resources, the burden of work, poor

management practice, job insecurity, and insufficient recognition and reward.

Many studies have indicated that teachers at the tertiary-level work significantly more
hours than they are contracted. A study on the comparison of academic versus non-
academic staff in the UK proposed that individuals working in academia were more
probable to work additional hours leading them to have a rather poor work-life balance

and likewise, they had diminished quality of professional life (Fontinha et al., 2019).

The imbalance between work and life for teachers can be further exacerbated by the
growing number of learners, the constant stacking up of job demands, and anticipation
of work amplification in the future. Ambiguity about the future of their profession adds
additional pressure on university teachers who are on the non-tenure track but also face
the problem of low salaries as compared to tenure-track teachers (Berlin & Brock,
2021). Coupled with such job insecurity, the environment of the institutions is now
evidently reported to be more stressful than ever before (Tytherleigh et al., 2005).
Universities that fail to provide such assurances related to jobs (including enrolling
them in the social security system) create an ambiance of doubt, uncertainty,

dissatisfaction, and helplessness (King & Ng, 2018).

Universities, where management does not allow teachers to take part in important
decision-making procedures regarding their jobs and the utilization of resources
according to their choice, actuate the issue of control and teacher autonomy. Teachers
frequently have time-bound by curricular and institutional restrictions which affect their
day-to-day teaching practices (Talbot & Mercer, 2018). A study was carried out in
Japan on EFL teachers in 2018 (King & Ng, 2018) and the university chosen for the
research was undergoing some reorganizations in the administration of data collection
through interviews. In the end, the workplace environments for teachers were also
changed by the management’s side such as the course syllables as well as the
managerial duties of the academic staff without any prior meeting with them. Since the

faculty members had to comply with the changes unquestioningly, this activated
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feelings of anger, hatred, tediousness, and perplexity among teachers and also, they felt
ignored and disregarded. This lack of teachers’ participation in important decision-
making and proper support from the management inevitably provoked teacher burnout
(Rostami et al., 2015).

2.7.2. Research Studies on English Language Teacher Burnout

Burnout, highlighted as a critical risk for educators by the American National Education
Association and known as the result of sustained occupational stress (Bardon, 1983),
was framed in the previous studies (Farber, 1991) with the negative impacts on both
teaching quality and student learning outcomes. Scholars started looking at the specific
factors of teachers’ increased stress as burnout research progressed. Since then, burnout
research has shifted from focusing on general teacher burnout to concentrating more on

specific positions like teaching English as it is emotionally demanding.

Nayernia and Babayan (2019) and Nayernia (2021), for example, investigated what kind
of stressors might result in a variety of adverse consequences for the EFL teachers as
they coped with unique stressors, such as adjusting to new cultures and proficiency in
the language. EFL teachers feel the highest risk of burnout among them (Seis, 2023) as
they are obliged to support the learners for the acquisition of both language and culture.
This shift identifies burnout among EFL teachers as a unique type of job stress,
negatively impacts teachers and their students (Bagheri Nevisi & Alasadi, 2022).

Besides, burnout’s broader consequences, such as impaired teacher-student
relationships, decreased mental health, and overall job dissatisfaction were examined.
These studies also introduced frameworks that examine burnout across three levels as
individual (micro), institutional (meso), and societal (macro), providing a more
comprehensive understanding of the factors that increase teachers’ susceptibility to
burnout, especially those in high-stakes fields like English language education (Zheng,
2022).

Many research studies have encompassed the unique pressures facing EFL teachers,
who contend with the combined demands of high-performance expectations, cultural
adaptation, and the need to support students’ linguistic and cultural growth. Studies
indicate that EFL teachers are particularly at risk of burnout owing to these
compounded responsibilities, which extend beyond language instruction to fostering

students’ broader cultural competence (Meidani et al., 2019). Such studies emphasize
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that EFL teacher burnout impacts not only educators’ well-being but also the quality of
student engagement and academic outcomes, revealing the ripple effects of burnout on

educational settings as a whole (Cheng, 2022).

More recently, most of the studies have been conducted to find the relation of burnout
levels to any other arbitrary variables. For example, a study carried out in Iran
(Tonekaboni & Nasiri, 2022) to find the relationship between teachers’ burnout level
and their self-resilience presented that social-psychological factors are significant in
foreign language settings and could affect teachers and students’ educational outcomes.
The data were collected using the Maslach Burnout Inventory and the Resilience Scale
from 97 experienced English language teachers. Similarly, a study was conducted in
Chile (Sato et al., 2022) to find out the relationship between teachers’ motivation and
their perceived burnout level as a foreign language teacher but the sample chosen for
the study was school-level teachers. Depending on the qualitative method, the positive
influence of motivation was shown to be boosted by the experiences of the teachers.

Another study in Iran (Pishghadam et al., 2022) was designed to observe the
relationship between burnout and psychological reactance and what role a teacher’s
spiritual intelligence played in this relationship. 270 Iranian EFL teachers employed by
private organizations, educational institutions, and universities were the participants of a
survey. The results indicated that burnout had effects on increased psychological
reactance, whereas the spiritual intelligence of the teachers would reduce this impact.
Xu and Jia (2022) did a study in China during the same time period to investigate the
effects of teachers’ job engagement and emotional exhaustion on their instruction. 295
EFL teachers from various Chinese schools and universities took part in the study. The
results indicated a positive relation between self-efficacy and the level of engagement at
work by teachers, whereas there was a negative relation between the symptoms of
burnout and work engagement. Additionally, a study carried out in North Cyprus
(Goker, 2021) examined the relationship between EFL teachers’ perceived fatigue and
job performance. The MBI-Educator Survey was utilized to gather data for the study,
which focused on 51 EFL teachers. The findings showed that their emotional tiredness

was influenced by their gender and type of university.

Also, in Turkiye, some studies have been conducted nationwide to investigate burnout

in EFL teachers over the last twenty years (Deryakulu, 2005; Sekercioglu & Yellice,
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2008; ; Kaner et al., 2008; Giiven, 2010; Ozkanal & Arikan, 2010; Unaldi et al., 2013;
Oztiirk, 2013; Savas et al., 2014; Saricam & Sakiz, 2014; Demirel & Cephe, 2015;
Kazimlar & Dollar, 2015; Hismanoglu & Ersan, 2016; Geng, 2016; Ceylan &
Mohammadzadeh, 2016; Atmaca, 2017; Kulavuz-Onal & Tatar, 2017; Koksal et al.,
2018; Ozdemir, Tercan, Giin & Bilgin, 2018; Bal, 2019; Ulum, 2019; Giines & Uysal,
2019; Ozkara, 2019; Erdag & Tavil, 2021; Deneme, 2021; Karanfil & Yesilbursa, 2021).
The goals of these studies were to determine the extent of burnout and its causes;
examine the relationships between self-efficacy beliefs, written corrective feedback,
teacher efficacy, and burnout levels; explore the connection between social problem-
solving skills and burnout; investigate the relationship between occupational burnout
and engagement in professional learning activities; analyze the impact of personality
factors and organizational socialization on burnout; and examine the relationships

between learned resourcefulness and burnout (Seis, 2023).

Meanwhile, English language teachers teaching at the school level were the subjects in
some studies (Hismanoglu & Ersan, 2016; Atmaca, 2017; Giines & Uysal, 2019;
Kimsesiz, 2019) that focused on finding the probable causes or predictors of burnout
among EFL teachers. In addition, it was further proven that the type of school chosen
for the study also influenced the level of burnout (Kimsesiz, 2019) and hence, reiterated
the context specificity of the problem.

Given all the findings of these studies, the majority of Turkish studies on burnout used
quantitative research techniques (Unaldi et al., 2013; Savas et al., 2014; Kazimlar &
Dollar, 2015; Hismanoglu & Ersan, 2016; Geng, 2016; Ceylan & Mohammadzadeh,
2016; Kulavuz-Onal & Tatar, 2017; Ulum, 2019; Kimsesiz, 2019; Giines & Uysal,
2019; Ozkara, 2019; Erdag & Tavil, 2021; Deneme, 2021), and mixed-method
approaches ( Oztiirk, 2013; Demirel & Cephe, 2015; Atmaca, 2017; Koksal et al., 2018;
Bal, 2019; Giines & Uysal, 2019; Karanfil & Yesilbursa, 2021), albeit a small number
used qual-method approaches (Kazak & Giindogdu, 2023; Yucesoy et al., 2024).

Additionally, the studies presented above mainly utilized the MBI scale; nevertheless, it
was anticipated that survey fatigue might come from the use of the same scale without
any Turkish contextual elements, employed in burnout studies in the majority of
quantitative studies. The studies were not long-term in nature; therefore, it was also

unclear whether burnout was a short-term or long-term issue. Furthermore, because the
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research investigations were only carried out in particular regions of Turkiye, they
might not provide statistics for the nationwide. Recognizing that studies that were
usually carried out in settings where researchers were physically present might run the
risk of introducing bias.Further, limiting the generalizability was the fact that participant
demographic data did not span many locations. Overall, the studies did not adequately
address the ways in which burnout impacted the professional and personal lives of
English teachers, how future educational policies in Turkiye could mitigate or eradicate
this effect, or what strategies burnt-out English teachers could employ to deal with the
burnout effect (Seis, 2023).

At the tertiary level, teachers from other disciplines were studied often and that
highlighted the importance of the type of institution to be taken into consideration while
conducting burnout studies. A study conducted on academicians in Turkish universities
(Toker, 2011) indicated that research assistants were more prone to emotional tiredness,
depersonalization, and lack of personal achievement. The data were collected from 648
academicians at Turkish universities, disregarding the subject they were teaching, and
the Maslach Burnout Inventory tool was used to collect data. Similarly, a recent Turkish
study (flya, 2023) examined the level of burnout, the impact of age, gender, teaching
experience, and the type of school by using the Maslach Burnout Inventory-Educators
Survey via collecting data from a sample of 132 EFL teachers, and the results showed
that the majority of the EFL teachers had high levels of burnout as they felt less
accomplished and the age variable showed interaction with depersonalization and when

the teachers got older, they felt isolated.

Nevertheless, in Turkiye, the studies that were conducted at the tertiary level for English
language teachers had different objectives than those of the present study. For example,
the research on the comparison of state university instructors and private university
instructors (Kulavuz-Onal & Tatar, 2017) explored that the level of sense of personal
achievement was different from each other for both groups, with state university
instructors feeling less accomplished and thus having low participation rate in learning
activities. The study collected data from 224 Turkish EFL teachers using the Maslach
Burnout Inventory for Educators. Another similar study that was carried out on
university EFL teachers (Bal, 2019) aimed to recognize the effect of the type of

university and the degree on their level of burnout and the reasons for their experience.
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The results were the same as the previous study in claiming that there existed a
significant difference between the level of burnout of state and private university

teachers.

Other studies focused on finding the effect of demographic variables on all three
dimensions of burnout. For example, Ozkara (2019) stated that age and experience
played a significant role in deciding the level of personal achievement and the sense of
self-efficacy which were found to be inversely related to emotional weariness and
depersonalization. The study took into consideration 118 Turkish EFL teachers from
primary, secondary, high schools, and universities, and collected data through the
Maslach Burnout Inventory. In the same manner, another study (Yastibas, 2021)
calculated the burnout levels of public and private university EFL teachers to compare
and to find out the factors causing it. The study explained that the support from the
management, learners’ behaviors, income, and job stress and satisfaction had more
significant impacts on different dimensions of burnout than the other variables. Also,

the MBI-Teacher Form was used to collect data from 104 Turkish EFL teachers.

All these findings emphasize the need for a research study that is generalizable to
Turkiye in order to examine the phenomenon of burnout with a context-specific scale
that could present burnout levels of Turkish English teachers and with the qualitative
data tools to gain a more detailed understanding as well as the exploration of coping

mechanisms to prevent or avoid burnout among teachers.
2.8. Coping with Teacher Burnout

The level of burnout that people experience can vary depending on how they respond to
stressors. Coping is defined as an organizational construct that encompasses many
strategies for addressing psychological suffering, such as stress, anxiety, and burnout.
Since everyone responds differently to stressors and there is no one-size-fits-all answer,
it is challenging to categorize coping strategies for stress (Skinner et al., 2003). Coping
strategies are ways of dealing with challenging circumstances, demands, and crises that
are considered harassed, and fall into two major categories: problem-focused and

emotion-focused strategies.

Problem-focused coping actively addresses the underlying cause of psychological
suffering, whereas emotion-focused coping focuses on controlling one’s emotional

reaction to the stressor. Moreover, when trying to get away from a stressor, several
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avoidance-focused strategies are used, like looking for social support or doing
distracting activities (Endler & Parker, 1990; O'Dowd et al., 2018). Burnout may result
from psychological anguish if an individual’s coping mechanisms for work-related

stress are inadequate.

Coping mechanisms and teacher burnout have been linked in several research
studies,and coping methods are positively correlated with personal accomplishment and
negatively correlated with emotional exhaustion. Depersonalization, on the other hand,
is associated with distancing or avoidance, which can indicate a lack of dedication
among teachers (Shin et al., 2014; Yin et al., 2018; Garcia-Arroyo & Osca, 2019).
Therefore, coping strategies should be nurtured among teachers to prevent burnout. In
1997, Carver created the Brief-COPE Scale (Carver, 1997), which lists different coping
mechanisms proven to be useful in health-related research. Three categories exist for

these strategies: Approach, Avoidant, and Neither Approach nor Avoidant.

Among Approach strategies; Acceptance is acknowledging and embracing the
circumstance as it is. While Positive Reframing means looking for the positive aspects
of the circumstance and finding something meaningful in it, Emotional Support entails
asking others for consolation and understanding. An alternative strategy is Active
Coping, which is addressing the issue head-on and making an attempt to modify the
circumstances. Furthermore, Planning comprises arranging and planning what to do;
Instrumental Support (Use of information support) is obtaining helpful advice, counsel,

or direction from others.

On the other hand, Avoidant strategies involve actions such as Denial, in which people
reject the truth of the circumstance, and Substance Abuse, in which people turn to drink
or drugs to deal with stress or to ease unpleasant feelings. Self-distraction is when an
individual consciously attempts to distract themselves from the current situation by
either engaging in some form of activity, changing focus or even self-blaming. Self-
blame occurs when someone blames himself/herself, or criticizes their actions and
situations. Moreover, Venting involves expressing negative emotions for releasing or
relieving and also verbalizing dissatisfaction. Thus, Behavioral Disengagement shows

that the individuals give up dealing with the issues.

Finally, Neither Approach nor Avoidant strategies include coping strategies like Humor,

which include employing humor to make jokes or find fun in them. Religion is the
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pursuit of strength through prayer and meditation, as well as solace and comfort from
spiritual practices or beliefs.

Briefly, these strategies seen in Table 2.2 play pivotal roles for the inviduals in the

situations when they attempt to manage high levels of psychological distress.

Table 2.2
Coping Strategies from Carver’s the Brief~COPE Scale (1997)

Approach Avoidant Ne:}tgf/g\%ﬁ)g;g?ch
Acceptance Denial
Positive Reframing Behavioral Disengagement
Emotional Support Substance Abuse Humor
Active Coping Self-distraction Religion
Planning Self-blame
Instrumental Support Venting

These coping mechanisms above provide people with an array of choices for navigating
mental health challenges. Some of these strategies encourage proactive involvement and
problem-solving, while others can concentrate on emotional regulation or trying to get

external assistance.

Shortly, coping mechanisms are essential for controlling burnout, and thus, the creation
of precise and trustworthy measures to gauge burnout levels is also crucial. By
identifying the early indicators of burnout, the burnout scale development facilitates
intervention and prevention. Thus, organizations and individuals can adopt the scales by
focusing on the ways to manage stressors, enhance well-being and uphold a safe,
productive atmosphere by methodically evaluating burnout.

2.8.1. Studies on Coping with Teacher Burnout

Existing scientific literature has highlighted coping mechanisms as an essential tool to
reduce teacher burnout. Seidman and Zager (1991) investigated the relationships
between teacher burnout factors and coping strategies and indicated that the teachers
had physical and psychological health problems due to burnout. Hence, they benefited
from maladaptive coping strategies like excessive food, cigarette and alcohol
consumption when they had high levels of burnout. Unlike this, the teachers with lower

burnout utilized adaptive coping strategies such as leisure activities.
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In a meta-analysis study (Koutsimani et al, 2019), it was stressed that potential effective
interventions could be maintained after finding out the nature of the problem leading to
burnout. In the study conducted by Zhao and Ding (2020), professors who had high
levels of burnout predominantly used protective mechanisms with ego-defense intention

and avoided active actions.

Martinez et al. (2020) concentrated on the association among coping strategies,
interpersonal relationships, depressive symptomatology and burnout, and found
significant differences. Therefore, it is essential to alleviate stress by benefiting from
problem solving strategies, and the importance of social support and physical as well as
psychological health needs to be underlined.

Emeljanovas et al. (2023) from Vilnius University searched for the relationships
between the teachers’ mental health and coping strategies for stress. The teachers
mainly adopted problem solving, talking to people like family or friends, doing sports or
taking up hobbies, praying and blaming themselves as the coping strategies to enhance

their emotional health.

When national studies are considered, it is seen that there are some studies that
specifically search for the primary, secondary or high school teachers’ burnout coping
strategies. For instance, Baggeci and Hamamci (2012) carried out a study with primary,
secondary and high school teachers and found out that the teachers who used helpless
coping strategies [one of five sub-dimensions of stress-coping strategies adapted from
Folkman and Lazarus’s Coping Inventory (1980) by Sahin and Durak (1995)] suffered
from emotional exhaustion. The findings of the study revealed that the helpless coping
strategy employment made the teachers become more prone to emotional weariness as
they did not manage the process when they felt emotional strain and blamed themselves
for not finding a solution. On the contrary, the self-confident coping strategy that was
employed to make rational and conscious attempts to find a solution increased the

teachers’ personal accomplishment.

The study by Erdag and Tavil (2021) also investigated the burnout levels of EFL
teachers at primary schools and their coping strategies. The palliative/ emotion focused
coping strategies such as relaxing after work, controlling feelings, spending time for
themselves and a good home life were chosen more than direct action/problem-focused
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strategies like trying to solve problems by taking actions, discussing problems and
finding strategies for solutions by the teachers.

In Kogyigit and Sezer’s qualitative study (2024) with preschool teachers, the ways of
coping with stress were explored and active behavioural and avoidant coping strategies
were reported and it was underlined that the well-being of the pre-school teachers also
affected the quality of early childhood education and therefore, for teachers’

professional progression, resilience intervention programs were recommended.

Apart from these studies that focus on teachers from different branches at various
schools, the EFL teacher burnout and coping strategies were disregarded. Few studies
examining the coping strategies of EFL teachers at the tertiary level were found in the
literature (Petek, 2008; Gazimihal, 2016; Mutlu, 2017). In Petek’s study (2008), the
coping strategies employed by the university EFL teachers were coping in the class,
self-support and planfulness. In Gazimihal’s study (2016), self-talk was chosen as the
coping strategy by the university EFL teachers. The teachers applied motivational,

instructional, positive and negative self-talk types to ameliorate the burnout effects.

Although Timkaya (1996, 1999) emphasized in a doctoral thesis and subsequent article
that more research was needed in Tiirkiye on teachers’ burnout levels, their coping
strategies, and the relationship between burnout and various variables, not many studies
have been conducted in our country so far, and to the best of the researcher’s
knowledge, there is an existing gap in the literature in terms of EFL teacher burnout and
coping strategies to nurture well-being of the teachers. Therefore, further research to

investigate this relationship is required.
2.9. Well-being and Teacher Burnout

The term well-being is defined as the state of realization of an individual’s abilities to
cope with the normal stresses of life and to work productively and to contribute to the
community (The World Health Organization, 2018) and “a state of happiness and
contentment with the good physical and mental health” (American Pscyhological
Association, 2020). With these definitions, the importance of different aspects of health
like physiological, mental, and social on the well-being of individuals is highlighted. In
the workforce, especially in the teaching profession, prolonged negative consequences
could damage these significant aspects by generating burnout. As burnout syndrome is

one of the factors of negative well-being (Fisher & Boer, 2011), there is a need to
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understand the relationship between the influence of the work /home challenges and the
individuals” well-being perceptions (Noor & Zainuddin, 2011; Proctor & Tweed, 2016).

Due to job characteristics, teachers at universities face burnout syndrome (Watts &
Robertson, 2011), and teachers’ physical and mental health at universities are negatively
influenced by chronic burnout and stress (Padilla & Thompson, 2016; Richards et al.,
2016). Research studies reveal that high job demands trigger burnout (Z&brodska et al.,
2018). On the contrary, JD-R theory could bring the well-being of employees (Hakanen
et al., 2008) by supporting their psychological well-being and decreasing burnout levels
(Sahni & Deswal, 2015). In the literature, as university teachers are reported to have
significant levels of psychological burden and to be emotionally worn-out (Winefield,
2001;Winefield et al., 2003; Watts & Robertson, 2011), they need psychological
support to form their well-being (Kinman, 2014; Ergil Bayram & Eveyik-Aydin, 2023).

More importantly, language teaching profession demands for more emotional labor and
workforce than other teaching jobs (Talbot & Mercer, 2018; Yang, 2022). In Talbot and
Mercer’s (2018) study, a few strategies such as problem-directed action, recalling
positive events, showing gratitude, cognitive reappraisal, and social-self comparison
could enhance emotional well-being, and positive attitudes as well as social interactions
towards job could play significant roles in getting over burnout. Additionally, the use of
emotions in social interactions cannot be disregarded for the maintanence of well-being
(Saarni, 2000). When the feelings are expressed appropriately as emotional competence
verifies, self-regulation and self-efficacy effectively regulate emotions to manage
subjective well-being (Saarni, 1999) and foster a sense of autonomy as well (Alamoudi,
2023).

While burnout and well-being show opposing poles, the detrimental effects of burnout
could give damage to personal well-being and personal resources; however, there is a
recovery process to promote individuals’ health mentally and emotionally with a series
of activities outside of work known as leisure (Iwasaki & Schneider, 2003) that might
act not only as stress-coping resources such as hardiness and perceived social work (as
Hobfoll (1989) underlined in the Conservation of Resources Theory) but also coping
strategies (behavioural and cognitive responses to stress). Besides, positive coping

strategies and beliefs are essential to keep positive mood for subjective well-being.
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Resilience also empowers and strenghtens individuals to overcome adverse experiences

of burnout by mitigating negative emotional signals.

Recently, some studies have majored a role to bring the importance of teacher well-
being and focused on ascertaining how burnout influences teachers’ well-being. Puertas
Molero et al. (2019) did a systematic review, examining 36 articles to see the effect of
emotional intelligence and burnout on teachers’ well-being. The results showed that
body health and mental well-being of the teachers were improved when their emotions

were regulated via emotional intelligence.

In Dreer’s study (2022), school climate and job crafting were found to support teacher
well-being. Dreer (2023) also did a comprehensive analysis of 44 research studies
gathered from nearly 80,000 teachers. It was indicated that many factors such as
teachers’ personal health related to their sleep quality, retention as well as the
relationships between teachers and students had effects on teachers’ well-being, and it
was finally recommended that future research studies on this topic be supported with
more funding. Besides, dynamic relationships of these factors were essential to be

investigated with various tools and analyses.

Yang (2022) delved into the association between teachers’ well-being and stress, and
stated that hope as the mediator role expanded their well-being by diminishing
apprehension and stress, and optimism encompassing personal strengths and qualities
(Seligman & Csikszentmihalyi, 2014) formed key drivers of psychological health and
scholastic performance (Rand et al., 2020) and academic optimism was fundamental to

combat against burnout.

Sulis et al. (2023) examined ELT teachers’ agency by conducting a qualitative research
design and conveyed that teachers’ well-being was directed by major events in their
personal and professional factors that could enhance self-reflection and could promote

taking action with self-regulation.

Erdal (2023) reviewed EFL teachers’ well-being in the context of Turkiye with the
descriptive and content analysis. The results showed that teaching curriculum, students’
attention to language learning and institutional and financial support contributed to their

well-being and happiness.
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Apart from the research articles, the book titled as Teacher Well-being in English
Language Teaching edited by Pentdn Herrera et al. (2023) drew attention to well-being.
It was underlined that building teacher-well-being and excellence was a priority and a
social responsibility not only for teachers but also for the society by adopting an
ecological approach. In this book, creative international research studies are available to
present the reflections of the teachers from different educational settings and the term
teacher is deliberately used to refer to those who deliver English instruction, varying
from schools to universities and organizations, in line with the international focus of

this research conducted in Turkiye.

The long term effect of burnout jeopardising teachers’ health directly at universities was
necessary to be adressed (Kinman & Johnson, 2019; Urbina-Garcia, 2020) and coping

strategies needed to be determined as mediators for good health.

Given the today’s pressurized environment, learning to cope with burnout is necessary
for the sake of our physical and emotional health. Being able to effectively deal with
stress gives us the ability to manage and prevent burnout, as well as to maintain health
and productivity. In this way, by using coping strategies, one can strengthen their
quality of life, gain resilience and is able to achieve sustainable success in all aspects of
their personal and professional lives. In order to see whether there is any challenge
affecting teachers, scale developments are pivotal and therefore, burnout scale

development is a must to achieve these intended aims.
2.10. The Scale Development Process

The actions, attitudes, and hypothetical situations that we anticipate existing because of
our theoretical understanding of the universe are measured by scales, which are
expressions of latent constructs that we are unable to evaluate directly (De Vellis,
2012). New scales are required as science advances and new research topics are posed.
For the accurate measurement of burnout levels of teachers, it is a necessity to develop a
scale within Turkish tertiary-level context with the contextual precursors as it is
suggested by Maslach et al. (2008).

However, scale development is not an easy or apparent task, and involves several
phases (Boateng et al., 2018). To produce a legitimate and trustworthy scale, the
processes for scale creation need to be applied. The construction of a rigorous scale
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involves three phases: item development, scale development, and scale evaluation
(Hinkin, 1995).

For the item development, the first is to define the construct or constructs to measure as
the notion, trait, or unobserved phenomenon that is the focus of the study. It is,
therefore, necessary to choose and specify the phenomenon under examination before
beginning any item action (Raykov & Marcoulides, 2010) to get an understanding of the
phenomenon being studied and to provide item production and content validation
(Boateng et al., 2018). The item pool may then be determined once the phenomenon

investigated is defined.

There are two procedures of item generation which are called as deductive and
inductive methods (Hinkin, 1995). The former, deductive method, is predicated on item
identification. This may be accomplished by reviewing the literature and evaluating the
scales and indicators that are currently in use in that domain (Raykov & Marcoulides,
2010). Thus, the theoretical basis for determining the domain or construct is provided
from the research studies done because the literature review specifies detailed
information, and it ispossible to get insights from the literature.When a construct is
founded on information regarding existent things, a scale with theoretical foundations is
better placed to make specific pragmatic decisions about that construct (Boateng et al.,
2018).

The latter, inductive method, entails creating items based on the responses of individuals
(Hinkin, 1995). Item identification may be achieved by the utilization of qualitative data
collected via individual interviews and focus groups, as well as exploratory research

approaches (Morgado et al., 2018).

After the critical item creation step, in which researchers create a pool of items that are
precise, clear, and representative of the construct they plan to measure, it is essential
that items be clear and representative in order to precisely and unambiguously reflect
the construct. Hinkin (1995) proposes asking professionals to have a subject review of
the items in order to attain content validity. These professionals provide insightful
feedback to help improve the item pool by determining whether the items are

appropriate and adequately cover the construct.

The next stage comprises item analysis and refinement after item development and

expert evaluation. Then, factor analysis is followed. Factor analysis offers a framework
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for understanding the relationships by proposing underlying factors or factor structures
within a correlation matrix based on face-value statements (Comfrey & Lee, 1992).
According to Hinkin (1995), exploratory factor analysis (EFA) and confirmatory factor
analysis (CFA) are crucial for construct validity. The use of EFA is to identify the
structure of the scale (Child, 2006). CFA confirms the factor structure found in EFA
and verifies the structure of the scale.

It is also necessary to make the items group together in a theoretically and empirically
meaningful way by completing this prime stage. Furthermore, Hinkin (1995)
emphasizes the significance of checking the scale’s reliability, which is frequently
ascertained using Cronbach’s alpha. Construct, criterion-related, and face validity
assessments are among the validity evaluation methods that guarantee whether the scale
measures the target construct precisely and successfully. High-quality research in
organizational contexts is made possible by this thorough approach to develop and
evaluate scale, which assures that the measurement instruments are trustworthy and

robust.
2.11. Summary of Literature Review

Studies (Watts & Robertson, 2011) have argued that the burnout literature has been
dominated by descriptive and anecdotal reports making it hard to define the magnitude
of the phenomenon. Furthermore, the conceptualization of burnout has differed largely
within the scientific studies with the common understanding. Also, too many ambiguous
definitions have delimited the application of the research. This point has been

essentially underlined in the initial part of the literature review.

Though the existing concept given by Maslach (Maslach & Jackson, 1981), their scale
is used mostly as the instrument to measure burnout, there does not exist a tipping point
that can be used as a baseline beyond which the burnout score will indicate a clinical
disease issue (Demerouti et al., 2021). The lack of tipping point hinders us from
differentiating between the degrees of burnout (mild or potentially at risk) and guides us
in taking relative actions against burnout occurrence. As a result, this highlights the
need for the clear operationalization of the concept with empirical analysis to have a
better understanding of the construct and its consequences for the welfare of tertiary-
level EFL teachers, specifically in Turkiye.
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Most of the studies conducted on EFL teachers have mainly focused either on levels
other than that of university such as school level, college, and private institutes, and the
like, or their main objective has been to find the impact of one specific variable to
another arbitrary variable on the level of burnout. This then limits our comprehension of
how exactly burnout is experienced in a specific context where different variables are at
play in accordance. Additionally, it is stated that burnout symptoms are mainly caused
by job-related stressors; however, the tests used to evaluate these stressors have failed to
comprehend them. The burnout intervention strategies presented or proposed so far
have had their main objective as a symptomatic relief strategy. With these interventions,
there is a need to be eligible to find effective solutions for burnout to eliminate the
causes of teacher burnout. Hence, organizations/universities need to redesign the
environment of their workplace and construct interventions for the well-being of the

teachers.

A review of the literature indicates that the research studies conducted on teacher
burnout have established a strong foundation for further research. Therefore, the
research studies investigating EFL teacher burnout need to be expanded (Kulavuz-Onal
& Tatar, 2017). In addition, theoretically grounded, and evidence-based practice
guidelines to reduce burnout levels of individuals and groups particularly after the
development of burnout are also crucial to be searched (Demerouti et al., 2021). Also,
the burnout research studies focusing on university teachers must be implemented to
address this growing issue. So, it is highly important to do more studies examining
burnout among Turkish EFL teachers working in the ELT field (Bal, 2019).

In Turkiye, a context-based study should be conducted especially for Turkish EFL
teachers, and a specific scale is pivotal to concentrate on the burnout issue. Thus, more
comprehensive findings could be gained from EFL teachers working at different type of

universities throughout Turkiye.
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3. METHODOLOGY

This chapter provides an overview of the methodology employed in this study. At the
beginning of the study, the theoretical underpinnings and rationale for using a mixed
methods approach are presented. As part of the mixed methods approach, the study also
involves scale development, comprising two parts: an initial study and a main study.
The research instruments and participants for both parts of the scale development are
outlined in this section alongside the overall data collection procedures. Finally, the
methods used to review the data in order to answer the research questions are
thoroughly analyzed.

3.1. Research Design

Burnout research requires a thorough, multifaceted approach that incorporates a variety
of research methodologies because the phenomenon burnout is complicated due to a
number of reasons. Researchers can combine the benefits of both quantitative and
qualitative research approaches effectively in a variety of fields, such as education,
social sciences, and health, by using mixed methods study designs. By employing the
binary lens of both approaches, the researcher aims to offer a legitimate and trustworthy
instrument for in-depth investigation of the burnout phenomenon that can measure
Turkish EFL teachers’ burnout specifically. The research design section of this study
provides a particular focus on demonstrating how the quantitative and the qualitative
methods are carried out and how the research findings might be further implemented to

facilitate easy replication in diverse contexts, as suggested by Chapelle and Duff (2003).

Hence, the issue being investigated is better explored in its entirety and from multiple
angles (lvankova& Stick, 2017; Creswell, 2018; Onwuegbuzie & Leech, 2020).
Moreover, the data analysis from the two methodologies involved in mixed methods
research is juxtaposed and produces complementary insights that frame a larger picture
(Brannen, 2005).Therefore, a mixed methods design suits the main aim of this study
with a particular sample group in a particular setting with various merits it determines

as follows:
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Initially, one of the most robust assets of using mixed methods research in burnout
research is that it allows for triangulation of findings, which can increase the validity
and reliability of findings. In addition, a more thorough and nuanced knowledge of
burnout is possible by combining the advantages of quantitative and qualitative research
methodologies and preventing the drawbacks of utilizing only one type of method
(Creswell & Plano Clark, 2011) as the use of a variety of data sources allows
researchers to compare the outcomes of one approach to the outcomes of another,
lowering the possibility of bias and boosting the overall trustworthiness of the study
findings. The incidence and prevalence of burnout, as well as the variables that lead to
burnout at the population level, may be determined using quantitative measures such as

scales, and thus, the results could be generalizable.

Moreover, individuals’ personal experiences and subjective impressions of burnout can
be better understood via qualitative approaches like individual interviews to adequately
capture the whole complexity of burnout and the unique experiences of people affected
(Johnson & Onwuegbuzie, 2004). Thus, a more comprehensive picture of burnout by

combining the two methodologies may be presented (O'Cathain et al., 2008).

Briefly, to attain these purposes stated, the mixed-method research design was applied

in this research with different research instruments.
3.2. Research Instruments

In English language teacher burnout research, quantitative and qualitative data
instruments were used to answer the research questions as directed by the mixed method
research. Firstly, a valid and reliable quantitative tool for measuring English language
teacher burnout was necessary, and thus, a new scale with context-based determinants
needed to be developed. The development process included developing pertinent items,
testing the scale in advance, and ensuring the scale to make sure whether it was valid
and reliable in measuring burnout levels across diverse populations. Secondly, as the
qualitative instrument, semi-structured interview questions were prepared depending on

the theories and were conducted with the voluntary EFL participants.
3.2.1. Development of the English Language Teacher Burnout Scale

In order to ensure thorough and reliable item generation and validation, the English
Language Teacher Burnout Scale (ELTBS) was developed using a combination of
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deductive and inductive approaches. A comprehensive review of the literature, the
gathering of qualitative data, and expert validation were all parts of this process.

The deductive method was utilized based on the examination of scale studies of
Maslach and Jackson (1981, 1986), Seidman and Zager (1987), Twillie and Petry
(1990), Maslach et al. (1996), Demerouti and Nachreiner (1998), Timkaya (2000),
Richmond et al. (2001), Kristensen et al. (2005), Kaner et al. (2008), and Pietarinen et
al. (2013). In these scales (see Table 2.1), personal and professional conditions leading
to academic burnout, thoughts, attitudes, and behaviors related to career, duties and
responsibilities, workload, interests and expectations, satisfaction and managerial items
and relations with students, and other statements explaining teacher burnout were noted.

Besides deductive approach, inductive methods were also applied in this study to obtain
more specific findings related to English language teacher burnout in the Turkish EFL

context.

To adopt this method in this research, 38 voluntary EFL teachers working at the state
and foundation universities from Erzurum, Bingol, Trabzon, Ordu, Tokat, Samsun,
Nevsehir, Ankara, Yozgat, Kutahya, Kayseri, Denizli, Konya, Mersin, Antalya and
Canakkale in Tirkiye participated in the research.They were asked to write an essay or
a composition on their ideas and feelings about EFL teacher burnout by answering the
following questions: As an English language teacher, have you ever felt burned out? If
yes, how has burnout affected your profession? Can you explain it with examples from

your own life?(Appendix 1).

Following the collection of the data gathered from the EFL teachers via
essays/compositions, they were analyzed with the experts from the field of ELT. For
this analysis, the content analysis was adopted. Firstly, the data were read and prepared
to guide and follow a systematic qualitative analysis. The qualitative data were re-
examined consistently and the codes that were present in the sentences or the
paragraphs were found. The recurring codes were identified and hybrid approach was
applied to adjust coding framework to form categories and themes. The content analysis
also focused on interpreting the contextual meaning of these categories and themes
within the content. The results were then interpreted in relation to the research questions
and the conclusions about how these codes, categories and themes reflect English

language teacher burnout were drawn. The perspectives provided by EFL teachers in
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Turkiye presented important themes to take into account when examining teacher
burnout and creating the scale items. The revolving themes were institutional,

interpersonal, and intrapersonal factors leading to EFL teacher burnout.

Regarding the institutional factors, administrators played important roles. The
institution’s recurring issue of injustice came to light as teachers lamented the
differences in how they were treated when it came to administrative procedures and
course assignments. A teacher brought up the point that they frequently witnessed
injustice in course assignments, which the teacher believed that it was used to be an
administrative tool for mobbing and teacher burnout. The teacher stated:

“Adaletsizligi en gok ders gorevlendirmelerinde goriiyorum, bu da genellikle yoneticiler

tarafindan mobbingin bir yolu. Bu kurumdaki &gretmenlere karsi farkli tutumlar, beni

titkenmislige siiriikleyen diger bir nedendi.”

I see injustice most commonly in course assignments, which is often a means of mobbing by
administrators. The different attitudes towards teachers in this institution were another reason
that drove me to burnout.
Teachers struggled to reconcile their jobs with personal responsibilities, and other
significant issues that contribute to burnout included time restrictions and work-life
balance. As indicated by a different teacher:

“Haftalik ders yiikiimiin yogunlugu nedeniyle bazi hedeflerimi gergeklestirmek i¢in zaman

bulmay1 zor buluyorum.”

I find it challenging to find the time to accomplish some of my goals because of the
intensity of my weekly course load.
Burnout is further exacerbated by professional obstacles including unreasonably high
standards and a lack of institutional support. One of the teachers stressed:
“Tikenmigligim, hem smif iginde hem de disinda iyi performans gosterme baskisi

nedeniyle daha da koétiilesiyor. Son dakika degisiklikleri ve kurumsal politikalardaki
seffaflik eksikligi tiikenmislik duygularimi daha da kotiilestiriyor.”

My burnout is exacerbated by the pressure to perform well both inside and outside of the
classroom. There are last-minute changes and lack of transparency in institutional policies
exacerbating my feelings of burnout.
Teachers reported feeling distressed by exploitative tactics and absence of transparency
in the institutional setting, which is a key factor for the formation of burnout. One

teacher highlighted:
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“Tiikenmigligim, kurumun asir1 is yiikii ve tazminatsizlig1 iceren somiiriicii yapisinin bir

sonucudur.”

My burnout is a result of the exploitative nature of the institution, which includes an
excessive workload and no compensation.
From enduring marathon teaching sessions to grappling with extraneous administrative
tasks, the strain of an overwhelming course load emerged as a common threat to
teachers. As one teacher indicated:
“Asir1 ders yiikii, yani 6gretim elemanlarmin giinde 5-6 saat veya 10 saate kadar derse
girmesi titkenmiglige yol aciyor.”
Excessive course load, with lecturers attending classes for 5-6 consecutive hours or up to
10 hours per day, leads to burnout.

This sentiment was echoed by another who remarked:

“Istisnasiz her nicelik artisi, niteligin azalmasina, tiikenmisligin, motivasyon diisiikliigiiniin

ve yabancilagmanin ortaya ¢ikmasina neden oluyor.”
Without exception, an increase in quantity causes a decrease in quality, resulting in
burnout, low motivation, and alienation.
In addition, student-related factors, like reduced involvement and disinterest, served as
catalysts for burnout. Another teacher contended:
“Ogrenci basarisi1 kontroliim disinda gelisen dis etkenler etkilediginde tiikenmislik
duygusu yastyorum.”
When external factors beyond my control compromise student success, | feel burned out.

The other teacher explained the importance of student participation:

“Cevrimici egitim sirasinda 6grenci katiliminin azalmasi ve ilgi eksikligi tiikkenmisligime

katkida bulunuyor.”

Decreased student participation and lack of interest during online education contribute to
my burnout.
It was also underlined that there were many professional challenges such as the constant
struggle with administrative tasks and institutional demands leading to feelings of worn-
out. Professional requirements, such as the demand for a master's degree without
commensurate support for development, and adverse work conditions like evening

classes further compounded the strain.

60



Moreover, the pervasive sense of worthlessness cultivated by managerial attitudes and
disparities in treatment as pointed out by a teacher created negative atmosphere among
teachers. The juxtaposition between teachers (lecturers and faculty members) only
served to intensify these feelings, fostering a sense of worthlessness and resentment.
One teacher shared their common emotions:

“Yabanc1 dil okullarinda calisan 6gretim gorevlileri, diger dgretim elemanlarina kiyasla

kendilerini daha az énemli hissediyorlar, bu da degersizlik ve tilkenmislik duygularina yol

aciyor.”

Lecturers working at foreign language schools feel less important compared to faculty

members, which contributes to feelings of worthlessness and burnout.
Briefly, multiple significant elements provoking burnout in the field of English as a
foreign language teaching such as having too many courses to teach, prolonged teaching
hours and extraneous tasks, managerial attitudes and inequities in treatment, low student
motivation and attitudes toward teachers with different titles, unfavorable work
environments like evening classes and professional requirements such as the need for a
master's degree without sufficient support for advancement and Ph.D. degree for a valid
contract and the like, were clarified by utilizing the comprehensive reflections of EFL
teachers in Turkiye and through their narratives, EFL teachers illuminated the intricate
relation of institutional, interpersonal, and intrapersonal factors that underlie burnout,
highlighting the significance of the targeted interventions and the coping mechanisms to
deal with burnout in the ELT context. These insights gained from teachers’ reflections
provided a vivid depiction of the challenges they faced and the factors contributing to
burnout and were fundamental to incorporate into the scale development process to

offer a more thorough understanding of EFL teacher burnout in Tirkiye.

In addition to essays/compositions, it was aimed to obtain more insights from the EFL
teachers in different regions of Turkiye. With this purpose, 17 EFL teachers working at
the state and foundation universities in Istanbul, Ankara, Samsun, Ordu, Tokat, Antalya,
Yozgat, and Kayseri were voluntarily interviewed individually (Appendix 2). Each of
the interviews which lasted approximately 120 minutes was recorded and transcribed by
the researcher. Upon the completion of the interview sessions, the transcripts were
examined with the help of the expert panel through qualitative data analysis as
suggested by Creswell and Plano Clark (2011). In the amalgamated reflections of these

interviews, a consistent consensus emerged on the iterative codes, which were excessive
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workload due to additional responsibilities, feeling of disappointment, distancing from
colleagues, fellow professionals’ ambitions, the deterioration of educational standards,
the challenges of commuting, individuals’ mental health and general well-being affected
by the demands, norms, and expectations of society, anda lack of academic recognition

and collegial support.

The teachers indicated the burdensome nature of the teachers’ workload. Excessive
workload was asserted by one teacher in a clear and concise statement that encapsulated
the feelings of many others. Moreover, the meticulousness with which teachers
approached their work often resulted in assuming additional responsibilities, as one

teacher mentioned:
“Cok titiz ¢alistigim i¢in bagkalarmin isini de iistlendigimi anliyorum.”
I understand that | take on other people's work because | work so meticulously.

There was a noticeable feeling of disappointment due to the seeming lack of value and
acknowledgment despite the apparent effort. A teacher poignantly pointed out:

“Ancak, gosterdigim gibi, bu emek yogun bir siire¢ degil; aksine, bireyler deger

gormedikleri, degersizlestirildikleri veya haklari olani alamadiklari i¢in tiiketiliyorlar.”

It is not labor-intensive, though, as | have shown; rather, individuals are burned out by not
being valued, devalued, or unable to receive what is rightfully theirs.
The serious implications of feeling underappreciated for one's professional well-being
were highlighted by this sobering insight. When someone's ambition took unhealthy
forms, the teachers observed that it might be uncomfortable and negatively impact the
collaborative environment, detracting individuals from the collegial atmosphere. As one
teacher stated:

“Ancak akademide ¢ok fazla hirshi insan goriiyorum. Sagliksiz hirslart nedeniyle bu

insanlarla ¢aligmaktan mutlu degilim.”

However, | see too many ambitious people in academia. | am not happy to work with those
people because of their unhealthy ambition.
This condition highlighted the conflicts that might occur when individual aspirations
took precedence over teamwork and created an uneasy atmosphere. Furthermore, these
dynamics might lead to an atmosphere of unpredictability and turmoil at work. The
teacher’s inclination to keep a certain distance from these dynamics emphasized how

academic environments required a balanced attitude toward vision and collaboration.
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As one expressed the association between the quality of education and burnout:

“Egitimin kalitesinin diismesi, 6zellikle 6gretmenlerin tiikenmigligi, bir toplumda yasamsal

tehlike anlamina geliyor ve maalesef toplum su anda bunu yasiyor.”

The decline in the quality of education, especially the burnout of teachers, means danger to

life in a society, but unfortunately, the society is currently experiencing this.
The future prospects of individuals were jeopardized by the deterioration of educational
standards, which also endangers the welfare of society. In addition, teachers living in
big cities such as Istanbul asserted that both personal well-being and professional
performance were greatly impacted by the difficulties of commuting, which were made
worse by packed public transportation. One of the teachers drew attention to this
challenge:

“Okula varig saatim 1 saat 15 dakika. Toplu tasimayla seyahat etmek zorunda oldugum igin

giiniin basinda bile yorgun olabiliyorum. Giinde alti saat derse katilmam gerekiyorsa,

gunimu oldukca yorgun hissederek bitirebiliyorum.”

My arrival time to school is 1 hour and 15 minutes. | can be tired even at the beginning of

the day because | have to travel by public transportation. If | have to attend class for six

hours a day, | can finish my day feeling quite tired.
Because one’s energy and attention were being diverted to deal with the challenges of
the daily commute, these adversities made individuals feel not only less comfortable but
also limited professional capacity. When the teachers faced transportation difficulties
while going to university, their health was negatively affected and this unfavourable
condition could worsen their professional competence skills. Apart from travel
challenges, societal pressures could have a detrimental impact on teachers’ health as

they directly exert pressure on their well-being.

One teacher complained about the adverse effect of anticipations:

“Ben de tam bu sebepten psikologa gittim. Toplumdan ne kadar uzaklagsmaya galigsak da

bir yerlerde mutlaka karsimiza ¢ikiyor.”

I went to a psychologist’s just for this reason. No matter how far we try to go away from

society, it always appears somewhere.

The teacher claimed that it was impossible to completely avoid the ubiquitous presence

of societal influences and the substantial impact that society had on their health.
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The results of the interviews showed the complex nature of burnout among EFL
teachers, with many major themes coming to light, including excessive workloads,
demanding teaching responsibilities, additional duties, the issues of educational
policies, difficulties associated with living in large cities, the difficulties of commuting
to work, social pressures on teachers, feeling of disappointment, feeling of
worthlessness, a lack of academic recognition as well as absence of colleague support,

and the evaluation of mental wellness and general well-being due to burnout.

This intricate description of burnout among EFL teachers, as revealed through these
interviews, provided essential insights for the next phase of this study. These emergent
themes served as the foundation for the item generation process, ensuring that the scale
developed would accurately capture the multifaceted aspects of teacher burnout. To
ensure the scale’s relevance and rigor, particular attention was paid to content validity

during its development.
3.2.1.1. Item Generation and Content Validity of the Scale

It is advised in the literature that the items formed using inductive and deductive
methods be more extensive and comprehensive than the individual’s theoretical
understanding of the phenomenon. Furthermore, a thorough analysis was done
systematically to specify items. When all the data were collected, the common
statements in the essays, compositions, and interviews were examined and
subsequently, the prevalent items stated in the existing scales stated before and the
frequent themes in the literature were ascertained. By analyzing all the statements, an
initial item pool was formed. According to Weiner et al. (2003), the first pool of items
developed should be at least twice as lengthy as the intended ultimate scale and others
suggested that to provide the necessary margin to choose the ideal mix of items, the

initial pool should be five times larger than the final version (Boateng et al., 2018).

For this reason, in this procedure, 144 items were generated. When developing these
items, consideration was given to reflect the target population’s actual experiences with
the phenomenon. Items were also written clearly and simply. Additionally, items of
social identities, such as gender, religion, ethnicity, color, economic position, or sexual
orientation were written carefully on all these subjects. Afterwards, three expert
researchers having experience with scale development gave feedback. Based on their

feedback, redundant items were removed, and ambiguous items were eliminated to
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improve validity, and it was ensured that the items were simple and understandable with
only one judgment or expression of thought. Following this, the new list including 66
items in the pool was presented to 12 educational experts from the field of ELT, Turkish
Teaching, Psychology, and Education to obtain expert opinions for the content and face
validity of the items prepared following the essays, compositions, interviews, and
literature review. Furthermore, it was shown that the robustness of the evaluations
increased with the number of experts and the extent to which respondents believed that
measurement tool elements were appropriate for the investigated phenomenon

providing face validity (Haynes et al., 1995).

Depending on the consensus among the experts, items were either approved, rejected, or
changed, and the items with a lower score than the average were removed from the
scale. In addition, the revision for wording was made based on the feedback. In the final
stage, 54 items of the English Language Teacher Burnout Scale (ELTBS) were
developed (Appendix 3).

The demographic variables were formed as gender, age, educational status, major,
teaching experience, teaching period at current university, marital status, weekly course
load, type of institution, contract type, living area, the departments of the teachers,
technical facilities at workplace and coping strategies depending on the data obtained
from the participants during the scale creation period. Similarly, the items in the scale
measuring the construct burnout incorporated specific issues defined by the EFL
teachers working at the tertiary level in their essays, composition and interviews during
the scale creation period and the burnout scales in the literature, including job fatigue,
job dissatisfaction, job load, job incompetence, interpersonal and intrapersonal
incompetency, work-home imbalance, academic and policy challenges, and absence of

coping strategies.

With the demographic variables and scale items thoroughly defined based on participant
data and existing literature, the next crucial step was to ensure the clarity, reliability,
and validity of the newly developed instrument. This was achieved through conducting
cognitive interviews and pre-testing the scale, allowing for the refinement of items and
ensuring that they effectively captured the burnout phenomenon as experienced by EFL
teachers.
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3.2.1.2. Cognitive Interviewing and Pre-testing of the Scale

Before the main study, the draft scale was investigated on a subset of study participants;
hence, cognitive interviewing was conducted to provide draft survey questions to target
audiences and then to ask them to explain the thought process involved in coming up
with their responses and questions, and to expand, clarify, or change to better suit the
goals of the study as the researcher intended. Therefore, the range of demographics
planned was represented in the cognitive interviewing sample and it worked best with a
range of 5-15 interviews spread over two or three rounds, or until saturation was
reached or comparatively few new insights showed up (Beatty & Willis, 2007). The
outcomes of cognitive interviewing indicated that some items in the demographic

questions needed to be modified, and thus, they were improved for clarity.

Pre-testing also helped to reduce misinterpretation and consequent measurement error
by ensuring that items were meaningful to the target group before the survey was
conducted. Pre-testing also assisted study participants by lowering cognitive load by
removing questions with weak wording and facilitating phrasing adjustment for
maximum understanding. Ultimately, pre-testing offered a further avenue for people in
the target community to engage with the research process by offering their perspectives
on the scale's creation. Therefore, a draft scale including 54 items was shared with
seven participants, each representing a different geographical region of Turkiye
(Marmara, Aegean, Central Anatolia, Black Sea, Mediterranean, Eastern Anatolia, and
Southeastern Anatolia). The participants consisted of four female and three male
English language teachers at the tertiary level, aged between 21 and 51, with at least a
bachelor's degree in English language teaching and teaching experience ranging from 1
to 20 years. They were selected through purposive sampling and invited to participate in
the study due to their different levels of burnout and regional representativeness. They
were asked to evaluate the scale in terms of item clarity, contextual appropriateness and
professional sensitivity. After their feedback, the scale items were reconstructed. Hence,
pre-testing was essential to determine the opinions and reactions of the respondents
from the members of the target population as well as to form the content validity
(Bastos et al., 2010).

Following the cognitive interviewing process and pre-testing, the necessary

modifications based upon feedback received were made to enhance the clarity and
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relevance of certain demographic questions. These refinements ensured that the scale
was better aligned with the experiences of EFL teachers. With these improvements in
the right place, the next step was the formal construction of the English Language
Teacher Burnout Scale (ELTBS), which incorporated the validated items and reflected

the nuanced dimensions of burnout revealed in earlier phases of the research.
3.2.1.3. The ELTBS Construction

Scale development studies employ deductive and inductive methods as the literature
indicates. The deductive method concentrates on the theoretical framework and prior
structure. When the dimensions of the notion need to be investigated, the inductive
method is employed. According to Creswell and Plano Clark (2011), starting the
research design qualitatively makes it most appropriate for examining the phenomenon
of the study. Both deductive and inductive approaches in qualitative research design
were used to develop the ELTBS. For the quantitative part, the burnout levels and
variables that contribute to burnout were intended to measure with the ELTBS. The
ELTBS encompasses various items on a Likert-type scale, as it is advised to use five-
point response scales for unipolar issues (Boateng et al., 2018), from 1 (Strongly

Disagree); 2 (Disagree); 3 (Neutral); 4 (Agree), to 5 (Strongly Agree).

The demographic variables were formed as gender, age, educational status,
undergraduate majors, teaching experience, teaching period at current university,
marital status, weekly course load, type of institution, region (living area), the
departments of the teachers, and administrative duty depending on the experiences of
the EFL participants and the literature. Specific issues indicated by tertiary-level EFL
teachers were mainly about job-related factors, including job fatigue, workload,
educational challenges (academic and policy), interpersonal disputes at work, and work
and home life conflicts to measure burnout in the university context.Ultimately, 32
items were formed and the ELTBS was created (Appendix 4). During the scale
development and quantitative and qualitative data analysis processes, the assessments of

expert opinions were fundamental for the content validity.
3.2.1.4. Expert Review Phase

It is argued that expert opinions are used to ensure credibility, a degree to which the
experiences conveyed by the participants are accurately reflected to the reader

(Cresswell, 2013). The main purpose of the expert review method is to make an
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objective evaluation of the findings and conclusions reached by the researcher with the
help of the experts who have knowledge and experience on the subject (Streubert &
Carpenter, 2011).

In this study, expert review was chosen as an important step to ensure the face and
content validity of the set of items in the item pool. According to Morgado et al. (2018),
the approach for content validity analysis most frequently utilized is the employment of
an expert review phase. Additionally, an expert review is thought to be essential for
creating an item pool and differentiating the dimension process (De Vellis, 2012) by
assessing the items’ correctness, grammar, and comprehensibility. For all these aspects,
the expert review phase was involved in this research in various phases, and in this
research, the expert panels consisted of more than ten experts including the professors,
associate professors, and lecturers who already conducted studies on English language
teaching, Turkish language teaching, Burnout or Scale Development and Organizational

Behavior and Commitment as well as Translation and Interpreting.

The initial expert review phase started by applying inductive methods. The researcher
developed the items inductively via qualitative data analysis, obtained from the
participants.Through expert panels, she was interested in the extent to which each item
and the scale as a whole reflected the construct under investigation with various
elements. The expert panel helped her assess and ensure that the initial item pool
reflected the desired construct with parameters such as adequate scale instructions,
appropriate number of items, relevant display format, pertinent item refinement (all
items should be clear, specific, allow for response variability, remain neutral, and the
like) as suggested by De Vellis (2012) and Morgado et al. (2018). The items developed
for the preliminary version of the scale was reviewed by the experts in three separate

rounds, and based upon their feedback, it was refined and some items were condensed.

The second review phase was to seek further opinions on the operationalized items for
the main study. The expert panel examined the items in the scale presented through the
Expert Opinion Form that provides Applicable, Non-applicable, Improvable and
Suggestions as suggested in the literature (De Vellis, 2016; Carpenter, 2018). Based
upon the expert consensus, the items were evaluated and some items were re-worded to

make the items clear and easy to comprehend.
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The third review phase was to label the factor names. According to the results obtained
from the quantitative data, the scale items were divided into certain factors and in
determining these factors, the researcher made naming according to the literature and
expert opinion was consulted for the validity of these names. After the approval and

consensus of the experts, the factor names in the scale were ascertained.

The fourth review phase encompassed the examination of the qualitative data tools and
therefore, the panel of experts conducted an in-depth evaluation of the interview
questions to ensure they were methodologically sound and capable of eliciting
comprehensive and meaningful responses related to the phenomenon of burnout. Their
rigorous assessment went beyond superficial recommendations, involving a systematic
analysis of each question for clarity, construct validity, and potential biases. The experts
critically evaluated whether the questions were designed to effectively probe into the
multifaceted dimensions of teacher burnout while taking into account the specific socio-
cultural and institutional factors present in the Turkish ELT context.Additionally, the
panel scrutinized whether the language used was accessible and non-leading, checking
that it was suitable for participants across varying professional experiences and burnout
levels. Their feedback led to the modification of several questions to improve precision,
eliminate ambiguities, and ensure they aligned with the conceptual framework of
burnout. These revisions were crucial in reducing the potential for misinterpretation or
cognitive overload, thereby enhancing the quality of the data gathered. These thorough
review processes significantly strengthened the validity and reliability of this study, as it
confirmed that the interview protocol would facilitate the collection of rich, nuanced
data that accurately captured teachers’ experiences with burnout. By refining the
questions, the expert panel provided that the qualitative phase would yield deep insights
into the underlying causes, coping mechanisms, and organizational factors influencing
burnout, thus contributing to a more holistic understanding of the construct and

reinforcing the study’s methodological rigor.

The final review phase was to label the themes and codes. After the data obtained from
qualitative data, expert opinion was consulted after naming the themes and codes. Final
versions were given according to the opinions of the experts. Following the expert

review, the ELTBS was developed and validated through statistical analyses.
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3.2.1.5. The ELTBS Development and Validation

To evaluate the burnout levels of EFL teachers at Turkish universities, a specialized
scale that is the ELTBS was developed and implemented. Thus, it could accurately
measure and analyze the specific dimensions of burnout within this professional cohort,
and its application made it possible to quantify burnout more precisely, thereby
facilitating the occurrence of more targeted interventions and the establishment of

effective networks of support for EFL teachers by validating the burnout phenomenon.

The data analysis for the scale development phase included two parts: Conducting the
initial version of ELTBS via Exploratory Factor Analysis (EFA) and executing the final
version of ELTBS through Confirmatory Factor Analysis (CFA). EFA was conducted to
develop a preliminary version of the ELTBS, and CFA was subsequently performed on
the finalized version to validate its factor structure. A total of 295 participants were
involved in the EFA, while 728 participants were included in the CFA. Additionally, a
separate sample was used for piloting to ensure the clarity and relevance of the items

prior to the main analyses.
3.2.1.5.1. Conducting EFA for the ELTBS

The ELTBS has a reflective measurement model (Khan et al., 2016), regarding the
theoretical and empirical considerations. The scale’s original version had 54 items that
were classified in a symmetrical scale. The Likert scale indicating the level of
agreement and ranging from strongly disagree to strongly agree was used to evaluate the
items. As suggested by Rea and Parker (2014), the participants can consider a range of
answer alternatives provided by such a scaled response method. It was distributed to the
participants via Google Forms using the random sample method. It contained the item
list, the participant’s consent form, and their demographic data. The study was
conducted with 295 participants working at state and foundation universities in Turkiye.
The data gathered at this stage were analyzed through SPSS (Version 22.0) for the EFA.

In this study, the exploratory factor analysis was utilized to choose between principal
components analysis, which can serve various study objectives, define latent structures,
or focus on data reduction and mutual factor analysis. The adequacy of sample data was
assessed through the Kaiser-Meyer-Olkin (KMO) test, which is considered excellent
when close to 1 and inadequate when below 0.50. Bartlett's test was conducted to ensure

the normality of population distribution for factor analysis, with higher results
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indicating greater significance (Erkus & Selvi, 2019). Internal consistency coefficients,
specifically Cronbach's alpha reliability coefficient, were computed to gauge the
internal consistency levels of scale items (Buyukoztirk, 2013). The threshold for
statistical significance was set at <0.05. In light of these, following the exploratory
factor analysis, the initial scale of 54 items was reduced to a scale comprising 34 items
by eliminating 20 overlapping items.

3.2.1.5.2. Structure Validity

KMO coefficient and Bartlett’s test were used to evaluate the adequacy of data for
factor analysis, KMO =. 904 and x2=5873,090 (p<. 001), respectively. According to
Tabachnick and Fidell (2007), KMO value must be minimum 0.60, and only when it is
between 0.90 or above, a proper sample size is regarded to be more appropriate. In
factor analysis, Bartlett’s test results are considered as significant when the p value is
less than 0.05 according to Pallant (2007). These findings confirmed the appropriateness
of the data for conducting factor analysis.

The principal components analysis was carried out to test the unidimensionality of the
scale. The contribution of the first principal component to total variance is maximal,
followed by subsequent components (Hutcheson & Sofroniou, 1999). Of the items
measured, 34 showed 6 factors with eigen values of greater than 1, which explained
63.236% of all variance. The total variance as detailed in Table 3.1 is divided into six
additional components (32.126 %, 10.617 %, 6.828 %, 5.241 %, 4.689 % and 3.734 %).
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Table 3.1

Total Variance Explained

Rotation
Component Initial Eigenvalues Extraction Sums of Squared Sums of
Loadings Squared
Loadings®
Total V;ﬁ;rtce Cumulative%  Total V:ﬁ;r]:ce Cum(;l) ative Total
1 1.923 32.126 32.126 1.923 32.126 32.126 7.131
2 3.610 1.617 42.743 3.610 1.617 42.743 6.917
3 2.322 6.828 49.572 2.322 6.828 49.572 4.805
4 1.782 5.241 54.812 1.782 5.241 54.812 5.489
5 1.594 4.689 59.502 1.594 4.689 59.502 6.012
6 1.270 3.734 63.236 1.270 3.734 63.236 3.507
7 .937 2.755 65.991
8 .854 2.512 68.503
9 811 2.384 7.887
10 .788 2.317 73.204
11 740 2.176 75.380
12 .683 2.009 77.389
13 .616 1.812 79.201
14 .601 1.767 8.968
15 551 1.622 82.590
16 .508 1.493 84.083
17 496 1.460 85.543
18 472 1.388 86.931
19 433 1.273 88.204
20 408 1.201 89.405
21 .394 1.158 9.562
22 .368 1.084 91.646
23 .351 1.032 92.678
24 .335 .987 93.665
25 .306 .899 94.563
26 .285 .838 95.402
27 .262 772 96.173
28 .236 .695 96.868
29 223 .656 97.525
30 216 .634 98.159
31 .202 .595 98.754
32 162 AT75 99.229
33 150 442 99.671
34 112 .329 10.000
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In the exploratory factor analysis, the number of factors is determined by eigen values
exceeding 1 and their impacts on shared variance, as well as screeplots (Reise, et al.,

2000). Figure 3.1 shows the relevant results.

Figure 3.1
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Consequently, the scale exhibited a six-factor structure, prompting a reevaluation of
analysis for these six factors. The Oblimin with Kaiser Normalization method was
employed for principal components, facilitating the identification of item groupings and
enhancing factor variances for robust interpretation (Cokluk et al., 2012). Considering
the items in each factor alongside Table 3.2, the factors were labelled based on both the
data driven and the literature as Factor 1: Teaching Disillusionment, Factor 2: Workload
Affliction, Factor 3. Academic Oppression, Factor 4: Learner Alienation, Factor 5:
Work-home Collision, and Factor 6: Colleague Disaffection respectively. The number of

items included in each factor:

e Factor 1 (Teaching Disillusionment): Items 10, 8, 11, 22, 21, 9, 27, 24, 28,
o Factor 2 (Workload Affliction): Items 6, 2,4, 1, 3,5, 7, 15,

o Factor 3 (Academic Oppression): Items 41, 42, 43, 44,

o Factor 4 (Learner Alienation): Items 34, 33, 37, 35, 19,

e Factor 5 (Work-home Collision): Items 50, 52, 51, 49,

o Factor 6 (Colleague Disaffection): Items 31, 29, 32, 13.
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Table 3.2

English Language Teacher Burnout Scale Factor Analysis Results

No

Items

Communality Correlations

Item Total

Factor Loadings

1

2

3456

10

11

22

21

27

24

28

Ingilizce dgretirken sikilirm.

I get bored during teaching English.
Ingilizce dgretirken isteksiz hissederim.
| feel reluctant when teaching English.

Ingilizce derslerini
bunalirim.

planlamaktan

I feel overhelmed with planning English
lessons.

Ingilizce 6gretmeye odaklanmakta zorluk
cekerim.

I have difficulty focusing on teaching
English.

Sansim olsa Ingilizce 6gretmeni olmak
yerine farkli bir meslegi tercih ederim.

If 1 had a chance, | would choose a
different profession instead of being an
English teacher.

Isimde bosuna ¢abaladigim diisiiniiriim.
| feel like I'm trying in vain at myjob.

Isimle ilgili olumsuz diisiincelere
sahibim.

I have negative thoughts about my job.

Bir Ingilizce &gretmeni olarak isimin
anlamini sorgularim.

I question the meaning of my work as an
English teacher.

Isimde kararli ve disiplinli olmaya
¢alismaktan bikkin hissederim.

| feel frustated by trying to be determined
and disciplined at work.

Is  yogunlugumdan dolayr kendimi
endiseli hissederim.

| feel anxious because of my workload.

781

.708

.653

.63

513

613

.564

464

.612

779

.557

.554

.58

573

424

.669

.64

.53

.699

591

.889

.849

781

.761

.704

.557

541

.503

.500

-.837

74



Table 3.2

English Language Teacher Burnout Scale Factor Analysis Results (cont’d)

No Items

Item Total

Factor Loadings

Communality Correlations 1 2

3

4

5

6

15

41

42

43

44

34

Is yogunlugumdan dolay1 kendimi gergin
ve huzursuz hissederim.

I feel tense and restless due to my
workload.

Geceleri  isimi  diislindiigim  i¢in
uyumakta zorluk yasarim.

I have difficulty in sleeping as | think of
my job at nights.

Is  yogunlugumdan  dolayr  bitkin
hissederim.

| feel exhausted because of my workload.

Ayni anda birden fazla is yaptigimdan
dolay1 kaygilanirim.

| feel nervous as | multitask.
Is yogunlugum saglik sorunlarimu arttirir.

My workload increases my health
problems.

Is yogunlugumun zihnimi yormasindan
dolay1 unutkanlik yagarim.

I experience forgetfulness as | feel mental
fatigue due to my workload.

Ogretmenlik haricinde ek
sorumluluklarim olmasi beni mutsuz
eder.

Except  for  teaching,  additional
responsibilities make me unhappy.

Akademik c¢alismalarim i¢in finansal
destek arayiginda olmaktan bunalirim.

I feel overwhelmed by the search for
financial assistance for my academic
studies.

Akademik c¢aligmalarim ig¢in gelisimsel
destek yoklugu beni olumsuz etkiler.

The lack of developmental support for my
academic work negatively affects me.
Degisen  akademik  standartlar ile
miicadele etmekten bikarim.

I feel tired of struggling with changing
academic standards.

Tiirkiye’de akademik kadro elde etmenin
zorlugundan dolay1 kotiimser hissederim.
| feel pessimistic as it is challenging to
gain academic tenure in Turkiye.
Ogrencilerin derslerde Tiirkge
konusmaya  egilimleri  benim  ig¢in
yipraticidir.

The tendency of students to speak Turkish
in classes is devastating for me.

718

.55

.633

594

.649

521

425

.657

749

.703

537

.596

.567

415

.536

49

531

527

484

.398

.526

465

.337

413

.836

770

761

754

677

.616

327

.828

819

.802

757

.800
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Table 3.2

English Language Teacher Burnout Scale Factor Analysis Results (cont’d)

. Item Total Factor Loadings
No Items Communality Correlations 1 2 3 4 5§ 6
Ogrencilerin  Ingilizce  diline  karst
33 olimsuz tutumlarlgbeni biktirir. ' 12t 562 782
I am tired of my students’ negative
attitudes towards English.
Ogrencilerin Ingilizce diline kiiltiirel
37 baglamda ilgisizligi motivasyonumu .564 45 .730
diigtirtir.
Students' lack of interest in the English
language in a cultural context reduces
my motivation.
Ogrencilerin dil becerileri performansi
3% begnim icin hayal kirikligidir. ’ 614 532 721
I am disappointed with the students’
English skills performance.
Ogrencilerin Ingilizce 6grenmeye yonelik
19 {teksizlikleri beni tilkenmis hiseettirie, 20 554 569
Students' reluctance to learn English
makes me feel burnout.
50 Is yogunlugun(.ian d012'1y1 evdeki 808 503 -872
sorumluluklarimi ihmal ederim.
I neglect all my responsibilities at home
due to my workload.
52 Isimden dolay1 aileme zaman ayirmakta 824 569 -868

zorlanirim.

It is challenging for me to find time to

spend with my family because of my job.
51 Evde bile isimle mesgul olurum. .684 407 -.854
I am preoccupied with my work while |
am even at home.
Is sonrasi evde istedigim aktiviteleri
yapamayacak kadar yorgun olurum.
After work, | am too exhausted to do all
the activities | would like.
Meslektaglarimin tavirlart hayal kiriklig
yasamama neden olur.
The attitudes of my colleagues make me
feel disappointed.
Meslektaglarimla iletisimimde keyifsiz
olurum.
I feel depressed when communicating
with colleagues.
Saglik sorunu yasadigimda yoneticilerin
desteginin yetersiz oldugunu diisiiniiriim.
I feel that | have inadequate
administrative support when | have a
health problem.
Isimdeki zorluklar karsisinda kendimi
yalniz hissederim.
I feel alone with my professional
challenges.

49 .702 .56 -.768

31

.664 454 711

29

.647 507 .691

32 46 376 .600

13 .59 679 376
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The scale development process resulted in six distinct factors, each comprising a
specific number of items. Factor 1 includes nine items, addressing key aspects of
teacher burnout. Factor 2 consists of eight items, while Factor 3 encompasses four
items. Similarly, Factor 4 contains five items, and both Factor 5 and Factor 6 are
composed of four items each. As illustrated in Table 3.2, these factors and the
corresponding number of items provide a comprehensive framework for assessing
burnout among English language teachers, ensuring a balanced and detailed

measurement across multiple dimensions.

Despite the comprehensive nature of the scale, the correlations between the sub-factors
appeared low, as shown in Table 3.3. This low degree of correlation among sub-factors
underscores the multidimensionality of the burnout construct, allowing for a more
nuanced assessment of various contributing factors. This suggests that each factor

captures a distinct aspect of burnout, with minimal overlap between them.

Table 3.3

Correlations between Sub-factors

Factor 1 Factor2 Factor3 Factor4 Factor5 Factor6

Factor 1 1,000 -.281 .278 409 -.230 .281
Factor 2 -.281 1,000 -.224 -.258 490 -.199
Factor 3 278 -.224 1,000 .303 -.279 218
Factor 4 409 -.258 .303 1,000 -.239 196
Factor 5 -.230 490 -.279 -.239 1,000 -.246
Factor 6 281 -.199 218 196 -.246 1,000

*Correlation is significant at the 0.01 level 2-tailed.

After identifying the factors and exploring the correlations among sub—factors, the
reliability of scale was evaluated to ensure its consistency in measuring burnout of EFL
teachers. Cronbach’s alpha, both for the total scale and sub-factors, was calculated to

determine internal consistency.

3.2.1.5.3. Reliability of the ELTBS

The computed value of the Cronbach’s alpha coefficient, which measures the reliability
of internal consistency, was 0.933, exceeding the suggested threshold of .90 (Wheeler et
al., 2011). In particular, it was discovered that the Cronbach’s alpha coefficient was

.902 for the first factor with nine items; .891 for the second factor with eight items; .833
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for the third factor with four items; .831 for the fourth factor with five items; .891 for
the fifth factor with four items; and .725 for the sixth factor with four items. With the
scale’s reliability showing acceptable scores, accurate predictions for the broader study
population became feasible. The results indicated satisfactory reliability levels,
confirming that the scale provides a stable and consistent measurement across its
different dimensions. This strong reliability further supported the validity of the ELTBS
as a tool for assessing burnout in educational settings. Consequently, both the overall

scale and its individual sub-factors demonstrated reliability (Table 3.4).

Table 3.4
Reliability of the Scale and Its Sub-factors

Cronbach's Alpha N of Items
Factor 1 .902 9
Factor 2 .891 8
Factor 3 .833 4
Factor 4 .831 5
Factor 5 .891 4
Factor 6 725 4
Overall 933 34

With the reliability established, the next step involved executing the final version of the

scale.
3.2.1.5.4. Executing CFA for Final Version of the ELTBS

Following the completion of the EFA, the correlation matrix was examined using
Bartlett’s sphericity test for the final version of the instrument, and the KMO sampling
adequacy test was used to determine whether CFA could be conducted with the research
data. The dataset was also evaluated for both univariate and multivariate normality to

ensure that it met the assumptions required for further analysis.

Using the confirmatory sample, which consisted of 728 individuals working at state and
foundation universities in Tlrkiye, the CFA was carried out using SPSS and the AMOS
structural equation modeling tool (Version 22.0). In this section, the validity and
reliability test results of the scale developed to measure the burnout levels of English

teachers in Turkish higher education institutions are presented.
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The Kaiser-Meyer-Olkin (KMO) measure and Bartlett’s Test of Sphericity were used to
assess the suitability of the data for factor analysis prior to Confirmatory Factor
Analysis (CFA). The data are deemed to exhibit normal distribution features if the chi-
square test statistic is significant (p<.05) and excellent if the KMO value is more than
.90 (Burns & Grove, 2001). As a result, the data were determined to be appropriate for
CFA, as indicated by the KMO value of .929 and the Bartlett’s Test value of 15377.089

with a significance level of p =.000 as seen in Table 3.5.

Table 3.5
Suitability of the Data for Confirmatory Factor Analysis

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy .929
Approx. Chi-Square 15377.089

Bartlett's Test of Sphericity df 561

Sig. .000

Confirmatory factor analysis (CFA) is utilized to analyze the fit between the data and
the theoretical framework as well as the adaption of measurement instruments created in
various cultures (Secer, 2017; Capik, 2014). CFA requires a theoretical foundation, or a
priori structure (Brown et al., 2017). In this context, CFA was performed to confirm the
validity of the structure developed by the researcher. Nonetheless, the literature does not
agree on what the proper fit indices are to evaluate CFA results (Simsek, 2020). Hayduk
et al. (2007) reported in their study that x#df, CFI, IFI, RMSEA and SRMR are
unbiased by sample size and parameter estimates. Several sources were consulted in

order to identify acceptable and appropriate values.

The CFI and IFI indices are regarded as having an acceptable fit value of .90, and an
outstanding fit value of .95. An average RMSEA fit value is considered to be .10, while
.05 is regarded as an excellent fit value. A perfect fit value is between .00 and .05,
whereas a good fit value for SRMR is between .05 and .10 according to the statements
of Schumacker and Lomax (2010). Nonetheless, other scholars argue that GFI values
more than 0.85 and AGFI values greater than 0.80 are suitable for evaluating the
adequacy of the model (Marsh et al.,1988; Marsh & Balla, 1992; Frias & Dixon, 2005).
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After the initial confirmatory factor analysis and examining adjustment indices, items
15 and 51 were eliminated from the scale due to poor model fit indicators. Specifically,
these items showed low factor loadings and contributed to high modification indices,
suggesting they did not align well with the underlying construct or may have caused
redundancy or cross-loading with other items. Their removal improved the overall fit
and validity of the measurement model. Accordingly, Brown (2015) suggests that
loadings of .40 or higher are acceptable, while loadings below .30 are often considered

too low to contribute meaningfully to the factor.

Table 3.6 shows a chi-squared statistical value of 2.78 (¥2/df). A chi-square statistic
below 2 denotes a perfect fit, according to Kelloway (1998), whereas a statistic below 3
denotes an adequate fit. Stevens (2001) states that a satisfactory fit indicated by an
RMSEA should be less than 0.06. An acceptable fit was indicated by the RMSEA value
of 0.053 obtained from the CFA result. According to Frias and Dixon (2005), Marsh
and Balla (1992), and Marsh et al. (1988), a satisfactory fit is indicated by GFI and CFI

values of 0.90 or higher.

The CFA results showed that the GFI value was 0.90 and CFI was 0.945, indicating that
the model developed was suitable for the scale items. When examining table 3.6, it is
seen that both values are higher than 0.90. According to the CFA results, it is observed
that all fit indices have acceptable values. Based on this, it was concluded that the
model created was appropriate for the scale items. The new fit indices obtained from the

analysis are shown in Table 3.6.

Table 3.6
Model Fit Results

X2/df RMSEA S-RMR IFI GFlI AGFI CFl
2.78 0.053 0.063 0.945 0.90 0.880 0.945

The diagram obtained from the CFA is presented in Figure 3.2. Additionally, in the
CFA, the fit indices of the six-factor model of burnout among English teachers at the
tertiary level in Turkiye were examined. The results of the CFA provided critical
insights into the model’s fit and overall structure. The data related to the CFA are
illustrated in Figure 3.2.
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Figure 3.2
CFA Factor-Item Relationship
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Chi-Square=1239.917, df=445, p value=0.00000, RMSEA=0.053

According to CFA results as seen in Figure 3.2, the chi-square value of the model was
significant (y*(445) = 1239.92, p < .001), which was a result of the large sample size.
The RMSEA value was calculated as 0.053, indicating that the model fits the data well.

Regarding convergent validity of the scale, factor loadings, composite reliability (CR),
and average variance extracted (AVE) were assessed for each latent factor using
standardized following the criteria established by Fornell and Larcker (1981). The
results demonstrated that all six factors met the thresholds for adequate convergent
validity. The Teaching Disillusionment factor had a CR of .891 and an AVE of .504,
while Workload Affliction showed a CR of .922 and an AVE of .630. Academic
Oppression yielded a CR of .840 with an AVE of .606, and Learner Alienation reported
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a CR of .855 and an AVE of .577. Work-Home Collision exhibited strong convergent
validity, with a CR of .891 and an AVE of .748. Finally, Colleague Disaffection had a
CR of .800 and an AVE of .532. In all cases, CR values exceeded the recommended
threshold of .70 and AVE values surpassed the .50 benchmark, indicating that the items
within each construct share sufficient common variance and effectively represent their

intended latent variables.

Following the burnout model presentation, the reliability of the final version of the scale
was evaluated and reported, confirming the instrument’s consistency in assessing

burnout across its six factors.
3.2.1.5.5. Reliability of the Final Version of the ELTBS

To evaluate the reliability of the scale, the Cronbach’s Alpha internal consistency
coefficient was calculated. Accordingly, the scale itself and its sub dimensions were
found to be highly reliable as each value for the scale and its sub-dimensions were
>, 80. A high coefficient indicates that the group is homogeneous, the scale items are
consistent with each other, and the scale is reliable (Sencan, 2005). Table 3.7 shows the
internal consistency coefficient related to the entire measurement tool and its sub-

dimensions.

Table 3.7

Reliability of the Scale and Its Sub-dimensions

Reliability Statistics

Crp Cr p Based on Standardized Items N of Items
DISIL 891 .900 9
WORK 922 922 7
OPPR .840 .840 4
LALIEN .855 .855 5
WHCOLL .891 .891 3
CDIS .800 .805 4
BRNT 933 933 32

As a result of the reliability and validity analyses, it was determined that the
measurements used to gather data for the research model were highly reliable and
possessed discriminant validity. With the confirmation of the strength of the scale, the

82



following sections presented comprehensive answers to the research questions derived

from the collected data.

Both quantitative and qualitative components were included in the research questions to
represent the mixed-methods methodology. Quantitative data findings were used to
examine Research Questions 1 and 2. Research Question 3 was addressed with both
quantitative and qualitative findings. Research Questions 4 and 5 were addressed with
qualitative findings. This division ensured a comprehensive investigation of burnout,
utilizing both statistical data and detailed personal insights to offer a thorough

exploration of burnout phenomenon.

In conclusion, the ELTBS consists of thirty-two items measured on a 5-point Likert
scale on a range of responses as Strongly Disagree (1), Disagree (2), Neutral (3), Agree
(4), and Strongly Agree (5). This structure enables researcher to quantify each
participant’s levels of agreement with each burnout-related statement at the tertiary
level of EFL teaching context. The resulting numerical data provide a means to assess
the severity and prevalence of burnout across the sample. Thus, each participant’s
response to the scale items can be averaged to yield an overall mean score representing
their perceived burnout level, indicating their tendency toward the range of the scale
and reflecting their experiences. Additionally, mean scores can be calculated at the item
level to identify which specific symptoms are more or less strongly experienced by the

participants in the sample.

When the participants chose responses as 1 and 2 showing disagreement on the scale,
this reflected low agreement with burnout-related experiences (suggesting low burnout
levels and symptoms). When the response 3 was chosen by the participants, the
participants stayed neutral about burnout levels and symptoms. When the participants
tended to select response 4 and 5, this proved a general agreement about burnout related

effects and symptoms in the items.

After developing the ELTBS with thirty-two carefully crafted items to measure burnout
in the university context, it was essential to further explore and deepen the
understanding of these issues through qualitative insights. To complement the
quantitative findings and gain a more comprehensive perspective, an interview phase

was conducted with a voluntary group of EFL teachers. These interviews allowed for a
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richer, more nuanced exploration of the experiences behind the burnout phenomenon

identified in the survey data.
3.2.2. Qualitative Phase

Investigating highly personal and multifaceted concerns for teacher burnout, for which
qualitative research is an especially useful method, might help better comprehend
complex occurrences in educational contexts. Researchers can record people’s rich,
varied experiences using qualitative methods like interviews, yielding deeper insights.
Creswell (2007) states that qualitative research focuses on the interpretations of
individuals’ own experiences that enable a thorough comprehension of the context and

the variables affecting those experiences.

In the qualitative part of this study, individual semi-structured interviews were
meticulously planned and conducted to elicit perceptions of the English teachers about
the burnout phenomenon. This technique attempted to thoroughly explore the nuanced
experiences and points of view of the participants, by using a mixed deductive and
inductive methodology described by Morgado et al. (2018) as indicated in the literature.

As the interviews were semi-structured, there was flexibility, which allowed the 18
interviewees to go deeper into pertinent topics depending on the respondents’
preliminary responses. This approach strengthened the validity and reliability of the
research findings by contributing to the triangulation of the data and facilitating a

comprehensive knowledge of Turkish EFL teachers’ opinions on burnout.

A methodical approach was followed to develop the interview questions based upon an
interview guide.The interview questions were formed regarding the Behavioral-
Cognitive Stress and Cognitive Appraisal Theory (Folkman & Lazarus, 1984), Social
Support Theory (Cohen & Wills, 1985), Conservation of Resources (COR) Theory
(Hobfoll, 2001), and Job-Demands and Resources Theory (Demerouti et al., 2001) in
order to understand teacher burnout thoroughly. These theories explain individuals’
coping mechanisms with health-related issues, the effects of resource loss, and the role

of the balance between job demands and resources on burnout.

The interview questions created in this direction aimed to reveal the effects of the
different dimensions on teachers by focusing on the personal, behavioral,
psychological, emotional, cognitive, physical, and social aspects of burnout.These
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aspects reveal the complex and multidimensional nature of burnout and each aspect is
critical to understand teachers’ personal experiences of burnout and develop

interventions to address burnout via the interview questions (Appendix 5).

Based upon Conservation of Resources Theory (Hobfoll, 2001), the personal aspect is
related to an individual’s own internal resources and characteristics. In terms of
burnout, factors such as teachers’ personal resilience, self-efficacy perceptions, and
personal goals play an important role. In this context, personal aspects affect how
teachers cope with stress and their capacity to cope with workload. For example, a
teacher’s high level of self-efficacy perception can make them more resistant to
burnout. However, a decrease in personal resources or inadequacy of these resources
can trigger burnout. The physical aspect also encompasses the physical symptoms of
burnout. Burnout often manifests itself through physical symptoms such as physical
fatigue, sleeping problems, headaches, and general weakness. The intense workload of
teachers and the physical demands can contribute to physical burnout. For example,
working under constant stress can have negative effects on physical health over time.
For this reason, the resources are vital at work, which is also a concern of Conservation
of Resources Theory (Hobfoll, 2001).

Social Support Theory (Cohen & Wills, 1985) shows social connections among teachers
and the attitudes as a result of these interactions. The behavioral aspect refers to the
behaviours that teachers show in coping with challenges. This includes elements such as
study/work habits, lesson planning strategies, time management skills, and maintaining
work-life balance. The behavioral responses of teachers in the face of intense job
demands can directly affect their burnout levels. For example, behaviors such as
working excessive hours or taking inadequate breaks to reduce workload can exacerbate
burnout effects in the long term. In addition, the social aspect is related to the way
individuals interact with their environments, namely social milieu and social support
systems. Teachers who do not receive adequate social support from their family,
coworkers or superiors, may be more prone to burnout because they feel worthless,
which is one of the biggest causes of burnout. Hence, social burnout may have a
negative impact on teachers who cannot find a positive work environment or adequate

professional support.
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In Cognitive Appraisal Theory (Folkman & Lazarus, 1988), the cognitive aspect is
connected to the individual’s mental processes and cognitive functions. Owing to
burnout, there is often a decrease in cognitive functions, difficulty in concentration, and
impaired decision-making ability. When teachers are required to constantly process
information and make decisions under intense workload, this cognitive fatigue can
increase, which reveals the cognitive dimension of burnout. For example, constantly
preparing for lessons, completing exam assessments, and making various educational
decisions can increase cognitive fatigue. Besides, this theory underlines cognitive
assessments of the individuals by drawing the psychological aspect that refers to the
mental and emotional state of individuals, while in teachers, work motivation, job
satisfaction, stress management skills and general mood swings constitute the
components of the psychological aspect. Its connection with burnout is that it includes
psychological exhaustion that occurs as a result of chronic stress. Teachers who lose the
meaning of work in their jobs or who are constantly under high stress may be at higher
risk of experiencing burnout. Additionally, the emotional aspect indicates that
individuals experience emotional weariness. Teachers, on the other hand, are subject to
intense emotional labor due to their constant interaction with students, parents, and
colleagues. For example, the constant effort to meet the needs of students who need
emotional support can lead to emotional fatigue in teachers over time. Moreover, Job-
Demands Resources Theory (Demerouti et al., 2001) underscores insufficient resources
and excessive job demands that can lead to emotional tiredness and disengagement,

which in turn can affect the emotional aspects of burnout.

While addressing the multidimensional structure of English language teacher burnout,
some follow-up questions were also included to accompany the main questions by
exploring the main points. In addition, preliminary interviews were held with 3 non-
participant EFL teachers from three different regions of Turkiye to make sure whether
the interview guide was unambiguous and comprehensive. The possible flaws in the
interview guide and areas for development were found during these trial sessions. The
guide was improved as a result of the input from these sessions by addressing the

deficiencies and the essential adjustments were made to complete the instrument.

To summarize, by using rich quantitative and qualitative data to identify burnout, this

study prioritized the comprehensive identification of factors contributing to burnout in
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the ELT context. More importantly, the reliability of the study was enhanced through
expert review at each step of the development of the scale as well as the interview
guide. As with the development of the scale, the expert review phase ensured that the
interviews were rigorously evaluated by experts in the field, confirming both the
academic strength and practical relevance of the study. Once the expert review was
completed, research participants with different backgrounds and experiences were

selected to explore the complex nature of burnout in the ELT context in Tirkiye.
3.3. Research Participants

This study is a mixed methods research design, integrating quantitative and qualitative
research methods. The quantitative section involved two parts as the initial study for the
development of the scale and the main study to validate the scale. The information

about the participants regarding quantitative section was as follows:

The literature contains differing views on the minimal number of participants needed to
provide more significant and trustworthy results for the scale development process.
Kline (2011) indicated that there should be at least 100 samples. On the other hand, it is
recommended that possible scale items on a heterogeneous sample both reflect and
capture the spectrum of the target population, and 300 respondents are suggested by
Clark and Watson (1995). Some researchers have suggested that a 200-300 range be
used for factor analysis (Mac Callum et al., 1999). Per these explanations, it was
determined to reach at least 300 individuals based on volunteerism as the target group.
With a wide spectrum of selecting the participants, random sampling was preferred as
suggested in the scale development that diverse and genuinely random samples be
chosen to create validity and reliability of the proposed subject (Morgado et al., 2018).
To conduct the initial quantitative part of this study, 330 participants who were the EFL
teachers working at state and foundation universities in Turkiye were reached between
September and December, 2023. For the initial part of the study, the permission was
received from the Anadolu University Ethics Board to conduct the study (Protocol
N0:551713 issued in August 2023). However, the data of 35 participants were removed
from the data set. Because some participants declared verbally that they did not
experience burnout and some participants working at foundation universities told the
researcher that they were more concerned about their contracts and therefore, they

repeatedly marked the same answer. Due to these reasons, their responses were
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removed from the data set. Within the scope of the study, 295 EFL teachers from
various universities voluntarily participated in the preliminary version of the study to
conduct Exploratory Factor Analysis. The data collection using the preliminary version
of the scale spanned a four-month period, from September to December 2023, as part of

this comprehensive study.

For the main part of the study, permission from the Anadolu University Ethics Board
was received to conduct the study (Protocol No: 720798 issued in May 2024).The main
study included a sample of 728 university teachers in order to validate the newly
established scale. The large sample size offered a robust foundation for Confirmatory
Factor Analysis (CFA), which evaluated and promoted validating the scale’s underlying
factor structure. The study’s practical significance was enhanced by the participation of
university teachers, who frequently face professional stress and burnout. The data
collection for the main study with the final version of the scale spanned three months
(May to July 2024), allowing for a comprehensive and detailed examination of burnout
in academic contexts. This period, as part of a comprehensive investigation, facilitated
the gathering of robust data to validate the scale and its application in educational

environments.

Therefore, the main study participants included 728 Turkish EFL teachers employed at
tertiary level from 75 cities in 7 regions of Tirkiye. Participants’ university affliations
included state and foundation universities. Slightly more than half of the participants
were female (475, 65.4%), while the number of male participants was 246 (33.8%). The
study participants were comprised of teachers with different titles employed at
universities. Due to different titles of the participants at universities, all were named as
tertiary-level teachers, aligning with the terminology of Tertiary Education Teachers
and University and Higher Education Teachers (International Standard Classification of
Occupations, 2008).

The sample characteristics, including frequencies, percentages, were outlined in this
analysis, allowing for clearly comprehending the distribution and central tendencies of

each variable in relation to EFL teachers' burnout as follows (Table 3.8).
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Table 3.8

Demographic Distribution of the Participants

Frequency Percentage
Female 475 65.3
Gender Male 247 33.9
Unspecified 6 0.8
Total 728 100.0
21-30 79 10.8
31-40 357 49.1
Age 41-50 200 27.5
Over 51 92 12.6
Total 728 100.0
BA 106 145
Educational MA 332 456
Background PhD 290 39.9
Total 728 100.0
American Culture 27 3.7
English Literature 149 20.4
Undergraduate Linguistics 17 2.3
Majors English Language Teaching/ Education 504 69.2
Translation and Interpretation 31 4.3
Total 728 100.0
Less than 1 year 6 0.8
1-5 years 54 7.4
Teaching Experience 6-10 years % 130
11-15 years 243 33.2
More than 16 years 329 45.1
Total 728 99.6
0-5 years 218 29.9
6-10 years 140 19.2
Teaching Period at 11.15 years 178 24.5
the Current
Institution 16-20 years 91 12.5
More than 21 years 101 13.9
Total 728 100.0
Single 233 31.9
Marital Status Married 474 65.0
Unspecified 21 2.7
Total 728 99.6
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Table 3.8

Demographic Distribution of the Participants (Con 1)

Frequency Percentage
Less than15 hours 197 27.0
16-20 hours 285 39.1
wgf:::é’a ; Teaching 51 95 hours 186 255
26 hours and over 59 8.1
Total 728 100.0
State 535 73.5
The Type of Foundation 173 23.8
Institution Unspecified 20 2.7
Total 728 100.0
Yes 195 26.8
Administrative No 513 705
Responsibilities Unspecified 20 27
Total 728 100.0
Marmara 206 28.3
Aegean 76 104
Central Anatolia 175 24.0
Mediterranean 71 9.7
Region Black Sea 102 14.0
Southeastern Anatolia 28 3.8
Eastern Anatolia 46 6.3
Unspecified 24 3.3
Total 728 100.0

Participants’demographic distribution is shown in Table 3.8. To start with gender, a

total of 728 individuals participated in the study; 475, or 65.3%, were female, while the

remaining 247 or 33.9% were male. A small percentage of participants (n = 6, 0.8%)

chose not to disclose their gender.

Regarding the participants' age distribution, most of the participants were between the
ages of 31 and 40 (357, 49.1%), and between the ages of 41 and 50 (200, 27.5 %). Age
groups between 21 and 30 (79, 10.8 %) and those over 51 (92, 12.6 %) had lower

percentages. 60.0% of the participants were at the age of 40 or younger and 87.4% of

them were at the age of 50 or younger, based on the total percentages.
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Additionally, master's degree holders made up the greatest percentage of survey
respondents (332, 45.6%), followed by doctorate holders (290, 39.9%). Participants

who reported having a bachelor's degree were less common (106, 14.5%).

Also, the majority of respondents majored in English Language Teaching/ Education
(504, 69.2%), followed by English Literature (149, 20.4%). Smaller numbers were
observed for American Culture (27, 3.7%), Translation and Interpretation (31, 4.3%),
and Linguistics (17, 2.3%).

Regarding the participants’ teaching experience, the majority of the participants (329,
45.2%) stated that they had been teaching for more than 16 years, followed by the
participants (243, 33.4%) who had been teaching for 11 to 15 years. The percentages
were lower for the participants teaching less than one year (6, 0.8%), between 1 and 5
years (54, 7.4%), and between 6 and 10 years (96, 13.1%).

Participants’ years of teaching at their current institution are presented in the table as
well. The majority of the participants reported that they taught in their current
institution for 0 and 5 years (218, 29.9%) followed by those teaching for 11 and 15
years (178, 24.5%). Smaller percentages were observed to have taught between 6 and
10 years (140, 19.2 %), 16 and 20 years (91, 12.5%) and more than 21 years (101,
13.9%).

Regarding the marital status, married participants made up the majority of participants
(474, 65.2%) followed by single participants (233, 32.0%). Only a small percentage (21,

2.8%) preferred not to specify their marital status.

What is more, the distribution of participants based on their weekly teaching workload
presented that the largest group of participants reported teaching 15 hours or less per
week (197, 27.0%), while the majority reported teaching 16 to 20 hours per week (285,
39.1%). It was less common to teach for 21 to 25 hours (186, 25.5%) and for 26 hours
or longer (59, 8.1%).

When it comes to the distribution of participants based on the type of institution they
were affiliated with, the majority of respondents worked at state universities (535,

73.5%), while a smaller proportion worked at foundation universities (173, 23.8%).

91



Based on the administrative responsibilities, the majority of respondents reported
having administrative duties (195, 26.8%), while the remaining participants did not hold

any administrative positions (513, 70.5%).

Last but not least, participants were distributed across various regions, with the largest
group residing in the Marmara region (206, 28.3%), followed by the Central Anatolia
(175, 24.0%), the Aegean (76, 10.4%), the Black Sea (102, 14.0%), the Mediterranean
(71, 9.7%), the Southeastern Anatolia (28, 3.8%), and the Eastern Anatolia (46, 6.3%).

24 respondents (3.3%) chose not to disclose their region.

More importantly, in quantitative analyses, participants who did not specify their
gender, marital status, type of institution, administrative responsibilities and region were
excluded specifically from the respective comparison analyses as Pallant (2020)

asserted.

Following the main study, the qualitative part of the study was initiated. The qualitative
phase included 18 volunteer participants who agreed to share their experiences and
insights into the phenomenon of burnout. These participants were chosen via a
systematic approach that began with an email invitation to teachers who had previously
participated in the study’s quantitative part. In the qualitative research conducted with
18 participants working at universities in 7 different regions of Turkiye with different
burnout levels, the data provided by the participants were presented under pseudonyms
in line with ethical rules.The invitation to participate in the interviews was extended to
all teachers who expressed an interest in contributing to the research. This open
invitation enabled the participation of a diverse group of teachers from various regions
and professional backgrounds. The information about the participants who contributed

to the qualitative data was as follows:
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Table 3.9

Socio-demographic Characteristics of the Participants in the Qualitative Data

Socio-demographic characteristics Frequency Percentage
Gender Female 10 55.56
Male 8 44.44
Age 21-30 2 11.11
31-40 12 66.67
41-50 4 22.22
50+ - -
Education Bachelor’s Degree 2 11.11
Master’s Degree 5 27.78
Doctorate Degree 11 61.11
Experience 1-5 years 2 11.11
6-10 years 10 55.56
11-15 years 6 33.33
Region Mediterranean 1 5.56
Eastern Anatolia 3 16.67
Aegean 1 5.56
South East 2 11.11
Central Anatolia 1 5.56
Black Sea 4 22.22
Marmara 6 33.33

As seen from the Table 3.9, 18 individuals from Tirkiye's seven geographical regions
were purposefully chosen, creating a regionally representative sample capable of
providing nuanced details into the manifestation of burnout in various contexts by
purposefully capturing potential variances in burnout experiences.The selection of
participants was based not only on their desire to participate, but also on their burnout
levels, as determined during the quantitative phase of this research. This intentional
selection procedure sought to include teachers with various degrees of burnout, ranging
from those in the early stages of suffering burnout symptoms to those with more
advanced levels of burnout. Furthermore, participants were selected based on their
employment in various areas of the ELT field (Department of Foreign Language
Education, Testing Office, Translation and Interpreting Department, School of Foreign
Languages, Materials Development Office, Curriculum Development Office,
Postgraduate Programs, English for Specific Purposes Department, Teacher
Development Unit, Erasmus+ Office, and Quality Unit). This variation in professional
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settings meant that the findings were extensively applicable and generalizable to the
Turkish ELT profession. In addition, in order not to reveal the identity of the
participants in the research, the interviewees were given pseudonyms as Suden, Ilke,
Meva, Oncii, Hiirkan, Aysenil, Kayla, Birhan, Erkut, Kuzey, Mercan, Omay, Burge,
Ece, Ozgii, Peri, Selena and Sezgi. Thus, the confidentiality of the data was protected.

The next step was to begin the data collection process. The following section outlines

the procedures used during this comprehensive study.
3.4. Data Collection Procedures

It is pivotal to delve into the specific aspects of the data collection procedure to further
understand the scope and methodology of this study. Through the first phase of data
collection, the quantitative part focused on exploring EFL teachers’ burnout levels and
analyzing the factors that contribute to burnout via ELTBS comprising three parts: a
consent form presenting the aim of the study, a demographic data questionnaire and the
ELTBS. And the second phase is the qualitative section including interviews.

3.4.1. Consent form

The dedication to respect the highest standards of research ethics was shown in the
careful design of the consent form, which ensures transparency and ethical concerns.
This form gave participants a thorough overview of a number of important aspects. The
objectives of the study were outlined clearly and comprehensively, with particular
emphasis on the importance of understanding EFL teachers’ burnout levels and the
variables causing burnout. Participants were also informed that participation in this
study was entirely voluntary, and that they would leave the study at any time without
giving a reason. The form described the steps taken to guarantee participants’
confidentiality and anonymity and it stated that all information gathered would be used
exclusively for research and that no individual participant’s response would be

identified in any study-related reports or publications.
3.4.2. Demographic Data Questionnaire

The questionnaire part involved various demographic variables including gender, age,
educational background, undergraduate majors, teaching experience, teaching period at
the current institution, marital status, weekly teaching load, type of institution,

administrative responsibilities and region. All these variables were selected based upon
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the literature review, the scale development qualitative process findings, and the expert
reviews, regarding their relations with English language teacher burnout.

3.4.3. The English Language Teacher Burnout Scale (ELTBS)

The ELTBS was developed to assess the phenomenon of burnout in an academic
context, considering its relation with job weariness, workload, policy and academic
concerns, collisions in the workplace, and conflict between work and personal life, and
finally, 32 items formed the ELTBS.

To achieve the dissemination of the scale, multiple social media and professional
networking platforms were utilized. The content was sent to ELT groups via official
email addresses of EFL teachers and well-known social media platforms including
Facebook, Instagram, and Telegram. In this process, LinkedIn was also quite important.
LinkedIn was a pivotal way to connect with people in the business sector because it is a
well-known professional social business network. With the help of this platform,
experts could communicate and share information effectively, increasing the influence
of the scale and its reachability. The scale was distributed among professionals who
could offer thoughts and feedback from a business viewpoint, in addition to academic

circles, by utilizing LinkedIn.
3.4.4. Interviews

The interview data collection process for this study rigorously planned to guarantee a
thorough and diversified analysis of teacher burnout among ELT professionals in
Turkiye. Throughout the interview process, trustworthiness was ensured through
credibility with the proper involvement of the participants and their engagement and
triangulation; transferability with the comprehensive explanations; dependability via
meticulous documentation; and confirmability through member checking and peer
debriefing (Ahmed, 2024).

For the data collection process, the researcher set up one-on-one interviews with each
participant in order to guarantee that every interview would produce thorough and
pertinent information about the unique dynamics of teacher burnout in various ELT
contexts. These were done in a semi-structured style that prioritized the participants’
comfort and convenience, fostering atmosphere for open communication while also

ensuring uniformity in questions among participants. In addition to explore the
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contextual factors impacting these experiences, the interview guide was followed to

obtain various aspects of burnout.

With the participants’ permission, every interview was videotaped so that precise
transcriptions could be made. The interviews ranged in length, usually lasting between
forty minutes and one hundred and twenty minutes, giving enough time to examine the

intricacies of burnout without overburdening the participants.

Throughout the interviews, follow-up questions were frequently used to enhance the
reliability and depth of the data gathered. In order to provide a deeper knowledge of the
elements influencing burnout, these questions were designed to elucidate or build upon
the participants’ initial answers. The participants were encouraged to reflect on their
experiences throughout time by identifying their understanding of burnout and coping

techniques.

During the entire interview process, ethical considerations were strictly followed. The
goals of the study, the participants’ rights, and the precautions used to protect the
privacy of their answers were all explained to the participants in detail. Before the
interview started, the consent forms were gained, and participants were reassured that

they could leave the study at any time without facing any constraints.

Following the qualitative data, the study follows the data analysis procedures. In this
section, the statistical techniques and qualitative methodologies applied to both
quantitative and qualitative datasets are outlined, offering a comprehensive framework
for interpreting the findings and deepening the understanding of teacher burnout within
the Turkish ELT context.

3.5. Data Analysis Procedure

Both the quantitative and qualitative data were analyzed independently, and the
analyses were done with a comprehensive approach that considered the distinct
characteristics of each dataset. A step-by-step evaluation of each research instrument
was conducted to confirm a thorough assessment. A precise and targeted analysis of
distinctive contributions of each instrument to the overall findings was made possible
by the independent analysis.Through meticulous examination of the gathered data using
appropriate methods, including mixed-methods approaches via quantitative surveys and
qualitative interviews, it was possible to methodically investigate the relationships. This
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procedure verified that each research question was not only addressed but also enhanced
with insights and actual data. This kind of connection highlighted the significance of the
study and advanced the knowledge about the phenomenon searched by offering a
coherent framework for comprehending the implications of the findings on theory and

practice.

For the quantitative data, statistical analysis was performed using SPSS 27.0 (Statistical
Package for the Social Sciences) and AMOS 24, widely recognized softwares for data
management and statistical analysis in social science research. This analysis provided
critical insights into the levels of burnout experienced by EFL teachers at the tertiary
level. To measure the burnout levels, a scale was developed, and the data analysis
procedure also comprised the findings from the scale development, incorporating both
the initial study findings and the main study findings, which are elaborated upon in the
fourth chapter.The demographic variables that had an impact on the teachers’ burnout
and the factors leading to burnout were investigated. To examine their effects,
independent samples t-test and one-way analysis of variance (ANOVA) tests were

computed.

Besides, the qualitative data obtained from the personal stories of the participants
through the interviews were examined with MAXQDA which is a special software
program for qualitative data analysis that allows systematic coding and interpretation of
complex textual data. Both content analysis and thematic analyses were used in this
study (Saldana, 2011; Merriam & Tisdell, 2015; Kuckartz & Radiker, 2019). Both of
these analyses were applied to systematically scrutinize the qualitative data. After the
interview data were collected, transcriptions were carefully done and read in order to
familiarize with the data. The research questions were re-read. Recurring topics in
sentences or paragraphs present in the qualitative data were found and coded. Through
several coding iterations, the topics were adjusted and organized to effectively represent
the views and experiences of the participants. Subsequently, codes were combined into
more comprehensive thematic categories and then collated into potential themes. The
names of themes were checked in relation to deductive methods (literature) since the
interview questions were also formed based upon the theories reviewed. The extracts
from the interviews were selected to highlight important points within the participants'

experiences and the conclusions were interpreted by contextualizing these themes.
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Briefly, after the data were obtained through interviews, the following stages of the
analyses were applied to the dataset (Miles & Huberman, 1994; Braun & Clarke, 2006):

1. examining the data in detail,

2. generating coding iteratively,

3. collating categories,

4. forming themes based upon the theories,

5. interpreting the findings and aligning them with participants’ remarks.

The qualitative analysis allowed the quantitative results to be developed and to explore
the factors that cause burnout in more depth and to address how burnout was felt by
teachers in the university setting with a more comprehensive understanding. By
combining quantitative and qualitative data, the study provided a thorough insight into

burnout in the context of ELT. Table 3.10 summarizes the data analysis of the study:

Table 3.10
The Data Analysis of the Study

Mixed Methods Research Design

o Quialitative
RQs Quantitative Analyses Software Analyses Software
1. What are the levels
of burnout that EFL Descriptive  statistics
teachers perceive at (mean and standard SPSS 27.0 - -
universities in deviation values)
Turkiye?
2. What kind of
demographic variables ANOVA
Independent samples t- SPSS 27.0 - -
affect teacher burnout test
among EFL teachers?
Factor analysis (to Thematic an_d
3. What are the factors . content analysis
that lead to burnout determme the SPSS27.0 Structuring MAXQDA
underlying aspects that AMOS 24

codes, categories
and themes

"
among EFL teachers? contribute to burnout)

4. What Kkind of
burnout symptoms do
EFL teachers
experience?

- - Content analysis MAXQDA

5. What
accompanying

feelings and managing
strategies do EFL
teachers have to cope
with teacher burnout?

- - Content analysis MAXQDA

98



Consequently, the research questions were analyzed using the following methods:

To address the first research question regarding the levels of burnout perceived by EFL
teachers at universities in Tlrkiye, descriptive statistics via SPSS 27.0 were computed
about the levels of burnout experienced by EFL teachers at universities in Turkiye. The
computation of mean scores and standard deviations allowed for a detailed overview of
the levels of burnout that these teachers encountered, underlining variations within the

sample.

To answer the second research question regarding demographic variables affecting
teacher burnout among EFL teachers, multiple statistical analyses were carried out. The
first step in examining the connections between burnout levels and demographic factors
(age, gender, years of teaching experience, educational background, and the like) was to
conduct Independent Samples t-tests and One-Way Analysis of Variance (ANOVA)
tests. For each variable that consists of two groups, independent samples t-test was
performed, while for the variables that consist of three or more groups, a one-way
ANOVA test was utilised.Through these analyses, the effect of many demographic

characteristics on EFL teacher burnout was investigated.

Utilizing a multidimensional data analysis technique, the third question about the
factors leading to burnout among EFL teachers was addressed. Using the data from the
burnout scale, factor analysis via SPSS 27.0 and AMOS (a multivariate statistical
technique that is used for validating measurement scales) was first used to determine the
underlying aspects that contribute to burnout. By classifying linked variables, these
statistical techniques assisted in identifying the critical elements affecting burnout. The
third research question was also analyzed via MAXQDA both thematic and content
analyses, offering more in-depth understanding of the individual experiences and
contextual factors forming burnout. The different factors leading to EFL teacher
burnout by integrating quantitative and qualitative analysis as well as content and

thematic analyses were presented.

The fourth research question was answered via MAXQDA content analysis to find out
the symptoms of burnout that EFL teachers experienced depending on the remarks of
teachers allowing for the discovery of common symptom patterns. In addition,

participant teachers’ personal insights helped the researcher to group common burnout
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symptoms. The emotional, physical, psychological and behavioral manifestations of

burnout were better understood in context.

To examine the fifth research question concerning coping mechanisms for preventing or
avoiding burnout, a content analysis of qualitative data gathered from interviews via
MAXQDA was done.

The details of findings are addressed in Chapter 4, offering a comprehensive perspective
on teacher burnout and the effectiveness of the developed scale in capturing the

complexities of the phenomenon.
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4 RESULTS

This section presents comprehensive answers to the research questions with the results
obtained from the data collected in the study. In this study, which used a mixed methods
approach, the research questions were answered through quantitative and qualitative
data analysis. Research Questions 1 and 2 were analyzed using quantitative data
conducted using SPSS, employing descriptive statistics and mean comparisons (t-tests
and ANOVA) to examine the extent of teacher burnout and evaluate the influence of
independent variables on the burnout levels of the participating teachers. Research
Question 3 presented answers using both data analyses (both quantitative and qualitative
data). Research Questions 4 and 5 were addressed through qualitative findings
conducted using MAXQDA. Thus, quantitative and qualitative findings were merged,

presenting a clear understanding of the burnout phenomenon under study.
4.1. Study Findings

The main study findings section included both the quantitative and qualitative results.
The quantitative findings concentrated on statistical analyses, including descriptive
statistics and connections between key variables, while the qualitative findings delved
further through thematic analysis and content analysis, capturing participant opinions

and experiences.

4.1.1.RQ1: What are the levels of burnout that EFL teachers perceive at

universities in Tarkiye?

To address the first research question regarding the levels of burnout perceived by EFL
teachers at Turkish universities, descriptive statistics were computed. The calculation of
mean scores and standard deviations provided a detailed overview of the varying
degrees of burnout experienced by EFL teachers, highlighting differences within the

sample.

Participants’ burnout levels were interpreted using mean scores, which can also be
calculated at the item level to identify their burnout experiences across the sample.
When considering the Teaching Disillusionment (DISIL), the mean score (M = 2.13, SD
= 0.76) fell within the low burnout symptoms, suggesting that participants mostly
disagreed with the statements in Teaching Disillusionment. Then, the Workload
Affliction subdimension yielded a mean score of 2.93 (SD = 1.00). This score suggests
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that participants, on average, neither agreed nor disagreed with statements related to
burnout and had difficulty in managing their professional workload. Their responses
reflect a neutral to slightly positive acknowledgment of workload-related burnout

symptoms.

In contrast, the Academic Oppression (OPPR) subdimension produced a higher mean
score of 3.59 (SD = 0.97). This indicates that participants generally agreed with
statements describing experiences of workplace oppression, such as unfair treatment,

excessive administrative control, or institutional constraints.

Similarly, the Learner Alienation (LALIEN) subdimension had a mean score of 3.07
(SD = 0.94). Although closer to the neutral point on the scale, this score leans slightly
toward agreement, indicating that participants were somewhat in agreement with

feelings of disconnection or disengagement from their students.

Furthermore, the Work-home Collision (WHCOLL) dimension recorded a mean score
of 3.18 (SD = 0.96). Participants tended to agree to some extent with statements
expressing difficulty balancing professional and personal responsibilities. This score
reflects a degree of burnout related to work-life interference and suggests that many

respondents experience ongoing tension between their job and home lives.

Regarding the Colleague Disaffection (CDIS) dimension, the mean score was 2.78 (SD
= 0.96). Responses here leaned closer to disagreement, indicating that participants were
generally less inclined to agree with statements about dissatisfaction or conflict in their
professional relationships. This suggests a relatively low level of burnout associated
with collegial dynamics, with most participants not perceiving significant interpersonal
strain in the workplace.

Finally, the overall burnout score (BRNT) was 2.83 (SD = 0.66). This score, positioned
slightly below the midpoint of the scale, reflects that participants were, on average,
neutral to mildly in agreement with general burnout-related statements, with participants
recognizing some degree of emotional and professional exhaustion, though not to an

overwhelming extent (Table 4.1).
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Table 4.1

Burnout Levels of the Participants

N M SD
DISIL 728 2.13 0.76
WORK 728 2.93 1.00
OPPR 728 3.59 0.97
LALIEN 728 3.07 0.94
WHCOLL 728 3.18 0.96
CDIS 728 2.78 0.96
BRNT 728 2.83 0.66

Teaching Disillusionment (DISIL), Workload Affliction (WORK), Academic Oppression (OPPR), Learner Alienation (LALIEN),
Work-home Collision (WHCOLL),Colleague Disaffection (CDIS), Burnout (BRNT).

To conclude, these scores collectively contributed to the overall burnout score (BRNT),
reflecting various aspects of participants' professional lives and their impact on burnout
levels. Notably, Academic Oppression (M= 3.59) was the only subdimension that can be
interpreted as severe burnout, highlighting that participants might feel pressured,

controlled, or unfairly treated within their academic work environment.

4.1.2. RQ2: What kind of demographic variables affect teacher burnout among
EFL teachers?

Descriptive statistics were used to assess each of the demographic factors.
However, before descriptive statistics were revealed, it was tested whether the data
obtained from the participants involved in the scale development process showed a
normal distribution. According to the results, the data exhibited a normal distribution
and were suitable for parametric tests as values within the range of +1.5 to -1.5 for
skewness and Kkurtosis were considered appropriate for a normal distribution
(Tabachnick & Fidell, 2013). Table 4.2 shows the skewness and kurtosis values of the
data obtained from the scale.

Table 4.2
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Normality Test Results

N M SD Skewness Kurtosis
DISIL 728 2.127 761 .748 .688
WORK 728 2.927 .999 -.124 -.799
OPPR 728 3.591 975 -.703 .048
LALIEN 728 3.074 .940 -.075 -.674
WHCOLL 728 3.179 .965 -.067 -.676
CDIS 728 2.781 .957 377 -.385
BRNT 728 2.827 .658 -.055 -.099

Teaching Disillusionment (DISIL), Workload Affliction (WORK), Academic Oppression (OPPR), Learner Alienation (LALIEN),
Work-home Collision (WHCOLL), Colleague Disaffection (CDIS),Burnout (BRNT).

To summarise, these findings confirm the appropriateness of the data for further

statistical analysis using parametric tests.

In this study, the second research question concentrated on finding out what kind of
demographic variable affected teacher burnout among EFL teachers in the Turkish ELT
context. To reveal this, descriptive and inferential statistics were utilized as presented in

the following section.
4.1.2.1. Gender

An independent samples t-test was conducted to compare burnout levels between male
and female teachers.A total of 6 participants who did not indicate their gender were
excluded from the analysis. According to Pallant (2020), participants with missing data
on key grouping variables (e.g., gender) should be excluded from analyses that involve
group comparisons, such as an independent samples t-test or one-way analysis of
variance (ANOVA).

Accordingly, Levene’s test for homogeneity of variances indicated that the assumption
of equal variances was met across gender groups, p=.157>0.05. The results revealed a
statistically significant difference in burnout levels, t(720)= 2.20, p= .028, with female
teachers (M= 2.87, SD=0.65, n = 475) reporting higher burnout levels than male
teachers (M= 2.75, S= 0.68, n= 247). However, the effect size was small (d= 0.172),
suggesting a minimal practical difference in burnout levels between genders as seen in
Table 4.3.

Table 4.3
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Difference in the Burnout Level of the Participants Regarding Gender

Descriptive Statistics

Gender Cohen’s d
N M SD t df p
BRNT Female 475 2.8671 0.64736 2.196 720 0.028 A72
Male 247 2.7536 0.67966

To conclude, these findings indicate that while the difference in burnout levels between
male and female teachers was statistically significant, the small effect size suggests that

gender accounted for only a minor variation in reported burnout levels.
4.1.2.2. Age

ANOVA test was performed to inspect the influence of age on burnout levels. Firstly,
Levene’s test for homogeneity of variances confirmed that the assumption of equal

variances was met, with p-values above .230, p>05.

Descriptive statistics indicated that younger teachers aged 21-30 (M= 2.91, SD= 0.57,
n= 79) and 31-40 (M= 2.92, SD= 0.65, n= 357) reported higher burnout levels
compared to older teachers aged 41-50 (M= 2.72, SD= 0.68, n= 200) and those over 51
(M= 2.62, SD= 0.64, n = 92). In line with the descriptives, ANOVA results showed a
significant difference in burnout levels across age groups, F(3, 724) = 7.64, p< .001.
Also, effect size calculations demonstrated that age had a non-negligible effect on
burnout, with estimates ranging between .009 and .027. Table 4.4 presents the
respective ANOVA results.

Table 4.4

Difference in the Burnout Level of the Participants Regarding Age

BRNT

Descriptive Statistics ANOVA

N M SD df F p

21-30 79 2.9080 0.56849  Between Groups 3 7.641 0.000
31-40 357 2.9209 0.65054  Within Groups 724
41-50 200 2.7212 0.68077  Total 727
Over 51 92 2.6247 0.64121
Total 728 2.8272 0.65843
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Additionally, Tukey’s HSD post hoc was conducted to examine the effect of age on
teacher burnout levels. The results revealed significant differences between certain age
groups. Accordingly, teachers aged 21-30 reported significantly higher burnout levels
compared to those over 51 (M= 0.283, SE= 0.100, p= .024. Teachers aged 31-40 also
exhibited significantly higher burnout levels compared to those 41-50 (M= 0.200, SE=
0.057, p=.003) and those over 51 (M= 0.296, SE= 0.076, p = .001).

Conversely, teachers over 51 demonstrated significantly lower burnout levels than both
the 21-30 (M=-0.283, SE= 0.100, p= .024) and 31-40 (M= -0.296, SE= 0.076, p=.001)
age groups. Finally, no significant differences in burnout levels were observed between
the 41-50 and over 51 age groups (p> .05). Table 4.5 presents the respective
comparison results.

Table 4.5

Multiple Comparisons

Age _Mean Std. 95% Confidence Interval

m @) le{:a_zte)nce Error P Lower Bound  Upper Bound
31-40 -0.01287  0.08077  0.999 -0.2208 0.1951
21-30 41-50 0.18687 0.08632 0.134 -0.0354 0.4091
Over51  .28336" 0.09964  0.024 0.0268 0.5399
21-30 0.01287 0.08077  0.999 -0.1951 0.2208
31-40 41-50 .19973" 0.05737  0.003 0.0520 0.3475
Tukey’s Over51  .29623°  0.07595  0.001 0.1007 0.4918
HSD 21-30 -0.18687  0.08632 0.134 -0.4091 0.0354
41-50 31-40 -.19973" 0.05737  0.003 -0.3475 -0.0520
Over51  0.09650 0.08183  0.640 -0.1142 0.3072
21-30 -.28336" 0.09964 0.024 -0.5399 -0.0268
Over51  31-40 -.29623" 0.07595  0.001 -0.4918 -0.1007
41-50 -0.09650  0.08183  0.640 -0.3072 0.1142

* The mean difference is significant at the 0.05 level.

To summarise, these findings indicate that age significantly influences burnout levels
among teachers, with younger educators experiencing higher levels of burnout
compared to their older counterparts, although the practical impact of this difference

remains modest.
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4.1.2.3. Educational Background

ANOVA test was conducted to examine the effect of educational level on teacher
burnout levels. Firstly, Levene’s test for homogeneity of variances indicated that the

assumption of equal variances was met across groups, p=.126>05.

Descriptive statistics showed that teachers with a doctoral degree (M= 2.89, SD=2.89, n
= 290) reported slightly higher burnout levels than those with a master's degree (M=
2.81, SD=2.81, n = 332) and a bachelor's degree (= 2.73, SD= 2.73, n= 106). However,
ANOVA results indicated that there was no statistically significant difference in burnout
levels among teachers with different educational qualifications, F(2, 725)= 2.55, p=
.079. Table 4.6 presents the respective ANOVA results.

Table 4.6

Difference in the Burnout Level of the Participants Regarding Educational Background

BRNT
Descriptive Statistics ANOVA
N M SD df F p
Bachelor's 106  2.7261 2.72610  Between Groups 2 2545  0.079
Master's 332 2.8083 2.80830  Within Groups 725
Doctoral 290  2.8858 2.88580  Total 727
Total 728  2.8272 2.82720

These findings suggest that while there may be some variation in burnout levels among

the groups, the differences are not substantial enough to indicate a systematic effect.
4.1.2.4. Undergraduate Majors

ANOVA test was conducted to examine the effect of undergraduate majors on teacher
burnout levels. First, Levene’s test for homogeneity of variances indicated that the

assumption of equal variances was met, with p-values above, 0.647, p>0.05.

Descriptive statistics demonstrated that burnout levels were relatively similar across
groups, with English Language Teaching/Education teachers reporting the highest
burnout levels (M= 2.84, SD= 0.66, n= 504), followed by English Literature (M= 2.82,
SD= 0.64, n= 149), Linguistics (M= 2.81, SD= 0.57, n= 17), American Culture (M=
2.75, SD=0.69, n= 27), and Translation and Interpretation (M= 2.72, SD= 0.68, n= 31).
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In line with the descriptives, ANOVA results showed no significant difference in
burnout levels among teachers from different academic backgrounds, F(4, 723)= 0.39,
p=.818. Table 4.7 shows the related ANOVA results.

Table 4.7

Difference in the Burnout Level of the Participants Regarding Undergraduate Majors

BRNT
Descriptive Statistics ANOVA
N M SD df F p

American Culture 27 27451 068570 CoWeen 4 0387 0.818

Groups
English Literature 149 28196 064338 Within 793

Groups
Linguistics 17 28131 056774  Total 727
English Language
Teaching/Education 504 28412 0.66428
Translation and Interpretation 31 27163 0.68079
Total 728 2.8272  0.65843

The findings suggest that teachers' burnout levels do not significantly vary based on

their academic discipline.
4.1.2.5. Teaching Experience

ANOVA test was conducted to examine the effect of teaching experience on teacher
burnout levels. To begin with, Levene’s test for homogeneity of variances confirmed

that the assumption of equal variances was met, with p-values exceeding .698, p>0.05.

Descriptive statistics indicated that teachers with 1-5 years of experience reported the
highest burnout levels (M= 2.93, S = 0.63, n= 54), followed by those with 11-15 years
(M= 2.89, SD= 0.65, n= 243), 6-10 years (M= 2.88, SD= 0.69, n= 96), less than one
year (M= 2.89, SD=0.56, n=6), and more than 16 years (M= 2.75, SD= 0.65, n= 329).

ANOVA results showed no statistically significant difference in burnout levels across
different experience groups, F(4, 723) = 2.33, p=.055. Table 4.8 presents the respective
ANOVA results.
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Table 4.8

Difference in the Burnout Level of the Participants Regarding Teaching Experience

BRNT
Descriptive Statistics ANOVA
N M SD df F p

Less than 1 year 6 28873  0.56281 Bgrt‘é‘fjessn 4 232 0055
1-5 years 54 2.9297 0.62633 Within Groups 723
6-10 years 96 2.8848  0.68506 Total 727
11-15 years 243 2.8806  0.65450
%gi than 16 559 27464  0.65460
Total 728 28272 0.65843

Overall, the findings suggest that while less experienced teachers tend to report higher

burnout levels, the differences across experience levels are not statistically significant.
4.1.2.6. Teaching Period at the Current Institution

ANOVA test was conducted to examine the effect of years of teaching experience on
teacher burnout levels. Levene’s test for homogeneity of variances was not significant

(p> .05), indicating that the assumption of equal variances was met.

As it is understood from descriptive statistics, teachers with 6-10 years of experience
reported the highest burnout levels (M= 2.96, SD= 0.72, n= 140), followed by those
with 0-5 years (M= 2.85, SD= 0.63, n= 218) and 11-15 years (= 2.87, SD = 0.61, n=
178). Teachers with more experience reported lower burnout levels, with those working
for 16-20 years (M= 2.70, SD= 0.65, n= 91) and the group working for more than 21
years (M= 2.64, SD= 0.67, n=101) experiencing the least burnout.

Accordingly, ANOVA results showed a statistically significant difference in burnout
levels among the groups, F(4, 723)= 4.62, p= .001. Also, effect size calculations
reinforced this conclusion, with an eta-squared value of .025, indicating that teaching

period accounts for 2.5% of the variance in burnout scores as exhibited in Table 4.9.
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Table 4.9

Difference in the Burnout Level of the Participants Regarding Teaching Period at the Current Institution

BRNT
Descriptive Statistics ANOVA
N M SD df F p

0-5 years 218 28477  0,63328 Bcfr“é‘f;s“ 4 4618 0,001
6-10 years 140 2,9620 0,71875 Within Groups 723

11-15 years 178 2,8668  0,61179 Total 727

16-20 years 01 2,6965  0,64975

%g:ﬁ than 21 101 26441  0,66517

Total 728 28272  0,65843

Additionally, multiple comparisons using Tukey’s HSD test identified significant
differences between teachers with 6-10 years at their institution and those with 16-20
years (mean difference = .26547, p= .022) and more than 21 years (mean difference =
31783, p= .002), suggesting that teachers with shorter tenures experience higher

burnout levels.

In addition, teachers with 11-15 years in their institution had significantly higher
burnout than those with more than 21 years (mean difference= .22267, p=.049) as seen
in Table 4.10.
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Table 4.10

Multiple Comparisons

Teaching Period in the Current Institution 95% Confidence
Mean Difference  Std. Interval

g 0 T o

6-10 years -0.11430 0.07061 0.486 -0.3074 0.0788

0-5 11-15 years -0.01914 0.06586 0.998 -0.1993 0.1610

years 16-20 years 0.15117 0.08137 0.341 -0.0713  0.3737

More than 21 years 0.20353 0.07848 0.073 -0.0111 0.4181

0-5 years 0.11430 0.07061 0.486 -0.0788 0.3074

6-10 11-15 years 0.09515 0.07365 0.696 -0.1063  0.2966

years 16-20 years .26547" 0.08779 0.022 0.0254  0.5055

More than 21 years .31783" 0.08512 0.002 0.0851  0.5506

0-5 years 0.01914 0.06586 0.998 -0.1610  0.1993

Tukey’s  11-15 6-10 years -0.09515 0.07365 0.696 -0.2966  0.1063

HSD years 16-20 years 0.17031 0.08402 0.254 -0.0595  0.4001

More than 21 years 22267 0.08122 0.049 0.0006 0.4448

0-5 years -0.15117 0.08137 0.341 -0.3737 0.0713

16-20 6-10 years -.26547" 0.08779 0.022 -0.5055 -0.0254

years 11-15 years -0.17031 0.08402 0.254 -0.4001  0.0595

More than 21 years 0.05236 0.09423 0.981 -0.2053 0.3101

0-5 years -0.20353 0.07848 0.073 -0.4181  0.0111

More than 6-10 years -.31783" 0.08512 0.002 -0.5506 -0.0851

21 years 11-15 years -.22267" 0.08122 0.049 -0.4448  -0.0006

16-20 years -0.05236 0.09423 0.981 -0.3101  0.2053

* The mean difference is significant at the 0.05 level

To conclude, the results suggest that teachers with fewer years of experience,

particularly those in the 6-10 year range, report higher burnout levels, while more

experienced teachers exhibit lower burnout levels.

4.1.2.7. Marital Status

An independent samples t-test was conducted to examine differences in burnout levels

between single and married teachers. A total of 21 participants who did not indicate

their marital status were excluded from the analysis. As Pallant (2020) asserted,

participants with missing data on key grouping variables (e.g., marital status) should be
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excluded from analyses including group comparisons, such as an independent samples
t-test or ANOVA tests.

Levene’s test for equality of variances was not significant, F=1.823, p=0.177, indicating
that the assumption of equal variances was met. The results of the t-test showed a
statistically significant difference in burnout levels between single and married teachers,
t(706)=3.341, p=0.001. Single teachers (M=2.9404, SD=0.69989, n=234) reported
significantly higher burnout levels compared to married teachers (M=2.7655,
SD=0.63212, n=474). Also, effect size calculations showed that marital status had a
small effect on burnout levels, with Cohen’s d=0.267 (95% CI: 0.110, 0.424), Hedges’
correction=0.267 (95% CI: 0.110, 0.424), and Glass’s delta=0.277 (95% CI: 0.119,
0.434). Table 4.11 presents the respective results.

Table 4.11

Difference in the Burnout Level of the Participants Regarding Marital Status

Descriptive  Statistics

Gender N t df p Cohen'sd
M SD

BRNT Single 234 2.9404 0.69989 3.341 706  0.001 .267
Married 474 2.7655 0.63212

To summarise, it can be concluded that single teachers experience significantly higher

burnout levels than their married counterparts.
4.1.2.8. Weekly Teaching Load

ANOVA test was conducted to examine the effect of weekly teaching load on teacher
burnout levels. Levene’s test for homogeneity of variances was not significant (p>.428),

indicating that the assumption of equal variances was met.

Descriptive statistics indicate that teachers with 21-25 hours of weekly teaching
reported the highest burnout levels (M=2.9809, SD=0.66106, n=186), followed by those
teaching 26 hours and over (M=2.9539, SD=0.73315, n=60) and 16-20 hours
(M=2.7942, SD=0.62042, n=285). Teachers with the lowest weekly teaching load (less
than 15 hours) reported the lowest burnout levels (M=2.6913, SD=0.65462, n=197).
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In line with the descriptives statistics, ANOVA results revealed a statistically significant
difference in burnout levels among teachers with different weekly teaching loads,
F(3,724)=7.343, p=0.000. Regarding effect size calculations, this conclusion was
supported, with an eta-squared value of .030, indicating that weekly teaching load
accounts for 3.0% of the variance in burnout scores. Table 4.12 presents the respective

results.

Table 4.12

Difference in the Burnout Level of the Participants Regarding Weekly Teaching Load

BRNT

Descriptive Statistics ANOVA

N M SD df F p
Less than 15 hours 197 2.6913 0.65462 gfg‘ﬁ’gi“ 3 7.343  0.000
16-20 hours 285 2.7942 0.62042 Within Groups 724
21-25 hours 186 2.9809 0.66106 Total 727
26 hours and over 60 2.9539 0.73315
Total 728 2.8272 0.65843

Multiple comparisons using Tukey’s HSD test identified significant differences between
teachers with fewer than 15 hours of teaching per week and those teaching 21-25 hours
per week (mean difference =-.28962, p <.001) and those teaching 26 hours or more per
week (mean difference =-.26267, p = .032), indicating that teachers with a heavier
weekly teaching load experienced significantly higher levels of burnout. Additionally,
significant differences were found between teachers teaching 16-20 hours per week and
those teaching 21-25 hours per week (mean difference =-.18665, p = .013), further

supporting the impact of workload on burnout.

However, comparisons involving those teaching 26 hours or more per week group did

not yield statistically significant results in some cases in Table 4.13.
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Table 4.13

Multiple Comparisons

Tukey’s HSD

Weekly Teaching Load

95% Confidence Interval

Mean Difference Std. 0

-3 Error Lower Upper

O ) (1-9) Bound Bound
16-20 hours -0.10297 0.06022 0.319 -0.2580 0.0521
kgafs than 15 51 55 hours -.28962" 0.06645 0.000 -0.4607 -0.1185
26 hours and over -.26267" 0.09584 0.032 -0.5095 -0.0159
hgffrs than 15 0.10297 0.06022 0.319 -0.0521 0.2580
16-20 hours 21-25 hours -18665" 0.06127 0013 -0.3444  -0.0289
26 hours and over -0.15970 0.09232 0.309 -0.3974 0.0780
ﬁgiis than 15 28962" 0.06645 0.000 0.1185 0.4607
21-25 hours 16-20 hours 18665" 0.06127 0.013 0.0289 0.3444
26 hours and over 0.02694 0.09650 0.992 -0.2215 0.2754
rlqusrs than 15 26267" 0.09584 0.032 0.0159 0.5095
26 hours and over ;¢ o e 0.15970 0.09232 0.309 -0.0780 0.3974
21-25 hours -0.02694 0.09650 0.992 -0.2754 0.2215

*The mean difference is significant at the 0.05 level.

Overall, the results suggest that teachers with heavier teaching loads experience higher

burnout levels, with those teaching 21-25 hours per week reporting the highest burnout.

The significant ANOVA results indicate that weekly teaching load plays a meaningful

role in influencing burnout among teachers.

4.1.2.9. Type of Institution

An independent samples t-test was conducted to examine differences in burnout levels

between teachers working at state and foundation institutions. A total of 20 participants

who did not indicate their institution were excluded from the analysis based upon

Pallant’s assertion (2020). Levene’s test for equality of variances was not significant

(p>.05), indicating that the assumption of equal variances was met. The independent

samples t-test results showed no statistically significant difference in burnout levels,
t(726)=-0.41, p=0.68, between state university teachers (M=2.8154, SD=0.64819,
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n=535) and foundation university teachers (M=2.8478, SD=0.69644, n=173) as seen in
Table 4.14.

Table 4.14

Difference in the Burnout Level of the Participants Regarding the Type of Institution

Descriptive Statistics

Type of Institution N M D df p
State 535 2.8154 0.64819 -0.41 726 0.68
BRNT .
Foundation 173 2.8478 0.69644

To conclude, the results suggest that there is no meaningful difference in burnout levels

between teachers working at state and foundation universities.
4.1.2.10. Administrative Responsibilities

An independent samples t-test was conducted to examine the differences in burnout
levels between participants who answered "Yes" and "No" to the administrative
responsibilities-related question. A total of 20 participants who did not indicate their
administrative responsibilities were excluded from the analysis as Pallant (2020)
suggested. Levene’s test for equality of variances was not significant (p>.05), indicating
that the assumption of equal variances was met. The independent samples t-test results
showed no statistically significant difference t(726)=-1.336, p=0.182 in burnout levels
between those who answered "No0"(M=2.8444, SD=0.65494, n=513) and those who
answered "Yes" (M=2.7679, SD=0.67149, n=195) (Table 4.15).

Table 4.15

Difference in the Burnout Level of the Participants Regarding Administrative Responsibilities

Descriptive  Statistics

Administrative Responsibilities N df p
M SD
Yes 195 2.7679 0.67149  -1.336 726 0.182
BRNT
No 513 2.8444 0.65494

The findings suggest that administrative responsibilities do not significantly impact
burnout levels among participants. While those who answered "No™ exhibited slightly
higher burnout scores, the difference was neither statistically nor practically

meaningful.
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4.1.2.11. Region

ANOVA test was conducted to examine the differences in burnout levels across
different geographical regions. As Pallant (2020) advised, a total of 24 participants who
did not indicate their region were excluded from the analysis. Descriptive statistics
indicate that burnout levels varied slightly across regions. The highest mean burnout
levels were observed in the Aegean region (M=2.9779, SD=0.59023, n=76) and the
Black Sea region (M=2.8991, SD=0.59089, n=102), while the lowest mean was
recorded in the Marmara region (M=2.7426, SD=0.64521, n=206). Burnout levels in
other regions were as follows: Central Anatolia (M=2.8262, SD=0.74841, n=175),
Mediterranean (M=2.7796, SD=0.61896,n=71), Eastern Anatolia (M=2.7896,
SD=0.72398, n=46), and Southeastern Anatolia (M=2.8351, SD=0.54193, n=28). The

overall burnout mean across all regions was M=2.8219, SD=0.66026, n=704.

Due to violations of the assumption of homogeneity of variances, as indicated by
Levene’s test, a Welch’s ANOVA was computed instead of a standard one-way
ANOVA. Welch’s test is generally preferred when the variances of two tested means
from independent populations are not equal and it is not only simple to use but also
provides accurate control of the Type | error (Lu & Yuan, 2010). Accordingly, the
Welch’s ANOVA result was not statistically significant, F(6,183.117)=1.728, p=0.117,
indicating that burnout levels did not significantly differ across regions. In line with the
non-significant results, effect size was n> = .013, indicating a small effect size. Table
4.16 presents the descriptive and Welch ANOVA results.

Table 4.16

Difference in the Burnout Level of the Participants Regarding Region

Region
Descriptive  Statistics Welch
N M SD Statistict  dfl df2 p

Marmara 206 2.7426 0.64521 1.728 6 183.117 0.117
Agean 76 2.9779 0.59023

Black Sea 102 2.8991 0.59089

Central Anatolia 175 2.8262 0.74841

Mediterranean 71 2.7796 0.61896

Eastern Anatolia 46 2.7896 0.72398

Southeastern Anatolia 28 2.8351 0.54193

Total 704 2.8219 0.66026
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The use of Welch’s ANOVA ensured that the analysis remained valid despite potential
differences in group variances, reinforcing confidence in the conclusion that burnout

levels are relatively consistent across regions.

Lastly, the demographic variables including gender, age, teaching period at the current
institution, marital status and weekly teaching load exert a measurable influence on

English language teacher burnout in the ELT context in Turkiye.
4.1.3. RQ3: What are the factors that lead to burnout among EFL teachers?

To address the third question, quantitative data and qualitative data were meticuluously
examined. Through quantitative data analysis, six influential factors affecting EFL
teachers were identified via SPSS: Teaching Disillusionment, Workload Affliction,
Academic Oppression, Learner Alienation, Work-home Collision, and Colleague
Disaffection. Additionally, a content analysis of semi-structured interviews with
eighteen volunteer EFL teachers revealed five major themes via MAXQDA by
representing their frequencies to show the occurrences throughout interviews about the
factors influencing burnout levels. These themes include Academic Pressure (f=50),
Affective Distress (f=65), Professional Solitude (f=48), Career Marginalization (f=101),
Psychosomatic Indicators (f=71), and Learner Isolation (f=24). These are further
detailed below:

Factor 1 (Teaching Disillusionment)

This factor includes items related to feelings of apathy, reluctance, and doubting the
value of teaching English. Teachers, for instance, experience feelings of boredom (ltem
10), reluctance (Item 8), overwhelm (Item 11), and doubt the meaning of their work
(Item 24). A lack of drive and a wish to quit the field are signs of disillusionment (Item
21). This factor points to a basic mismatch between teachers' personal and professional

roles, which might result in burnout and a decrease in motivation.
Factor 2 (Workload Affliction)

Emotional and physical exertions brought on by an excessive workload are highlighted
initems within Factor 2. Teachers report feeling weary (Item 1), tense (ltem 2), and
anxious (Item 6). Due to multitasking and additional responsibilities beyond teaching
(Item 15), they also suffer from health problems (Item 5) and mental fatigue (Item 7).
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According to this, burnout is significantly influenced by heavy workloads and the stress
of balancing multiple tasks.

Factor 3 (Academic Oppression)

The third factor, Academic Oppression, involves items that highlight the difficulties
teachers encounter in their academic tasks. These items include the lack of support
(Item 42), the overwhelming search for funding (Item 41), and the challenges with
changing standards (Item 43). A feeling of oppression and discouragement is also a
contributing factor to the difficulties of gaining academic tenure in Tirkiye (Item 44),

which intensifies burnout.
Factor 4 (Learner Alienation)

Items pertaining to this factor show how teachers struggle with student engagement and
attitudes. Examples of factors that contribute to teachers feeling demotivated include the
tendency of students to speak Turkish in English classes (Item 34), negative attitudes
toward English (Item 33), and a lack of interest in culture (Item 37). Teachers may feel
detached and inefficient as a result of this alienation from their students’ learning

processes, which can eventually lead to burnout.
Factor 5 (Work-home Collision)

This factor explains how work and personal life collide. Finding time to spend with
family is difficult (Item 52), and teachers feel that they are obsessed with work even at
home (Item 51), and home responsibilities are ignored due to work (Item 50). Burnout
is exacerbated by job demands that spill over into personal life, as evidenced by the

incapacity to partake in desired activities after work (Item 49).
Factor 6 (Colleague Disaffection)

Items in Factor 6 represent unfavorable interactions with colleagues and perceived lack
of support. Teachers experience depression in interactions (Item 29), disappointment in
the attitudes of their colleagues (Item 31), and a lack of assistance from administrators
when dealing with health issues (Iltem 32). Teacher burnout is further exacerbated by

these damaged professional relationships and feelings of isolation (Item 13).

EFL teacher burnout is evidently multifaceted, resulting from a confluence of factors

such as disillusionment with teaching, excessive workloads, academic pressures,
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difficulties with student engagement, conflicts between work and personal life, and
unfavorable relationships with colleagues, as evidenced by the analysis of these factors

and items.

To further address the Research Question 3, qualitative data from interviews were
analyzed in MAXQDA, offering an in-depth view of teachers' personal experiences and
perceptions. These interviews illuminate the lived experiences of English language
teachers at the tertiary level, indicating the personal, behavioral, psychological,
emotional, cognitive, physical, and social aspects of burnout. In response to this
question through this analysis, five key themes Academic Pressure, Affective Distress,
Professional Solitude, Career Marginalization, and Learner Isolation were revealed.
These themes examine different aspects of burnout among EFL teachers. This combined
approach of statistical trends and qualitative insights provided a comprehensive
understanding of burnout factors, aligning with the theoretical frameworks in Appendix
6.Table 4.17 illustrates the development of these themes throughout analysis as follows:

Table 4.17

List of main themes in interview analysis

No Theme Frequency
1. Academic Pressure =50

2. Affective Distress =65

3. Professional Solitude f=48

4, Career Marginalization f=101

5. Learner Isolation f=24

Out of seven themes that arose from the semi-structured interview analysis, the first five
themes answered the third research question and Academic Pressure was Theme 1. This
theme covers two categories with two frequent codes.The categories under this theme
were Academic and Professional Factors (f=32) and Social and Environmental Factors
(f=18).
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Figure 4.1
Theme 1: Academic Pressure
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Incorporating categories under Theme 1 Academic Pressure is represented in Figure

4.2:

Figure 4.2

Distribution of factors contributing to Academic Pressure

ACADEMIC PRESSURE

ACADEMIC AND PROFESSIONAL FACTORS 64% (32)

SOCIAL AND ENVIRONMENTAL FACTORS 36% (18)

0% 7% 14% 21% 28% 35% 42% 49% 56% 63% 70%

As seen in Figure 4.2, two frequent categories Academic and Professional Factors and

Social and Environmental Factors are involved in Theme 1. Category 1 Academic and

Professional Factors and recurring codes are shown in Table 4.18 below:
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Table 4.18
Category 1 and Recurring Codes (Theme 1)

Category 1 Frequency

Academic and Professional Factors f=32
1 Increased Workload f=5
2 Inequality in Task Distribution f=3
3 Tasks Beyond Job Description f=3
4 Last-minute Tasks f=3
5 Excessive Teaching Load f=2
6 Excessive Job Responsibilities f=2
7 Unplanned Work Processes f=2
8 Research Activities f=1
9 Inequity in Course Distribution f=1
10 Insufficient Number of Staff f=1
11 Inflexible Work Flows f=1
12 Paperwork Overload f=1
13 Sudden Changes in Workday Flow f=1
14 Mandatory Service Load f=1
15 Inability to Foster Collaborative Work f=1
16 Mandatory Use of Standardized Teaching Materials f=1
17 Administrative Responsibilities f=1
18 Pressure From Supervisors and Colleagues f=1
19 Time Constraints f=1

The examination of Theme 1 Academic Pressure indicated that EFL teachers dealt with
a lot of stress because of academic and professional factors and social and
environmental factors. Common sources of stress in the academic and professional
spheres mainly included Increased Workload, Inequality in Task Distribution, Tasks
beyond Job Description, Last-minute Tasks, Excessive Teaching Load, Excessive Job
Responsibilities and Unplanned Work Processes. These indicators pointed to the
possibility that teachers frequently felt overburdened by the quantity and complexity of
their work, which could result in burnout and a lack of job satisfaction and all these
findings could be understood from the statements of the participants related to increased
workload:

“Oraya posta gondermek, buradan bilgi almaya gayret etmek, meslektaslarmizla ekip

icerisinde ¢alismaniz gerekiyorsa bu tarz islerde, onlarmn is isleyisindeki disiplinsizliginin

getirdigi ekstra bir yiik ve bununla birlikte mesela giinii kapatiyorsunuz, giini
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kapattiginizda doniip sdyle diyorsunuz, Ben bugiin meslegim adina ne yaptim? Higbir sey
yapmadim. Ve bunun yogunlugunun arttigi zamanlarda artik kendi mesleginizle ilgili
olmasi gereken kisimlara da yetemediginizi hissediyorsunuz ve bu sizi tiikenmislige dogru

gotarayor.”

Sending mail there, trying to get information from here, if you have to work as a team with
your colleagues in such tasks, there is an extra burden brought by their indiscipline in the
way they work, and along with that, for example, you end the day, when you close the day
you turn around and say, “What did I do in the name of my profession today?” I didn't do
anything. And when the intensity of this increases, you feel that you can no longer handle

the parts that should be related to your own profession, and this leads you to burnout.
(Eastern Anatolia, Meva)

“Fark ediyordum. Sinifa girdigimde egleniyordum, o eglendigim zaman. Ama iste
tilkenmislik daha ig yiikiinden oldugunu disiiniiyorum. En azindan benim contextim igin

boyleydi.”

I used to notice. When | entered into the classroom, | was enjoying myself. However, |
believe that workload was a bigger factor in workplace burnout. That was true for my

context, at least.
(Marmara, Ece)

Apart from these, the participants underlined that there was Inequality in Task or

Course Distribution especially at the beginning of the terms:

“Eyliil ayinda bir patlama yasiyoruz. Cilinkii bizim asil sorunumuz ders gorevlendirmeleri.
Biz mobbing'in de en yaygin kullanimi bu ders gorevlendirmeleri ile yapiliyor. Simdi boyle

olunca Eyliil'deki gérevlendirme biraz canimizi sikabiliyor.”

We are experiencing an explosion in September. Because our main problem is course
assignments. The most common use of mobbing is made with these course assignments.

Now, when this is the case, the assignment in September can be a little annoying for us.
(Central Anatolia, Birhan)

“Mesela bir gorev dagilimi yapildiginda o zaman kesinlikle artiyor. Ciinkii o gorev
dagiliminin iste hakkaniyetli bir sekilde yapilmadigini gordiigimde kendimi daha da

tilkkenmis hissediyorum.”

For example, when a task distribution is made, it definitely increases. Because when | see

that the task distribution is not done fairly at work, | feel even more exhausted.

(Black Sea, Mercan)
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Tasks beyond Job Description had a great impact on the burnout levels of EFL teachers
as emphasized by the participants:

“Tiikenmiglik hissi yaratan seyler az dnce de sdyledigim gibi gorev taniminizin digina ¢ikan
ama gorevinizin isinizin bir par¢asiymig gibi gosterilen ve onun bir parcasi gibi gosterildigi
icin de ona ¢ok fazla emek harcamak zorunda kaldiginiz ve maalesef kendi goreviniz,
mesleginizin tanim igerisinde olan seylerden uzaklasmak zorunda kaldiginiz ve hatta
oralardan uzaklastiginiz i¢in oralarda bile kendinizi yetersiz hissetmenize sebebiyet veren
isler aslinda.Ders yiikiimiin ¢ok yogun oldugu bir donem vardi. Mesela o donemdeki,
inanin yasadigim sey tiikenmislikti anlatamam yani. Ciinkii ¢ok ciddi ders yiikiiniiz var, art

bir de evrak isleri var.”

Things that create a feeling of burnout, as | mentioned before, are tasks that go beyond your
job description but are shown as if they are a part of your job and because they are shown
as a part of your job, you have to put a lot of effort into it and unfortunately you have to
distance yourself from things that are within the definition of your own job and profession
and even because you distance yourself from those places, you make yourself feel
inadequate even there. There was a period when my course load was very heavy. For
example, I can't tell you what | experienced during that period, believe me, | was burnout.

Because you have a very serious course load, plus there is paperwork.
(Eastern Anatolia, Meva)
From the participant’s remarks, it was understood that Last-minute Tasks caused
discomfort and stress. Such tasks usually led to effects such as being caught unprepared

and disruption of work planning. The participants stated that Last-minute Tasks

negatively affected their job satisfaction increasing their stress level:

“Son dakika islerinden ¢ok hoslanmam. Bu anlamda da iste bu tarz boyle son dakika
islemleri ¢iktiginda ki oluyor ister istemez oluyor ama bu da yine benim ¢ok sevdigim bir

sey degil.”

I don't really like last minute tasks. In that sense, when last minute tasks like this come up,

and they inevitably happen, but that's not something I like very much either.
(Eastern Anatolia, llke)

“Bana tamamiyla kendi fikrimiz sorulmadan, empati yapilmadan cat “bunu soyliiyoruz,

yapacaksin” denildigi zaman ben sinir oluyorum.”

When they suddenly say “We say this and you are going to do that” without asking for our

opinion or showing any empathy, I get angry.

(Eastern Anatolia, Oncu)
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According to the participants, Unplanned Work Processes caused fatigue and increased
job intensity. Unplanned and severe workload was identified as a frequent occurrence in
the participant's professional life, and it was stressed that this condition was one of the
reasons for the formation of burnout:

“Dolayisiyla hani genelde bu tarz bir yogunluk, bu plansiz yogunluk ki ben mesela bunu

¢ok yasiyorum. Belki de tiikenmiglik problemlerinden birisi. Sebepleri de genelde net bir

plan olmayis1 veya ortak is birligi icerisinde ¢aligma ortaminin yiiriitiilmemesi.”

So generally, this kind of intensity, this unplanned workload, which | experience a lot.
Maybe it's one of the burnout problems. The reasons for this are usually the lack of a clear

plan or the absence of a collaborative work environment.

(Eastern Anatolia, 1lke)
Excessive Job Responsibilities also forced the participants to manage the time:

“Yani ¢ok zar zor yapiyorum ve zaman agisindan sikint1 yagiyorum.”
I am barely managing, and I’'m having trouble with time constraints.

(Mediterranean, Suden)

Moreover, the other codes stated by the participants represented several variables
forming the theme of Academic Pressure, emphasizing the multifaceted challenges
faced by academic personnel. Research Activities created burnout for the participant
Erkut:

“Benim tilkenmisgligim ¢ogunlukla zaten arastirma kaynakli oluyor.”
My burnout is mostly research-related tasks.

(Black Sea, Erkut)

Inequity in Course Distribution and Insufficient Number of Staff showed systemic
inequalities that placed an uneven strain on individuals, aggravating stress and lowering
the quality of teaching and research outputs:

“Son iki yilda bizim kurumumuzda bu bizce adil olmayan bir dagitim, dagilim o bir ders

gorevlendirmesi, derslerin esit dagitilmamasi, bir¢ok kriterin gdziine bulundurulmadan

biraz rastlantisal dagitim yapilmasi bizim biraz canimizi sikiyor.”

In our institution, in the last two years, we find this to be an unfair distribution, the
distribution is a course assignment, the courses are not distributed equally, the distribution
is made somewhat randomly without taking into account many criteria, which bothers us a
little.
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(Eastern Anatolia, Birhan)

“Yani tiniversite agisindan baktigimizda 6zellikle bizim gibi kiigiik capli iliniversitelerde
personel eksikligi ¢ok oluyor. Bu bir sorun. Ve bu ¢aligma potansiyelini ve ¢iktilart da

dogru olarak etkiliyor bence.”

When we look at it from the perspective of the university, especially in small universities
like ours, there is a lot of staff shortage. This is a problem. And I think this directly affects

the work potential and outputs.

(Mediterranean, Suden)

Similarly, Inflexible Work Flows and Paperwork Overload inhibited creativity and

efficiency, leading to employee discontent. As evidenced by the fact that one teacher

expressed dissatisfaction with Inflexible Work Flows and another stressed Paperwork

Overload:

“Ancak sizin teknolojik imkanlardan faydalanmanizi engelleyen, yeni bir sey denemenize
engel olan, alternatiflerle ¢alismaniza engel olan, farkli yaklasimlart degerlendirmenizi

destekleyecek bir yap1 yoksa Ingilizce 6gretmek zor.”

However, it is difficult to teach English if there is no structure that prevents you from
taking advantage of technological opportunities, trying something new, working with

alternatives, and to support you in evaluating different approaches.
(Black Sea, Omay)

“Bana ne katkisi olacak? Ya da kurumsal anlamda da inanin bunu diisiiniiyorsunuz,
sorguluyorsunuz. Ne tiir bir katkis1 olacak? Yani gereksiz yere bir takim evrak isleriyle
ugrasmanin getirdigi bir artik diyorsun ki hayir ve bu maalesef mesleginizden de sizi

uzaklastiriyor.”

What contribution will it bring to me? Or believe me, you are thinking about this and
questioning it in an institutional sense. What kind of contribution will it make? | mean, you
are saying no, it is a waste of dealing with unnecessary paperwork, and unfortunately this

also distances you from your profession.

(Eastern Anatolia, Meva)

With the constant increase in workload without any additional support, the result

showed that rising workload was a significant source of stress and that was consistent

with the experiences of other teachers. The Impact of Sudden Changes in Workday

Flowand Mandatory Service Load for teachers at tertiary level emphasized the

unpredictability and demands of academic employment, disrupting time management
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and work—life balance.The participants highlighted how much they were influenced

negatively:

“Ve o son dakika isleri gelince hop sizin is dncesinde yaptiginiz tiim planlar bir kenarda.
Ve siz iste anlik bir toplantiya belki dahil olmak zorundasmiz ya da anlik bir ig akis1 geldi
ve onun igerisine dahil olmak zorundasimiz. Tabii bu dogal olarak bir motivasyon kayb1

yarattyor.”

And when those last minute tasks come up, all the plans you made before work are put
aside. And you have to be involved in a spontaneous meeting at work or a sudden work
flow has come and you have to be involved in it. Of course, this naturally creates a loss of

motivation.
(Eastern Anatolia, Meva)

“Dolayisiyla artik ekstra bir hizmet, mecbur hizmet yiikiiniin altina girmek istemiyorum.

Bu arada o da tiikenmisligini tetikleyen sebeplerden bir tanesi.”

Therefore, 1 no longer want to take on the burden of an extra service or a mandatory

service. By the way, this is also one of the reasons that trigger burnout.

(Black Sea, Erkut)

The Inability to Foster Collaborative Work, as well as the Mandatory Use of

Standardized Teaching Materials, pointed to an atmosphere that limited professional

autonomy and discouraged innovation, both of which were essential for academic

fulfillment

and advancement. The participants mentioned about the reasons for the

obstacles in their professional lives:

“Sebepleri de genelde net bir plan olmayist veya ortak is birligi igerisinde caligma

ortaminin yiiriitiilmemesi.”

The reasons are usually the lack of a clear plan or the failure of a collaborative work

environment.
(Eastern Anatolia, llke)

“Grup liderlerinin hazirladigi alistirmalar  disinda baska alistirmalar  vermemizi

istemiyorlar.”
The group leaders do not want us to give exercises other than those prepared by them.

(Marmara, Ozgu)

Administrative Duties and Pressure from Supervisors and Colleagues added levels of

accountability and interpersonal strain, creating a difficult environment for handling
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professional relationships. The participants experienced the challenges after having
responsibilities and faced with problems at work with their colleagues:
“Clinkii dekan yardimcist iken her giiniim eziyet oluyordu, dyle sdyleyeyim size.”
Let me tell you. Because while | was the vice dean, everyday was a torment.
(Black Sea, Erkut)
“Yukaridan ayr bir baski var. Calisma arkadaglarinizdan ayri bir baski var.”

There is separate pressure from above (authorities), and there is separate pressure from your

colleagues.
(Marmara, Ozgu)
Finally, Time Constraints appeared as a prevalent concern, reducing employees’ ability
to participate completely in their work and pursue possibilities for advancement as
implied by the participant:
“Zaman yonetimi 6zellikle. Zamanin yetmemesi, yettirme.”
Time management, especially. The lack of time and trying to make it sufficient.
(Black Sea, Erkut)
Collectively, these codes portrait a complete picture of academic pressure, which is
caused by both academic and professional factors that impede academic professionals’

well-being and productivity and the participants’ statements eloquently capture the

academic and professional difficulties that EFL teachers must deal with.

Category 2 is related to Social and Environmental Factors and the codes are listed in
Table 4.19:

Table 4.19
Category 2 and Recurring Codes (Theme 1)

Category 2 Frequency
Social and Environmental Factors f=18

1  Reduction in Social Interactions f=4

2 Institutional Attitude towards Teachers f=2

3 Issues with Available Equipment and Resources f=2

4 Environmental Factors f=1

5  Disparities between Public and Private Institutions f=1

6  Comparative Peer Evaluation f=1
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7 Issues within the Education System f=1

8  Unfavorable Physical Environment f=1
9  Physical Infrastructure f=1
10 Interpersonal Conflicts in Professional Relationships f=1
11  Problems within Organizational Structures f=1
12 Systemic Failures f=1
13 Presence of Changing Students f=1
14 Institutional Management f=1

The codes for Social and Environmental Factors shed light on the external and
institutional obstacles causing academic pressures among teachers. Reduction in Social
Interactions emphasized the decline in meaningful ties among coworkers, which could
contribute to feelings of isolation and low motivation. Participants llke and Burce
shortly summarized this:
“Bu anlamda hani fiziksel ve psikolojik olmanmn yani sira aslinda sosyal olarak da
iligkilerimizi de etkiliyor.”
In this sense, it affects our relationships not only physically and psychologically but also
socially.

(Eastern Anatolia, llke)

“Doénem donem bir tik agresiflestiriyor olabilir bu durum beni. Yani sosyal ¢evremde,

mesela ig digindan tanidigim arkadaslarimla olan iletisimimi etkiliyor.”

This situation could make me a bit aggressive from time to time. In other words, it affects

my communication with my social circle, for example, with friends | know outside of work.

(Marmara, Burce)

The Institutional Attitude Towards Teachers and Issues with Available Equipment and
Resources revealed systemic flaws, where a lack of support and inadequate resources
impeded teachers' capacity to fulfill their responsibilities successfully and increased
their burnout as underlined by the participants Sezgi and Mercan:

“Yani tilkenmigligi daha ¢ok aslinda bence belki kurumlarin 6gretmenlere olan tavri ve

bakis ag¢is1 bunu tetikleyen bir unsur, en Onemlisi. Bazi kurumlarda maalesef boyle

davraniliyor. Bu bana tiikenmislik hissettiriyordu.”

So, | think burnout is mostly triggered by the attitude and perspective of institutions
towards teachers; maybe it is the most important factor. Unfortunately, this is how some

institutions behave. This made me feel burnout.
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(Marmara, Sezgi)

“Mesela bu da tiikenmisligin bir sebebi. Yani olabilecek bir seyin kurumlardan, ¢ok basit
seylerden mahrum birakilmamiz. Ayni sekilde bilgisayarim da dyle. Yani agilmasi 10

dakika surtiyor.”

For example, this is also a reason for burnout. In other words, we are deprived of something
that could happen, from institutions, from very simple things. The same goes for my

computer. In other words, it takes 10 minutes to open.
(Black Sea, Mercan)

Environmental Factors and Unfavorable Physical Environment highlighted how
teachers’ comfort and productivity were impacted by the physical and situational
contexts in which they worked. Further, the Disparities between Public and Private
Institutions demonstrated unequal resource allocation and support, which frequently
resulted in a sense of unfairness among educators. Comparative Peer Evaluation and
Interpersonal Conflicts in Professional Relationships pointed to the competitive and
occasionally contentious nature of professional interactions, causing stress. lIssues
within the Education System and Problems within Organizational Structures showed
systemic inefficiencies that disrupted smooth operations and yielded in frustration
among teachers.

Furthermore, Systemic Failures,encompassing Institutional Management, represented
more extensive organizational shortcomings that impacted the general operation and
contentment of the learning environment. The Presence of Changing Students denoted
the need for constant adjustments to teaching strategies, further adding to workload and
stress even more. Physical Infrastructure and other relevant variables showed how

insufficient facilities could pose a major obstacle to efficient instruction and learning.

The intricate web of institutional, social, and environmental elements that made up the
demanding work environment for teachers was generally highlighted by these codes.
Together, these variables had an adverse effect on teachers’ well-being and jeopardized
educational institutions’ general productivity and efficiency. Concerns were raised by
participants on the decline in social interactions from a social and environmental

perspective.
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The quotes by the participants emphasized the complexity of academic pressure and the
urgent need for institutional reforms that supported social and environmental well-being

in addition to professional demands.

From the semi-structured interview analysis, Affective Distress (fF=54) was Theme 2.

Figure 4.3

Theme 2: Affective Distress

AFFECTIVE DISTRESS

Feeling Burnout
=Feeling Tired and Unhappy After Work
=Adverse Feelings
=Emotional Tense
= Experiencing Periodic Burnout
Y =Low Motivation in the Second Term
Emotional Dysregulation

=Feeling Psychologically Unresilient

=Negative Impact of Classroom Environment on Emotional Resilience
=Shouting Loudly due to Decreased Endurance

é S =Distancing

Work-Home Balance

=Detrimental Impact of Workplace Responsibilities

= Insufficient Family Time Caused by Work Demands

Among the three categories covered by this theme, Feeling Burnout (f=22, Emotional
Dysregulation (f=17), and Work-Home Balance (f=15) are the categories that are

included in this theme. Figure 4.4 provides an illustration of the Theme 2 categories:

Figure 4.4

Distribution of factors contributing to Affective Distress

AFFECTIVE DISTRESS

Work-Home Balance 28 %

Emotional ysregulason 1%
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Theme 2 Affective Distress depicting three major aspects contributing to emotional
strain in individuals includes Feeling Burnout, Emotional Dysregulation, and Work-life

Balance.

The most significant category was Feeling Burnout, indicating a widespread sensation
of tiredness and stress. Emotional Dysregulation suggested that a significant number of
participants struggled to sustain mental fortitude in the face of adversity. Finally, Work-
Home Balance was another category which stated that balancing professional and
personal duties was a prevalent source of stress. Together, these indicators provided a
clear picture of the affective suffering experienced, emphasizing the significance of
treating emotional well-being in both professional and personal contexts.

The qualitative analysis presenting three categories of Theme 2 are listed with several
codes that detail teachers’ personal experiences in Table 4.20:

Table 4.20

Categories and Recurring Codes (Theme 2)

Category 1 Frequency Category 2 Frequency Category 3 Frequency
Feeling f=22 Emotlonal_ f=17 Work-Home f=15
Burnout Dysregulation Balance
1 Feeling Tired Negative  Impact of Detrimental Impact
and Unhappy f=8 Classroom Environment f=3 of Workplace =14
after Work - on Emotional Resilience - Responsibilities on -
Home Life
2 Adverse Feeling Psychologically Insufficient Family
Feelings f=3 Unresilient f=2  Time Caused by f=1
Work Demands
3 Emotional Tense _ Shouting Loudly due to _
f=3 f=2
Decreased Endurance
4 Experiencing Distancing
Periodic f=2 f=1
Burnout
5 Workload Inability to Maintain
Correlating With f=2 Endurance f=1
Burnout
6 Low Motivation High Effort to Balance
in The Second f=2 Endurance with External f=1
Term Motivation
7  Year-Round Emotional Avoidance
Persistent f=1 f=1
Burnout
8 High Level of Difficulty in Maintaining
Burnout during =1 Emotional Resilience =1
Mid-term  and - after Work -

End of Terms
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10

11

12

13

Inability to Preserve
Emotional Resilience in f=1
Compulsory Situations

Vulnerability Due to
Negative Student  f=1
Feedback

Striving to  Cultivate
Emotional Resilience
Through Positive
Thinking

Inability to Keep
Emotional Resilience in f=1
the last 5 years

f=1

Presence of External

Turmoil =1

The data showed that Feeling Burnout was a common concern among individuals, with

a total frequency of 22, indicating a large emotional burden associated with their work

experiences. The most notable code was Feeling Tired and Unhappy after Work, which

reflected the immediate and long-term impact of work on personal health. The

participants Meva and Oncu explained how they felt after work:

“Gittiginizde artik yorgunluk zaten, net ifade ettigimi hep sdyliiyorum, mutsuz ve yorgun
bir sekilde is sonrasinda da gelmis oluyorsunuz. Evet, yorgun geliyorum ama giinii
kapatiyorum. Yaptigim seylerden bir tanesi genellikle telefonumu artik kendimden

uzaklastirmak.”

When you go, you are already tired, | always say that | express it clearly, you come home
after work feeling unhappy and tired. Yes, | come home tired, but | end the day. One of the

things | usually do is to put my phone away from me.
(Eastern Anatolia, Meva)

“Fiziksel yorgunlugunu hissetmeden, kendini biraktiginda o yorgunlugu hissedeceksin.

Yani inanin uyusmayayim diye pantolonlu duruyorum mesela.”

You will feel tired when you let yourself go, without feeling the physical fatigue. | mean,

believe me, | wear pants so that | don't get comfortable.

(Eastern Anatolia, Oncu)

Some participants explained that they felt unwell and exhausted at work and indicated

fluctuations in daily emotional states. In addition, they experienced Adverse Feelings.

More specific cases of burnout were found, such as Experiencing Periodic Burnout and
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Feeling Tense in the Mornings at Work, indicating persistent stress patterns. The
participants Meva, Burce and Kayla presented their feelings:
“Yani bu genellikle dedigim gibi belirli zaman araliklarinda oluyor.”
So, as | mentioned, this usually happens at specific intervals.
(Eastern Anatolia, Meva)
“Bu yiizden de donem donem tiikenmis hissettigim de oluyor agikcas1.”
That's why, honestly, there are times when | feel burnt out.
(Marmara, Burce)
“Bu baglamda is 6ncesinde bir gerginlik, bir tedirginlik, bir boyle alert...”
In this context, there's a sense of tension, unease, and being on alert before work...
(Eastern Anatolia, Oncu)

“Ya ben sabah biraz aslinda gergin oluyorum. Yani her sabah ayni saatte dersin baglamasi

filan.”

I actually feel a bit tense in the mornings. I mean, the class starts at the same time every

morning and like that.

(Southeastern Anatolia, Kayla)

Less common but important factors included Decreased Motivation during Working
Hours and Low Motivation in the Second Term, which revealed motivational issues at
various stages of the work cycle as indicated by the participants:

“Ama maalesef oOzellikle dersler bagladiktan bir 15-20 dakika sonra &grencilerin
calismadigimni, hicbir sey yapmadigini, derslerin yine sadece benimle gitmek zorunda
oldugunu fark edince motivasyonum gercekten diisiiyor ve ¢ok sinirli bir insana
doniigebiliyorum. Hatta bazen abartip Ggrencilere iste ima yoluyla glizel birka¢ imada

bulunuyorum yani.”

But unfortunately, especially about 15-20 minutes after the lessons start, when | realize that
the students are not studying, are doing nothing, and that the lessons have to go only with
me, my motivation really decreases and | can become a very angry person. Sometimes |

even exaggerate and make a few nice insinuations to the students, implying things.
(Southeastern Anatolia, Ayse Nil)

“Yani 6grenci profilinin degismesi, yonetim, bir de bizim siniflarimiz ¢ok kalabalik olmaya

basladi.”
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So, the change in the student profile, the management, and our classes have also started to

become very crowded.

(Southeastern Anatolia, Kayla)

High Levels of Burnout during Midterm and End of term unveiled that specific times of
the academic calendar were more stressful for the occurrence of burnout and increased

burnout levels especially during exam periods.
“Evet, sene ortasina dogru ve bdyle sene sonuna dogru artryordu.”
Yes, it was increasing towards the middle of the year and towards the end of the year.
(Marmara, Ozgu)

“Her hafta birden fazla bir assesmentimiz oluyor, ¢ok yordu yani hani 6zellikle ikinci
donemin son yedi haftasi, yedi sekiz haftasi artik psikolojik olarak zorlanmaya basladim.

Yani motivasyonum diistii.”

We have more than one assessment every week, it was very tiring, | mean, especially the
last seven weeks, seven or eight weeks of the second semester, | started to have a hard time
psychologically. In other words, my motivation decreased.

(Marmara, Selena)

The inclusion of Year-Round Persistent Burnout emphasized the chronic nature of this
issue for certain people, implying that burnout could be a long-term as the participant
llke stated.

Another category was Emotional Dysregulation and the data demonstrated the various
difficulties people experienced in maintaining psychological endurance in their career
and home life. Key challenges included Feeling Psychologically Unresilient,the
Negative Impact of Classroom Environment on Emotional Resilience, the Presence of
External Turmoil demonstrating that both internal and environmental influences had a
major impact on resilience levels as explained by the participants:

“Yani simdi psikolojik olarak da tabii dayanikli olmak nemli ama biraz da dayaniksiz

oldum. Net bir sekilde siire¢ esnasinda ve sonrasinda ¢ok bir sekilde ben koruyamiyorum

yani kendi agimdan sdyleyebilirim.”

So now, psychologically, of course, it is important to be resilient, but | have also become
less resilient. Clearly, | cannot protect myself during and after the process, so | can say this

from my own perspective.

(Eastern Anatolia, llke)
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“Cok sinirlenip onlar1 (6grencileri) gergekten firgalayabiliyorum.”
I can get very angry and really scold them (students).

(Southeastern Anatolia, Ayse Nil)

Specific adverse conditions, such as the Adverse Effect of Work Environment on
Emotional Resilience, and reactions, such as Shouting Loudly due to Reduced
Endurance, demonstrated the strain that work-related stressors might have on
individuals.

“Mesela esime hi¢ olmadigim yerde hi¢ vermeyecegim tepkileri verebiliyorum veya iki

tane kiiciik kizima sinirlenebiliyorum, bagirabiliyorum. Ciinkii esigim bayagi bir diigmiis

yani.”

For example, | can react to my wife in a way that | would never have done in a place where
I was not around, or | can get angry and shout at my two little daughters because my
threshold has significantly dropped.

(Eastern Anatolia, Oncu)

Some individuals attempted to avoid some feelings, memories as well as internal
experiences, leading to conflicts in the relationships, which is underlined with the code
of Emotional Avoidance. In addition, there were reports of difficulties, such as the
Inability to Maintain Endurance and the Difficulty in Maintaining Emotional Resilience
after Work demonstrating that resilience was often tenuous and vulnerable to the
demands of work and life, and alluded to chronic issues in sustaining resilience over
time. High- Effort to Balance Endurance with External Motivation indicated that
resilience required continuous effort and external support.

“Cogunlukla direniyorum ama son zamanlarda direnemiyorum. Etrafimdakilerin motivasyonunu,

yani beni motive etmesiyle, biraz daha o duygu durumunu dengelemeye ¢alisiyorum yani.”

Mostly I resist but lately I have not been able to. I'm trying to balance my emotional state a little

more with the motivation of those around me, that is, their motivation.
(Mediterranean, Suden)

The third category was Work-Home Balance involving important codes such as
Detrimental Impact of Workplace Responsibilities on Home Life. Four participants, for

example, noted:
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“Ve aksam inanin 5'te eve geldigimde sdyleyeyim, ben bittim, bu giinii kapattim artik. Artt
bir de bagka seyler var derken, yani eve geldigimde bazen yemek yiyemedigim aksamlar

bile oluyordu.”

And believe me, when | got home at 5pm, let me tell you, | was done, | closed the day.
Additionally, there were other things, | mean, when | got home, there were nights when |
couldn't even eat.

(Eastern Anatolia, Meva)

“Ya dengelemeye calistyorum ama bizim iste sey yani ders yiikiimiiz agir oldugu icin

yabanci dillerde, zorlaniyorum tabii. Yani nasil derseniz olumsuz etkiliyor tabii ki.”

Well, | try to balance it, but since our workload is heavy in foreign languages, | naturally

struggle. If you ask how, it definitely affects me negatively.
(Southeastern Anatolia, Kayla)

“Isyerindeki sorumluluk 6zellikle eve tagindigi zaman, ki bizim meslekte eve ¢ok fazla
taginiyor, yiizde yiiz etkiliyor. Yani yediginiz yemekten bile hicbir sey anlamryorsunuz.

Spor yaparken bile akliniz hep mesgul. Dolayisiyla yiizde yiiz etkiliyor.”

Responsibilities at work, especially when they are brought home, which happens a lot in
our profession, it affects one hundred percent. In other words, you don't even understand
anything from the food you eat. Even when you are doing sports, your mind is always busy.
Therefore, it affects you one hundred percent.

(Black Sea, Erkut)

“Yogunluk ¢ok fazla oluyor. Hem sinav hazirliyorum, hem smav okuyorum, hem ders
anlatmaya devam ediyorum, hem 6devlendirme yapiyorum, édevleri okuyorum. O zaman

ev hayatim etkileniyor agik¢asi.”

At that point, my home life is honestly affected.The workload is overwhelming. I am
preparing for exams, grading exams, continuing to teach, assigning homework, reading

homework. Frankly, my home life is affected then.
(Marmara, Burce)

The other code affecting family life was Insufficient Family Time Caused by Work
Demands. Participant Ayse Nil highlighted the effect of work demands on their family
life, saying,

“Kesinlikle ¢ocuklarima vakit ayiramiyorum. Ben biraz igkolik biriyim.”

I definitely can't spend time with my children. I'm a bit of a workaholic.

(Southeastern Anatolia, Ayse Nil)
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Affective distress experiences among participants were often associated with burnout,
emotional resilience issues, and challenges in balancing work and home life. Overall,
the findings demonstrated the difficult and struggle to maintain emotional resilience
amid a variety of pressures, underscoring both deliberate efforts to develop resilience
and the persistent problems that undermined these efforts. The data indicated that
supportive environments and specialized treatments were required to address the unique

elements influencing emotional resilience in academic and professional contexts.

The third theme is Professional Solitude with three main categories:

Figure 4.5

Theme 3: Professional Solitude
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Theme 3 was determined to be Professional Solitude (f=48) based on the semi-
structured interview analysis. The most common codes are indicated in three main
categories of this theme. Managerial Isolation (f=18), Lack of In-Service Training
(f=16), and Absence of Social Support (f=14) are the categories that are under this
theme. Teachers' feelings of isolation are aptly captured by the term Managerial
Isolation, which arises from a lack of incentive for professional advancement, rigorous
policies, and little assistance from management. Lack of In-service Training is a
reflection of teachers' dissatisfaction with the lack of possibilities for professional
development and they frequently have to rely on since there are not many formal

training programs or funding sources. Absence of Social Support draws attention to the
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psychological strain brought on by insufficient institutional and peer support, which can
cause feelings of exclusion and alienation at work. Figure 4.6 presents the categories:

Figure 4.6

Distribution of factors contributing to Theme 3

PROFESSIONAL SOLITUDE

MANAGERIAL ISOLATION 38% (18)

LACK OF IN-SERVICE TRAINING 33% (16)
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Figure 4.6 shows the factors contributing to Theme 3 as Managerial Isolation, Lack of
In-Service Training and Absence of Social Support. Table 4.21 provides a
comprehensive overview of the categories under Theme 3 and their matching codes,
highlighting the difficulties EFL teachers faced when managing Professional Solitude.
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Table 4.21

Categories and RecurringCodes (Theme 3)

Category 1 Frequency Category 2 Frequency Category 3 Frequency
Managerlal f=18 Lack_ of_ ' In- =16 Absence of Social f=14
Isolation Service Training Support
1  Deficiency of Social Shortage of Disturbing Lack of
Support =4 Financial Support f=7 Social Support f=5
For Career
Development
2  Career-Inhibiting Limited Career Feelings of
Management f=2 Support f=4 Alienation Due To f=2
Approach Lack of Support
3 Experiencing Reliance on Self- Superficial Support
Unsettling Conflicts f=1 Development f=1 f=2
Through Books
4  Feeling of f=1 General In-Service f=1 Imposition of f=1
Worthlessness - Training Programs - Thought Sharing -
5  Permission Scarcity of Groupings in the
Enforcements =1 Institutional =1 Workplace =1
Support for Career
Development
6  Short Term =1 In-Service Training f=1 Inadequate Colleague f=1
Executive Support - Based upon Theory - Support -
7  Stigmatization Absence of In- Conflict of Interest
f=1 Service  Training f=1 Among Colleagues f=1
Programs
8 Communication =1 Disappointment Due f=1
Breakdown - To Lack of Support -
9  Mobbing at Work f=1
10 Neutral Social _
f=1
Support
11 Intra-Organizational
Injustice  Affecting f=1
Performance
12 Mind Games in _
. f=1
Meetings
13 Challenging
Relationships  with f=1
Managers
14  Forced Resignations f=1
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The experience of Professional Solitude among the participants was often associated
with feelings of social isolation, lack of in-service training, and isolation from
managers. The category of Managerial Isolation captured the sense of disconnection
and lack of assistance that participants commonly encountered from their management.
Numerous attendees expressed the opinion that they lacked sufficient support to

effectively handle their career obstacles.

The lack of significant involvement from management was evident in this remark,

which illustrated the Social Support Code Deficiency. Participant Birhan stated:

“Yoneticiler sunmuyor, yoneticileri ¢ikaralim oradan.”

Managers don’t offer it; let’s remove the managers from there.

(Central Anatolia, Birhan)

Several people who also reported having unsettling conflicts with their superiors agreed
that they were hindered rather than aided by management. Participant Omay
experienced problems while trying to continue his career. The code Career-Inhibiting
Management Approach explained the serious conflicts with their superiors as stated by
Omay:

“Daha oOnceki yillarda mesela doktora derslerinin siirecinde, doktora dersinin oldugu

giinlerde burada ders koyarak bunu engellemeye ¢aligan hocalarimiz oldu.”

In previous years, for example during the doctoral courses, there were instructors who tried

to hinder this by scheduling classes here on the days when doctoral courses were held.
(Black Sea, Omay)
Also, the participants underlined that they felt worthlessness in their institutions. The
Feeling of Worthlessness Code due to Experiencing Unsettling Conflicts and

Permission Enforcements were emphasized by the participants Mercan, Birhan and

Omay:

“Ne hissediyorum? Ben sadece isimi yapip evime geliyorum, degerlilik duygusunu hig

yasamtyorum.”
What do | feel? I just do my job and come home; | never feel a sense of worth.

(Black Sea, Mercan)
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“Yani bu mesela beni ¢ok yipratmisti. Ben net bir sekilde iki giin uyku uyuyamamigtim.

Ciddi manada uyku uyuyamamistim.”

I mean, this, for instance, had really worn me out. I clearly couldn’t sleep for two days. I

seriously couldn’t sleep at all.
(Central Anatolia, Birhan)

“Daha Onceki zamanlarda miidiirlerimiz, “Yiiksek lisans, doktora yapacak arkadaslar
izinlerinden kullanip gidecekler, bagka tiirlii olamaz, bu izin de donem, dersler devam
ederken veremeyiz, basiniza bir is gelirse sikinti yasarsiniz, atilirsiniz” gibi tehditlerle

yapmaya calistilar.”

In the past, our managers tried to do this by threatening us with things like, "The students
who are going to study for a master's or doctorate degree will use their leave and go, it
cannot be otherwise, we cannot give this leave while the semester and classes are still going

on, if something happens to you, you will have trouble, you will be fired".
(Black Sea, Omay)
Furthermore, Short Term Executive Support code was manifested by few participants.

Stigmatization was an important code that manifested the challenge that the teachers

lived as pointed by Participant Birhan:

“Ya da bu gorevlendirmelerin adaletsizligini net bir sekilde yiiziine vurdugunda, bir¢ok kisi

orada bu seyi yasasa da dile getiren siz olunca kétii siz oluyorsunuz.”

Or when you clearly point out the injustice of these assignments, even though many people

are experiencing this there, you end up being the bad on for voicing it.
(Central Anatolia, Birhan)
Additionally, Communication Breakdown and Neutral Social Support were the codes

that the teachers felt at school context. The teachers asserted that there was Mobbing at
Work.

“Clinkii ¢ok karmagik bir sistem, mobingin oldugu bir yer. Size direkt bir sey yapilmasa

bile bu negatifligi seziyorsunuz etrafinizda ve sizi ¢ok kotii etkiliyor.”

Because it is a very complex system, a place where mobbing occurs. Even if nothing is

done to you directly, you sense this negativity around you and it affects you very badly.

(Marmara, Sezgi)

Intra-organizational Injustice Affecting Performance was the other point highlighted by

the teacher Kuzey:
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“O yasadigimiz iste kurum igerisindeki adina ne koyarsaniz koyun haksizliktir,
engellenmedir yani bunlar ister istemez o kisa bir siirede olsa genel olmasiyla

performansinizi etkiliyor.”

Whatever you call it within the organization, what you are experiencing is injustice, it is
obstruction, in other words, these inevitably affect your performance in general, even if it is
only for a short period of time.

(Black Sea-Kuzey)

Mind Games in Meetings was another code that teachers observed mind games in the

teachers’ meetings at universities.

“Ozellikle toplantilarda bir grup gercekten soruna dikkat ¢ektiginde sorun g¢ikacagini
distiniiyor. Haklilar da, haksiz degiller. Biz de diyoruz ki sorun ¢ikacaksa dyle ¢iksin, su

anda da sorun var.”

Especially in meetings, when a group really draws attention to a problem, they think there
will be a problem. They are right, they are not wrong. We say that if there will be a

problem, let it be that way, and there is a problem right now.
(Central Anatolia, Birhan)

Challenging Relationships with Managers led to many unwanted consequences for

teachers such as Forced Resignations:

“Ya da benim gibi istifa vermeye zorlananlar var.”

Or therearethose like me who are forced to resign.

(Marmara, Ozgu)

The category of Lack of In-Service Training underscored participants’ displeasure with
the paucity of possibilities for professional growth. A significant dearth of professional
assistance was noticed by numerous teachers, making them feeling unprepared for their

roles.

Shortage of Financial Support for Career Development was mainly highlighted by the
participants because they frequently stated that there was no financial support for their
career development:

“0O anlamda kariyer gelisimi agisindan maddi destek de gerekiyor.”

In that sense, financialsupport is necessary for career development.

(Eastern Anatolia, llke)
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“Maddi bir destek yok, maddi bir destek yok. Maddi soyle, yani bizim ek derslerimiz bile

yatmiyor.”

There is no financial support, no financial support at all. Financially speaking, even our

additional lessons are not paid.
(Central Anatolia, Birhan)

“Maddi anlamda desteklendiklerini séyleyemeyiz.”
We can't say that they are financially supported.

(Black Sea, Erkut)
“Kurumuzda maddi destek bu anlamda saglanmiyor.”
In our institution, financial support is not provided in this regard.

(Black Sea, Omay)
“2017 senesine kadar varmig ama 2019 senesinden sonra verilmiyor.”

It was available until 2017, but it hasn't been provided since 2019.
(Marmara, Ece)
Limited Career Support Code was about the problems related to teachers’ career
development caused by the administrators, whereas Scarcity of Institutional Support for
Career Development Code underlined institutional side. Disappointment due to Lack of
Support Code reflected these limitations:

“O yiizden kariyer, yani profesyonel gelisimimizi saglayabilecegimiz etkinliklere

katilimimiz sinirlandiriliyor, sadece lisansiistii egitime izin veriliyor.”

That is why, our participation in events that enable us to develop our careers, in other
words, our professional development, is limited, and only postgraduate education is

allowed.
(Eastern Anatolia, Oncu)

“Yani Oyle talep falan ettiginizde zaten onaylanmaz. Ya da geri ¢evrilir. Hani bunu boyle

doldurman gerekiyor denir. Desteklenmiyor. Bireysel olarak artik ne kadar yapabilirseniz.”

So when you make such a request, it won't be approved anyway. Or it will be rejected. You
know, they say you have to fill it out like this. Well, it's not supported. As much as you can

do individually.

(Black Sea, Kuzey)

Moreover, In-Service Training Based upon Theory Code depicted that the trainings

were not practical but just theoretical as demonstrated by Participant Ayse Nil:

143



“Hizmet i¢i egitimlerin hepsi bizde hep teoride kaliyor.”
All in-service trainingfor us always remains theoretical.

(Southeastern Anatolia, Ayse Nil)

Absence of In-Service Training Code caused some worries as expressed by participant
Suden, who said:
“Evet yani boyle egitimler olmali mesela, yani Cambridge'in diizenledigi, Oxford'un falan

diizenledigi egitimler oldukca faydali oluyor ama bunlarin ¢ogu ya {iniversite bazinda

diizenlenmeli ya da iicretsiz egitime agik olmali.”

Yes, there should be such trainings, for example, the trainings organized by Cambridge or
Oxford are very useful, but most of them should either be organized on a university basis or

should be open to free education.

(Mediterranean, Suden)

The category titled Absence of Social Support confirmed the psychological impact of
not having supportive and meaningful social connections at work. Participants
frequently uttered that they felt abandoned by their institutions and cut off from their
peers. For example, Participant Kayla reflected the Disturbing Lack of Social Support
with these statements:

“Ciinkii sosyal destek demistiniz soruda. Yéneticilerden almadigimiz sosyal destek de

geriyor insanlari, yani beni de geriyor. Ciinkii konusamiyorsunuz ¢ok fazla idarecilerle, bir

sey paylasamayinca.”

Because you mentioned social support in your question. The social support we don't get
from managers also makes people nervous, | mean it makes me nervous too. Because you

can't talk to managers much, when you can't share anything.
(Southeastern Anatolia, Kayla)

The lack of community and camaraderie frequently heightened the adverse feelings,

which is aligned with the code Feelings of Alienation due to Lack of Support.

“Yani sosyal alanda yonetimden destek almamak, yonetimin bazi yerlerde yer almamasi

mesleki olarak sizin kuruma aidiyet hissinizi zedeliyor.”

In other words, not receiving support from the management in the social field and the
absence of management in certain places undermines your sense of belonging to the

institution professionally.

(Black Sea, Omay)
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There was another layer of isolation due to the Imposition of Thought Sharing. In
addition, the code Superficial Support suggested it was more of a formality than real
help. Workplace Dynamics also played a role, and Groupings in the Workplace
exacerbated the sense of exclusion, as indicated by Omay:

“Ama artik sey, idealizmin ige yaramadigini, burada bir seyleri degistirmeye caligmanin,

basarmaya c¢alismanin, etkili olmanin ¢ok bir Onemi tasimadigini, hatta sizi

yalnizlastirdigini, gruplardan soyutlandiginizi, farkli gruplar olustugunu gérdiim.”

But now, | have seen that idealism does not work, that trying to change things here, trying
to succeed, being effective does not have much importance, it even makes you lonely, you
become isolated from groups, different groups are formed.

(Black Sea, Omay)

Apart from these codes, there were Inadequate Colleague Support and Conflict of
Interest among Colleagues codes that represented the disappointment of teachers as

they could not find adequate support from their peers.

Through the participant testimonies, EFL teachers’ experiences with Professional
Solitude were vividly illustrated. These themes of separation and lack of support proved
the urgent need for institutional adjustments, ranging from managerial isolation and
inadequate training opportunities to the absence of helpful social networks. The
mitigation of profound isolation and improvement of job satisfaction and professional
well-being among EFL teachers could be achieved by the implementation of improved
managerial practices, targeted in-service training, and the creation of a more inclusive
and supportive work environment. The fourth theme in Figure 4.7 is Career

Marginalization with three categories:
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Figure 4.7

Theme 4: Career Marginalization
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Theme 4 was determined to be Career Marginalization based on the qualitative data
analysis. This theme has three main categories in which the codes that appear the most
frequently are found (f=101). This theme has three categories: Educational Policies
(f=52), Societal Value (f=28) and Innovation Challenges (f=21). Education Policies
discuss the necessity for national consistency, standardization, and improvements in
education while pointing out the shortcomings of the current fragmented efforts within
the educational system. Societal Value is a reflection of the perceived undervaluation of
the teaching profession, particularly the discrepancy between the real and perceived
worth of English instructors in society. Innovation Challenges tackle obstacles to
creativity and decision-making in educational settings, including marginalization from

decision-making procedures and a lack of inventiveness, which are seen in Figure 4.8:
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Figure 4.8

Distribution of factors contributing to Theme 4
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Table 4.22 presents a detailed representation of the categories included in Theme 4 and
the codes that correspond with them, emphasizing the factors contributing to EFL

teachers' Career Marginalization.

Table 4.22
Category 1 and Recurring Codes (Theme 4)

Category 1 Frequency

Educational Policies f=52
1 Need for Standardization in Educational Policies f=3
2 Recommendation for English Courses to be Elective f=3
3 Requirement for Consistency in Educational Policies Nationwide f=2
4 Requirement for Reforms in Educational Policies f=2
5 Limitations of Individual Efforts in Education f=2
6 Need for Flexible English Teaching Programs f=2
7 Regulation Mandating Teaching Degrees for Educators f=2
8 Ineffective Policies f=2
9 Year Internship in Educational Policies f=1
10  Lack of Consideration for Teachers in Educational Policy Making f=1
11 Professionalism Challenges in Educational Policies f=1
12 Need for Collective Action to Reform Educational Policies f=1
13 Implementation Challenges in Educational Policies f=1
14  Partial Adequacy of Current Educational Policies f=1
15  Necessity for Hybrid Education Models f=1
16  Prevalence of Rote-Memorization-Based Educational Policies f=1
17 Inefficiency of Weekly Two-Hour Classes in Terms of Time and Energy f=1
18  Necessity for Overseas Preparatory Programs f=1
19  Discouragement of English-Teaching Departments in Every City f=1
20  Need for Standardized English Assesment Criteria f=1
21  Evaluation of Educational Material Quality f=1
22 Proposal for an English Village on Campus f=1
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23 Emphasis on the Communicative Aspect of English Language Teaching f=1

24 Absence of Inter-University Collaboration Supporting English Teachers’ Career f=1
Development
25  Reform of Local Educational Policies f=1
26 Necessity for a Modular Educational System f=1
27  The Imperative for aUnified Curriculum f=1
28  Evaluation of University Admission Rankings f=1
29  Teaching within a Formal Framework f=1
30  Pre-Career Burnout among Teacher Candidates f=1
31  Need foraMultidimensional Examination Approach f=1
32 Ensuring Policy Makers Develop English Teaching Programs f=1
33  Transition from Exam-Centric Education f=1
34 Necessity for Content Revision in Examinations f=1
35  Development of English Teaching Programs Alignedwith Societal Needs f=1
36  Lack of Teacher Autonomy f=1
37  Requirements to Increase Course Offerings f=1
38  Neglect of Emerging Academic Theses f=1
39 Insufficiency of Current Educational Policies f=1
40  Necessity of International Assignments f=1
41  Disregard for International Educational Trends f=1
42  Recommendation for English Courses to Be Elective f=1

Three primary categories—Educational Policies, Societal Value, and Innovation
Challenges—emerged from the examination of the participant remarks regarding Career

Marginalization.

These categories each highlighted unique problems that professionals faced. Concerns
over the inconsistent nature of educational guidelines and their effect on professional
development were raised by a number of participants. The Need for Standardization in
Educational Policies was a recurring theme within the category of educational policies.

As stated by participant Oncu:
“Ama devletin bence bunu bir standartlastirmasi lazim ve bunun pesine de diismesi lazim.”
But I think the government needs to standardize this and also pursue it.
(Eastern Anatolia, Oncu)
Participants generally agreed with this sentiment and supported changes that would
result in a more standardized and supportive educational framework. The code

Requirement for Reforms in Educational Policies highlighted how frequently
participants repeated this attitude and supported reforms aimed at establishing a more
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consistent and encouraging educational framework. The participants Hurkan and Peri
insisted that educational policies be evaluated very comprehensively:
“Belli ki biiyik bir reform istiyor. Bunda da mutlak yetkili olmadiginiz siirece, yani

yeterince yukaridan bakmadigmiz siirece resmin tamamina Yanlig, sunu sdyle yapsak

duzelir falan demek biraz hayal Gruni.”

Obviously, it requires a major reform. Unless you have absolute authority in this, that is,
unless you look at the whole picture from a sufficiently high level, it is a bit of a fantasy to

say, "It is wrong, if we do this or that, it will be fixed".
(Aegean, Hurkan)

“Yabanci Diller Yiiksek Okullar1 ya da Hazirlik Birimleri, neyse hepsi zaten ayni gorevi
goriiyor da, bir elden gegirilmeli. Yani bir bakilmali yani. Simdi buralarda kisisel

uygulamalar m1 var?”’

Foreign Language Schools or Preparatory Units, well, they all serve the same purpose
anyway, but they should be reviewed. In other words, they should be examined. Are there

any personal applications here now?

(Marmara, Peri)

The participants stated that there must be flexible teaching programs with the code Need
for Flexible English Teaching Programs.

“Dolayisiyla lokal bazda olmali. Mesela il, ilge, milli egitimlere bu esneklik verilmeli
bence.”

Therefore, it should be on a local basis. For example, | think this flexibility should be given

to provincial, district and national education.

(Marmara, Selena)

The participant teachers primarily emphasized the code Regulation Mandating Teaching
Degrees for Educators as it was pivotal to ensure that those entering the teaching
profession were required to have the pedagogical knowledge and abilities to effectively
educate students. According to them, this regulation was a necessity for all prospective
teachers to receive a specialist degree in education or complete a certified teacher
training program before being permitted to teach in public schools and to standardize
teaching qualifications, improve educational quality, and guarantee that teachers had

both subject-specific knowledge and instructional skills. Otherwise, there would be
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many challenges that English Language Teaching department students might face as
pointed by Ayse Nil:
“Miitercim-Terciimanlik, Ingiliz Dili ve Edebiyati, Amerikan Kiiltiirii ne varsa higbirinin

mezunu dgretmen olmamali.”

Graduates of Translation and Interpreting, English Language and Literature, American

Culture, or similar fields should not become teachers.
(Southeastern Anatolia, Ayse Nil)

“Ingilizce 6gretmenligi mezunu olmayanlarin dgretmenlik yapmamasi gerekirmis. Evet

genelde o yiizden toksik bir ortam vardi. Yoneticimiz de dyle biriydi.”

Those who did not graduate from English language teaching should not be teachers. Yes,

that's why there was a toxic environment. Our manager was one of those people.
(Marmara, Ozgu)
One of the participants stated that there were Implementation Challenges in Educational
Policies. The participant Kuzey also asserted that there were problems with the
practices of the policies with the code Ineffective Policies:
“Bence dgretmenlerimiz yetkin ama bakanligin uygulamasi, politikast yanlis.”

I believe our teachers are competent, but the ministry' simplementation and policies are

wrong.

(Black Sea, Kuzey)

The other participant Mercan underlined that there should be a year internship with the
code Year Internship in Educational Policies:

“Ogretmenlik béliimlerinin 5 yili olmasmi, en az 1 yilinin kesinlikle staj yapilarak

gecirilmesini, Uiniversitelerde trainerlarin olmasi gerektigini, yani sadece o 1 yil...”

Teacher training programs should be 5 years long, at least 1 year should be spent doing

internships, there should be trainers at universities, that is, just that 1 year...
(Black Sea, Mercan)
The other 2 participants were more concerned about Lack of Consideration for Teachers
in Educational Policy Making and Professionalism Challenges in Educational Policies

codes. To make it more applicable, the participant Suden claimed that there should be

Need for Collective Action to Reform Educational Policies:
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“Ama diizeltmek icin ¢ok Kitlesel bir hareket gerekiyor.”
But to fix this, a large-scale movement is needed.

(Mediterranean, Suden)

The participant Hurkan from Aegean Region expressed that there was Partial Adequacy
of Current Educational Policies “to go to conferences and congresses with travel and
daily allowances” as a social support. The participant Selena from Marmara Region
favored the hybrid education and supported the implementation of hybrid system at
universities with the code Necessity for Hybrid Education Models. Two participants
pointed out some obstacles that they faced while teaching with the codes Prevalence of
Rote-Memorization-Based Centralized Educational Policies and Inefficiency of Weekly
Two-Hour Classes in Terms of Time and Energy. One participant llke said that there
was a Necessity for Overseas Preparatory Programs especially for the students
studying English at Foreign Languages Preparatory Classes. Similarly, the participant
Omay made a Proposal for an English Village on Campus for these students by saying:
“Kore'nin daha 6nce, yanhs hatirlamiyorsam Kore olmasi lazim, Kore'de bir ingilizce kdyii

gibi bir uygulama yapilmisti, duydunuz mu bilmiyorum ama o tarz bir uygulamanin burada

yapilmasi gerektigini diisiiniiyorum.”

If | remember correctly it should be Korea, previously an application like an English village
was made in Korea, | don't know if you've heard of it but | think a similar initiative should

be implemented here.
(Black Sea, Omay)

The participant Birhan from Central Anatolia discouraged that there were English

Teaching Departments in every city with the statements:

“Dedigim gibi Ingilizce 6gretmenliginin belli {iniversitelerde olmasi, cidden belli

tiniversitelerde kalmasi, orada tabii ki kontenjanlarin artmasi.”

As | said, English Language Teaching programs should only be available at certain
universities, and they should only remain at these certain universities, and of course the

quotas there should increase.

(Central Anatolia, Birhan)

The participant Peri from the Marmara Region mentioned about the code Need for
Standardized English Assessment Criteria. She claimed that each school seemed to

determine their rules but when it came to assessment and evaluation, there were not any
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standards. The participant Ece from the Marmara region also added that the importance
of Evaluation of Educational Material Quality should be highlighted because the

teachers could not do anything without any policies themselves.

Participants from all English teaching departments, emphasizing the importance of the
communicative aspect, stated why teaching English was difficult as seen in the
following:

“Ama 0zii itibariyle dil oldugu i¢in bunu iletisimsel boyutta ele almamiz gerektigi gercegini

de goz Oniinde bulundurmadigimiz igin evet kesinlikle zor.”

But since it is essentially a language, and we do not take into consideration the fact that we

need to approach this in a communicative way, yes, it is definitely challenging.
(Eastern Anatolia, llke)

Ilke mentioned about the code Emphasis on the Communicative Aspect of English
Language Teaching and the code Absence of Inter-University Collaboration Supporting
English Teachers’ Career Development with these sentences:

“Bu anlamda boyle ¢ok tiniversiteler arasinda da boyle kariyer gelisimini destekleyecek bir

isbirlik¢i ortamin, yakin bir etkilesim ortaminin oldugunu diisinmiiyorum agikgasi.”

In this sense, | do not think that there is such a collaborative environment or close

interaction environment that would support career development among many universities.
(Eastern Anatolia, llke)

Selena from the Marmara Region believed that Reform for Local Educational Policies
was a must and Burce from the same region added that there was a Necessity for a
Modular Educational System regarding Foreign Languages School. Peri from the same
region explained that there should be a consistent curriculum with the code Imperative
for a Unified Curriculum to change the different systems used in Foreign Languages
Schools. The participant Suden from the Mediterranean was also interested in the
Evaluation of University Admission Rankings to help teach English language learners in
the English Language Teaching and other related fields. Ilke pointed out that in all
English departments, there was a similar system to teach within a Formal Framework

that blocked all the innovative sides of teachers and learners.

Apart from these significant points, Erkut underlined how burnout occured not only for

senior teachers but also for teacher candidates, highlighting the intensity and impact of
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their journey towards becoming educators with the code Pre-Career Burnout among
Teacher Candidates:

“Atanana kadar zaten Ogrenciyi, 6grenciyi ya da dgretmen adayim tiikenmisligin dibine

kadar batirtyoruz biz.”

We are pushing students or teacher candidates to the depths of burnout until they are

appointed.
(Black Sea, Erkut)

The participant Suden from the Mediterranean was worried about not changing the
systems and she asked the policy makers to make some changes with the code Ensuring
Policy Makers Develop English Teaching Programs.The participants reported that
education systems needed to change old assessment techniques to better represent the
different skills and abilities required in today's environment with the code Need for a
Multidimensional Examination Approach, and that there was a need to move from
exam-focused education to more holistic and multi dimensional approaches via
Transition from Exam-Centric Education, and that the content on standardized tests
failed and should be revised with Necessity for Content Revision in Examinations. Also,
it was indicated that Developmentof English Teaching Programs Aligned with Societal
Needs was fundamental considering Turkish Society and its needs. One participant was
more concerned about teacher autonomy and revealed that there was a Lack of Teacher
Autonomy, creating burnout in educational settings. The other participants enounced
that there were some academic deficiences in educational policies such as Neglect of
Emerging Academic Theses, Insufficiency of Current Educational Policies, Necessity of
International Assignments, Requirement to Increase Course Offerings and Disregard
for International Educational Trends. Kayla from the Southeastern Anatolia uttered this
condition:

“Cok fazla tez var, yaymn var, ¢ok kiymetli hocalar var ama benim gérdiigiim bu yayinlar,

tezler. Bunlar g6z Oniinde bulundurulmuyor zaten. Yani yurt disindaki trendlere de

bakilmiyor.”

There are many theses, publications, very valuable professors, but what | see is that these
publications and theses are not taken into consideration. In other words, trends abroad are
not taken into consideration either.

(Southeastern Anatolia, Kayla)
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Besides, one participant made a Recommendation for English Courses to Be Elective
especially for English Courses presented in different departments such as Tourism or
International Relations as the students did not show enough interest when the English

course was compulsory.

Briefly, current policies are deemed outdated and inadequate in meeting the needs of
educators, as reflected in the codes.

The second category was Societal Value (f=28) and Category 3 was Innovation

Challenges (f=21) and the codes related to each category were listed in Table 4.23:

Table 4.23
Categories (2&3) and Recurring Codes (Theme 4)

Category 2 Frequency Category 3 Frequency
Societal Value Innovation
f=28 f=21
Challenges

1 Perceived Value From Society Lack of Creativity And Innovation in

=9 Decision-Making =6
2 Prospective English Teachers Not Ability to Make Quick Decisions
Perceiving the Profession As f=6 f=4
Valuable
3 Misalignment of Societal Value f=5 Exclusion from Decision-Making f=3
- Mechanisms -
4 Failure to Receive Deserved f=2 Deficiency in Creativity f=2
Recognition - -
5 Absence of Tangible Value =0 Failure to Solicit Ideas Related To f=2
Despite Abstract Value Creativity And Innovation
6 Existence of Societal Respect =0 Detrimental Influence of Workload on =1
Career Development
7 Gradual Decline in Respect =1 Decision-Making Authority Based on =1
Seniority
8 Negative Societal Attitude f=1 Problem-Solving Ability f=1
9 Temporal Creativity and Innovation Issues f=1

Under the category of Societal Value, the participants frequently uttered Perceived
Value from Society, expressing that their duties as educators were frequently
appreciated. This sentiment was repeated by multiple remarks, including two from

Participant Ece and Sezgi from the Marmara Region, who stated:
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“Ingilizce 6gretmenligi diger 6gretmenlik branslara gére toplumda daha privileged.”

English Language Teaching is more privileged in society compared to other teaching

branches.
(Marmara, Ece)

“Yiiksek ogretimde calisugim igin, yiiksek oOgretimdeki Ingilizce 6gretmenlerinin
toplumdaki degeri, 6gretim gorevlisi olmak prestijli bir is oldugunu diistinliyorum

toplumda.”

Since | work in higher education, | think that the value of English teachers in higher

education is high and that being a lecturer is a prestigious job in society.

(Marmara, Sezgi)

As understood from the qualitative analysis, especially teachers working at the tertiary
level in the Marmara Region reflected positive feelings about the value of teaching in
their society. On the other hand, the other participants from different regions alleged
that the teaching profession perceived undervaluation with the code Prospective English
Teachers Not Perceiving the Profession as Valuable. An ongoing theme among the
participants was their perception of professional marginalization being exacerbated by
feelings of being ignored and undervalued by society at large including the students as
well. Different participants highlighted these conditions:

“Ingilizcenin, Ingilizce 6gretmeninin siif bazinda, 6grenci bazinda ya da oradaki yonetim

bazinda degerinin gok yiiksek oldugunu diisiinmiiyoruz seklinde doniisler geldi.”

We received feedback saying that we do not think that English or English teachers have a

very high value in terms of classes, students or the administration there.
(Eastern Anatolia, llke)
“Bizim pek bir degerimiz yok gibi.”
It feels like we don' t have much value.
(Eastern Anatolia, Meva)

“ilan1 diyorum. Toplumsal olarak bir degeri olmayan demek istemiyorum. Yani bir noktada

hala ilme saygi1 duyan istisnai kisiler var ama bir sayginliginin oldugunu sanmiyorum.”

I mean it is the announcement | don't mean that it has no social value. | mean, there are still
exceptional people who respect knowledge at some point, but | don't think it has any

prestige.

(Aegean, Hurkan)
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“Onlar da zaten deger vermeden gelmisler hocam. Yani Tiirkce Matematik yapamadiklari
i¢in, ben bilgisayar yapamadiklari i¢in dil se¢ip gelmis olan dgrenciler. Yani genel anlamda
{iniversite bazinda baktigimizda ashinda Ingilizce'ye deger verdikleri igin degil, dgretmenlik
bu meslege deger verdikleri igin degil, baska bir boliimde sayisal yeterlikleri olmadigi igin

ya da bagka bir béliimden {iniversite kazanamadiklari i¢in geliyorlar.”

They came anyway without valuing it either, sir. In other words, they came because they
couldn't do Turkish or Mathematics, or in my case, because they couldn't do well in
computer science. So generally speaking, when we look at the university, they come not
because they value English or the teaching profession, but because they don't have
numerical skills for another department or couldn't get into a university from another
department.

(Southeastern Anatolia, Ayse Nil)

“Cok giizel bir soru ama ben bu soruyu ancak bir 6gretmen goziiyle cevaplarsam. Valla ¢ok

itibarlt oldugunu zannetmiyorum, ¢linkii ne zaman itibar kazandik ki biz!”

This is a very good question, but I can only answer this question from a teacher's
perspective. Honestly, I don't think it is very prestigious, because when have we ever

gained any respect!

(Black Sea, Mercan)

More general sentiments in society were associated with this sense of undervaluation,

which made some participants feel that their contributions and function as English

teachers were lessened. The code Prospective English Teachers Not Perceiving the

Profession as Valuable raised fears that future English teachers might be discouraged

by a lack of public acknowledgment.

Furthermore, the Failure to Receive Deserved Recognition was a persistent theme, with

participants believing that their achievements went mostly unacknowledged. This was

exacerbated by this code, in which participants perceived that, while their roles were

theoretically valued, there was no actual recognition or compensation as pointed out by

Erkut:

“Yani Ingilizce dgretmenliginden ziyade &gretmenlik gok kutsal. Ne yazik ki iilkemizde

hak ettigi degeri bulamiyor, bulmuyor.”

In other words, teaching is a very sacred profession beyond just English language teaching.

Unfortunately, in our country, it does not get the value it deserves in our country.

(Black Sea, Erkut)
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The Misalignment of Societal Value code was also discussed, with English language
teachers believing that society’s expectations and appreciation were out of sync with the
realities of their profession.

“Ne kadar ¢ok toplumumuzda Ingilizce ¢ok 6nemli, ok degerli, size ¢ok lazim, ben ileride

istiyorum falan filan diye boyle kaliplasmis sozciikler olsa da, ciimleler olsa da ben

Ingilizcenin gok degerli olduguna inanmiyorum.”

Even though in our society there are many cliché phrases and sentences like “English is
very important, very valuable, you really need it, I want to learn it in the future, etc.”, I do

not believe that English is truly valuable.
(Southeastern, Ayse Nil)

“Ya hocam, spesifik Ingilizce 6gretmenligiyle ilgili degil ama genel olarak &gretmenligin

toplumda kabul goren bir meslek olmadigini diisiiniiyorum.”

Well, sir, it's not specifically about English language teaching, but I think teaching in

general is not a profession that is well-regarded in society.

(Black Sea, Kuzey)

Whereas some participants complained about Absence of Tangible Value Despite
Abstract Value, Negative Societal Attitude Existence of Societal Respect and Gradual
Decline in Respect related to the societal behaviors, few participants declared that there

was Existence of Societal Respect.

A prominent topic of concern that emerged was Innovation Challenges as third
category; participants often brought up the issue of a Lack of Creativity and Innovation
in Decision-making. Many believed that the existing structures discouraged creativity
and did not take novel ideas into account. Participant Mercan described:

“Yani oyle bir fikrim oldugunda kimseyle paylasmiyorum g¢iinkii bir dikkate alinacagini

diistinmiyorum. Hani bu diizende, bu sistemde kim benim yeni bir fikrimle ugragsin ki?

Yok, yasamadigim bir sey.”

So when I have an idea like that, | do not share it with anyone because | do not think it will
be taken into consideration. Who would bother with my new idea in this system? No, it is

not something I have experienced.

(Black Sea, Mercan)
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The Deficiency in Creativity was also addressed, with participants remarking that rigid
systems frequently impeded the implementation of innovative ideas. The Ability to
Make Quick Decisions coding highlighted the challenges teachers experienced in
adjusting quickly to change, with lengthy decision-making procedures viewed as a
hindrance to creativity. Furthermore, the failure to solicit ideas related to creativity and
innovation indicated participants' dissatisfaction with their ideas not being heard or
valued. Finally, Exclusion from Decision-Making Mechanisms was a significant
concern, with participants indicating a desire to be more involved in decisions affecting
their job, and so feeling marginalized when removed from these critical processes. The
participant Peri argued:

“Bizler de iste giiya fikirlerimizi beyan ediyoruz ama onlarin dikkate alinip alinmama

konusunda biraz siiphelerim var yani kendi adima. Bir de mesela karar verme sireclerinde

onlar genelde boyle bir koordinatdr kesimi belirliyorlar, yaklasik bir 10 kisilik. Kararlart

onlarla aliyorlar, hatta ben bir toplantida hani yeter artik demistim.”

We also supposedly express our opinions, but | have some doubts about whether they are
taken into consideration or not. Also, for example, in decision-making processes, they
usually determine a group of coordinators, about 10 people. They make decisions with

them, in fact, in a meeting, I said “Enough already”.

(Marmara, Peri)

Theme 5 Learner Isolation is a prominent theme that reveals the effect of students in
creating teacher burnout and that presentsevidence of the harmful impacts of having
disconnected or disengaged students in the learning/teaching environment on the
teacher including student engagement, motivation and academic success. Theme 5 is
divided into two separate categories: Learner Motivation and Learner Profile as seen in
Figure 4.9:
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Figure 4.9

Theme 5: Learner Isolation
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The more eminent category of Learner Isolation is Learner Motivation compared to

Learner Profile as seen from the frequencies distributed in Figure 4.10:

Figure 4.10

Distribution of factors contributing to Theme 5

LEARNER ISOLATION
LEARNER MOTIVATION 7% (17)
LEARNER PROFILE 29% (7)
0% 8% 16% 24% 2%  40%  48% 56% 64% 72%

Theme 5 with 2 categories has notable codes as elucidated in Table 4.24:
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Table 4.24
Categories (1&2) and RecurringCodes (Theme 5)

Category 1 Frequency Category 2 Frequency
Learner Motivation f=17 Learner Profile f=7
1 Student Apathy . Availability of Students at Different .
=8 =2
Levels
2 Lack of Intrinsic Motivation . Existence of Students with .
=7 S =1
Among Students Disciplinary Issues
3 Flexibility for Students to Change Changing Student Profiles during the
Classes Despite Academic =1 Term f=1
Challenges
4 Low Readiness Levels among 1 Detrimental Influence of Increasing 1
Students International Student Numbers
5 Presence of Students with Weak 1
Academic Profiles
6 Challenging Student Profiles =1

Several reoccurring themes, notably in the categories of Learner Motivation and
Learner Profile, were identified from the study of the participant responses regarding
Learner Isolation. A significant number of respondents identified Student Apathy as a
crucial element causing the isolation of learners. As an illustration, participants Ayse
Nil and Selena pointed out:
“Alan Ogrencisi olmasina ragmen isteksiz olmasi, siz ne yaparsaniz yapin, hi¢ g¢aba
gostermemesi bir siire sonra gercekten benim modumda bir diisiikliige neden oluyor. Soyle

beni en ¢ok tiiketen sey dgrencilerin yaptiklar: sagmaliklar, kisacasi. Caligmamalari, higbir

sey yapmamalar1.”

Despite being students of the field, their unwillingness, their lack of effort no matter what
you do, really cause a decline in my mtivation after a while. The thing that drains me the
most is the nonsense that students do, in short. Their lack of studying and doing nothing at

all.
(Southeastern, Ayse Nil)

“Ben de ders anlatma sikintis1 olmaya basladi. Sinav yapma, ders anlatma, siirekli bir
assessment, evaluation, siirekli ayn1 dongii, 6grencilerin motivasyonsuzlugu, bdyle bir kisir

dongiye girdim yani ders anlatma konusunda.”

I also started to have trouble with teaching. Taking exams, lecturing, constant assessment
and evaluation, the same cycle over and over, students' lack of mativation, I am stuck into

such a vicious circle when it comes to teaching.
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(Marmara, Selena)

Participants underlined that students frequently lacked the internal drive required to
properly engage with their studies, which was further supported by the code Lack of
Intrinsic Motivation among Students.
“Baz1 yerler ¢ok kolay, baz1 yerler ¢ok zor. Orada daha ¢ok &grencinin hazir bulunusluk
diizeyi Onemli, Ogrencinin ne kadar istediklerini, motivasyon kaynaklar1 6nemli ve

arkanizda orgiitiinliziin, kurumunuzun ne kadar, egitim yonetimde orgiit diye geciyor, o

ylizden orgiitleri kullandim, kurumunuzun arkanizda ne kadar durdugu 6nemli”.

Some places are very easy, while some places are very difficult. There, the level of the
students’readiness is more important, how much the student wants, their sources of
motivation are important and how much your organization, institution stands behind you, it
is called organization in educational management, that is why | used the term organizations,

how strongly your institution stands behind you is important.

(Black Sea, Omay)

Low Readiness Levels among Pupils was another connected subject, where teachers
saw that many students were unprepared for the academic challenges they faced, which
resulted in sentiments of alienation and disengagement, and students frequently lacked
the inner motivation necessary to effectively keep their academic studies, which was
further supported by the code Lack of Intrinsic Motivation among Students as Suden

from the Mediterranean Region announced.

Furthermore, the code Flexibility for Students to Change Classes Despite Academic
Challenges was frequently addressed, with participants expressing worry that too much
flexibility encouraged students to avoid unpleasant situations rather than confront them,
causing their isolation. According to a participant:

“Birakmayin diyerek dolayli tehditler sebebiyle 6grenciyi gegirmek zorunda kaliyorsunuz.

Bu 6grenciyi zaten gegecegini bilerek, herhangi bir amaci olmadigim bilerek, dyle ya da

boyle desteklenebilen bir 6grenci dersi ve seni ciddiye almiyor.”

You are forced to pass the student because of indirect threats by saying “Don't let him/her
fail”. This student is a student who knows that he/she will pass anyway, that he/she has no
purpose, that can be supported in one way or another, and he/she does not take the course

or you seriously.

(Black Sea, Omay)
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The Presence of Students with Weak Academic Profiles under the Learner Profile
category was a significant contributing reason for Learner Isolation. This was evident in
remarks made by participant Kayla, who declared:

“Profilimiz maalesef dyle, son bir yani bir iki yilda degil, son bes yildir filan maalesef

ogrencilerin akademik olarak altyapisi ¢cok zayif.”

Our profile is like that, unfortunately, not just in the last year or two, but in the last five

years or so, unfortunately, the academic basis of the students is very weak.
(Southeastern Anatolia, Kayla)

Another well-known code was Changing Student Profiles during the Term, which
addressed how changes in a student's needs, skills, and demographics throughout the
course of the academic term were perceived to exacerbate feelings of instability and
alienation among teachers as described by the participants. Furthermore, the Existence
of Students with Disciplinary Issues was seen as a barrier to create a unified learning
environment, as these students frequently interrupted the learning process for others,

resulting in greater isolation as Burce from the Marmara Region stated.

The other important issue that emerged was The Detrimental Influence of Increasing
International Student Numbers. Several participants posited how important diversity
was, but that the exponential rise in international enrollment could occasionally strain
existing support networks, leading to feelings of exclusion among both local and
international students as Kayla emphasized:

“Smuflar ¢ok kalabalik, ¢cok fazla yabanci 6grenci var ve bu yabanci 6grencilerin altyapilart

cok kdétl. Bu da sorunlara neden oluyor.”

The classes are overcrowded, and there are too many foreign students whose academic
foundations are very poor. This leads to problems.

(Southeastern Anatolia, Kayla)
The difficulty of teaching classes with a large range of student skills was finally
captured by the code Availability of Students at Different Levels, which, if not handled

appropriately, might isolate both the more advanced and the struggling students not only

in the preparatory classes but also in the faculty departments.

These codes underscored the intricate and diverse aspects of Learner Isolation,
influenced by both specific student characteristics and more general systemic problems

in educational settings.
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Briefly, qualitative data analysis revealed that EFL teachers felt burned out due to five
main themes which are Academic Pressure, Affective Distress, Professional Solitude,
Career Marginalization and Learner Isolation. All these themes supported the
quantitative data and, moreover, provided detailed insights and illustrated detailed

information about the complex nature of burnout.

Besides the factors affecting EFL teacher burnout, burnout symptoms need to be
determined via a qualitative research design. Therefore, Research Question 4 searched

for these symptoms.
4.1.4. RQ4: What kind of burnout symptoms do EFL teachers experience?

A thorough qualitative data analysis was carried out to answer the fourth research
question regarding the symptoms of burnout experienced by EFL teachers. The teachers'
personal insights were methodically grouped into these prevalent themes. Furthermore,
a thematic analysis of the qualitative interview data was conducted, which made it
possible to provide in-depth explanations of the symptoms that the teachers
encountered. An increasingly complex picture of how burnout affects EFL teachers
could be obtained from this analysis, which contextualizes the physical, psychological,

and behavioral manifestations of burnout.

The symptoms of burnout experienced by EFL teachers were addressed by categorizing
the findings into distinct categories such as physical, psychological, and behavioral
symptoms based upon the qualitative data analysis via MAXQDA software as seen in
Figure 4.11:
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Figure 4.11

Theme 6:Psychosomatic Indicators
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Theme 6 Psychosomatic Indicators acknowledge the intricate between mental and
physical well-being of the teachers with three categories as shown in Figure 4.12:

Figure 4.12

Distribution of factors contributing to Theme 6
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Psychosomatic signs are caused or influenced by psychological variables like burnout,

stress, anxiety, or sadness. Category 1 encompassing Psychological Symptoms has many
codes as distributed in Table 4.25:
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Table 4.25

Category 1 and Recurring Codes (Theme 6)

Category 1 Frequency
Psychological Symptoms f=43
1  Physical and Psychological Problems f=4
2 Decreased Motivation f=4
3 Psychological Fatigue f=4
4 Tension f=3
5  Experiencing Performance Decline f=3
6  Development of Psychological Disorders f=3
7 Sense of Distress f=3
8  Feeling Pressured f=2
9  Stress and Anxiety f=2
10 Feeling of Loneliness f=2
11 Feeling Burnout and Extreme Weariness at the End of Terms f=1
12 Mental Strain f=1
13 Feeling Lethargic f=1
14 Becoming Aggressive f=1
15 Perception Difficulties f=1
16 High Level of Anxiety f=1
17 Mental Blockage f=1
18 Sense of Helplessness f=1
19 Feeling Highly Exhausted f=1
20 Depressive Mood f=1
21 Difficulty Focusing on Work f=1
22 Feelings of Unhappiness and Pessimism f=1
23 Impatience f=1

Upon analyzing the remarks provided by the participants about Psychosomatic

Indicators, a number of recurrent codes became apparent, especially in relation to the

categories of Psychological, Physical, and Behavioral Symptoms.

The extended stress and workload pressures were related by a considerable number of

participants to the occurrence of Psychological Symptoms such as Psychological

Fatigue and Tension. As an illustration, participants Peri and Ozgu from the Marmara

Region said:
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“Fiziksel ve psikolojik olarak gectigimiz haftalarda tabii yogun hissettim ¢ilinkii sinav
haftasiydi. Sinavlar1 yetistirmemiz gerekiyordu ama dedigim gibi bizim yetistirmemiz

gereken ¢ok bagka seyler de oluyor.”

Of course, | felt physically and psychologically intense in the past weeks because it was
exam week. We had to complete the exams, but as | said, there are many other things we

need to keep up with as well.
(Marmara, Peri)

“Yorucu oluyordu. Yani yine orada is yormuyordu agikcasi. Oradaki sdylemler, oradaki

psikolojik baski.”

It was exhausting. | mean, the work there was not tiring, to be honest, but the statements

made there, the psychological pressure there.

(Marmara, Ozgu)

In addition, llke from the Eastern Anatolia Region expressed the tension felt often at

university:

“Iste cok gergin oluyorum, bazen istemedigim tonda konustugum oluyor. Mesela

hocalardan sey diyenler oluyor.”

I get really tense at work, sometimes | speak in a tone | don't want. For example, some of

the teachers say things like that.

(Eastern Anatolia, llke)

Other individuals who also acknowledged Experiencing Performance Decline as a

result of prolonged psychological tension mirrored this:

“Artik bunlar1 yapmak istemedigimi, kendimden ¢ok fazla 6diin vermek istemedigimi.
Tamam, bu ¢ocuklar bana emanet, yapmam gerekenin en iyisini yapiyorum ama daha

fazlasin1 katmayayim.”

I don't want to do these things anymore, that | don't want to sacrifice too much of myself.
Okay, these children are entrusted to me, I am doing the best I should, but I won't

contribute more beyond that.

(Marmara, Ozgu)

The participants unveiled that there were Development of Psychological Disorders

affecting their lives negatively. The psychological and emotional well-being of teachers

was also significantly impacted by burnout, as expressed with the code Sense of

Distress and the Feeling of Distress,and Feeling Pressured was the participants’

common feeling.Therefore, Stress and Anxiety, especially Academic Anxiety stated by
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Hurkan from the Aegean Region, increased with the reports of participants as they had
depressive symptoms such as a persistent sense of pressure and overwhelm. Feelings of
loneliness and an overall sense of emotional withdrawal were the signs of social and
emotional isolation due to high level of anxiety as a result of academic research
activities as argued by Hurkan:

“Diyaloglar doniiyor. Ve o yalnizlik hissi beni en fazla tiikenmisglik sendromuna hissettiren,

mesleki anlamda azalmami hissettiren seylerden.”

Dialogues keep going. And that sense of loneliness is one of the things that makes me feel

the burnout syndrome the most, that makes me feel like I'm diminishing professionally.
(Aegean, Hurkan)

Feeling Burnout and Extreme Weariness at the end of Terms occurred as llke

underlined:

“Bu anlamda fiziksel olarak miithis bir yorgunluk, psikolojik olarak da dedigim gibi yani

asir1 bir tiikkenmislik ve asir1 yine bir igte bikkinlik hali olustu.”

In this sense, there was a tremendous physical fatigue, psychologically, as | said, an

extreme burnout and a state of extreme weariness towards work has developed.

(Eastern Anatolia, llke)
Mental Strain was the symptom that the participants often felt:

“Yani zihnimiz hep dolu oluyor tabii ki. Burasi ¢ok net. Zihnimiz hep dolu. Zihnimiz hep

bir seylerle dolu.”

So of course, our minds are always full. This is very clear. Our minds are always occupied.

Our minds are always full of things.
(Eastern Anatolia, Meva)
Feeling Lethargic was another symptom experienced and hence, the participant Kuzey
felt stable due to this symptom. Also, Becoming Aggressive had a bad influence on the

communication skills of the participants. The code Perception Difficulties reflected the

difficulties that the participants lived in their lives:

“Yani benim goremedigim bir bakis agisi, ya da duymadigim, o an anlayamadigim, ¢Unki
stresli durumlarda algimin yeterince agik olmadigini diigiiniiyorum ve beynim sanki kendini

bloke ediyor gibi oluyor.”
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In other words, it is like a perspective that | cannot see, or that | cannot hear, that | cannot
understand at that moment, because in stressful situations | think my perception is not clear

enough and it feels like my brain blocks itself.

(Mediterranean, Suden)

High Level of Anxiety, Feeling Highly Exhausted and Sense of Helplessness were
closely related since the connection between these symptoms showed a cycle of
burnout. The participant Omay clarified:

“Ben de bireysel olarak bazen tikenmislik duygusu, e¢aresizlik duygusu, yalnizlik

duygusunu yastyorum, hissediyorum.”

As an individual, 1 sometimes experience and feel a sense of exhaustion, helplessness, and

loneliness.

(Black Sea, Omay)

Depressive Mood was the consequence of high level of burnout and sense of
helplessness and loneliness as elucidated by the same participant:
“Depresif egilimden, 6zellikle diger arkadaslarimla da, okulumuzdaki diger hocalarimizla

da bildigim kadartyla bu is yiikiinden kaynaklanan hafif depresyon egilimleri var. Bununla

ilgili destek alan hocalarimiz da var.”

As far as | know, there are mild depression tendencies due to this workload, especially
among my colleagues and other teachers at our school. We also have teachers who are

receiving support for this.

(Black Sea, Omay)

Moreover, the participants manifested that there was a Mental Blockage which was
uncontrollable supression of burnout. The other codes Feelings of Unhappiness and
Pessimism, Difficulty Focusing on Work as well as Impatience were also identified by

the participants.

To properly examine the Psychosomatic Symptoms including physical indicators, it is
critical to delve into the detailed understanding of these categories, as well as the
particular codes with the participants’ remarks. Physical symptoms that arise due to

burnout were shown in Table 4.26 with the codes of Category 2:
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Table 4.26

Category 2 and Recurring Codes (Theme 6)

Category 2 Frequency

Physical Symptoms f=23
1 Physical Fatigue f=4
2 Headaches f=2
3 Physical Issues f=2
4 Undergoing Physiotherapy due to Stress f=2
5 Sleep Disorders due to Burnout f=2
6 Use of Painkillers f=1
7 Excessive Insomnia f=1
8 Physical Strain f=1
9 Lumbar Flattening, Sciatic Nerve Compression and Herniated Discs f=1
10  Excessive Fatigue at the End of Terms f=1
11  Fibromyalgia f=1
12 General Pain f=1
13  Having Digestive Problems f=1
14 Voice Tone Changes due to Stress f=1
15  Experiencing Stress and Fatigue due to Burnout f=1
16  Weakened Immune System f=1

Further, capturing the dual nature of these symptoms was the code Physical Symptoms,

as participants described how physical problems, such headaches and general

discomfort, were frequently a result of psychological stress. Physical fatigue including

Headaches was commonly cited under the heading of Physical Symptoms, emphasizing

the real-world effects of burnout on participants’ health particularly during stressful

periods. Participant Omay noted:

“Ama birebir saglik sorunu anlamiyla sdyleyecek olsam genellikle yorgunluk, bas agrisi

gibi etkilerini hissediyorum.”

But if | were to speak in terms of a direct health problems, | usually feel the effects like

fatigue and headaches.

(Black Sea, Omay)

Sleep Disorders due to Burnout was another prevalent code, with many participants

reporting that their burnout levels made it difficult for them to get enough sleep, which

made their physical problems worse and they had problems such as insomnia and sleep
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disturbances which were frequently associated with high levels of stress and exhaustion.
Therefore, the participants started to use painkillers as pointed with the code Use of
Painkillers by the participant Ozgu:

“Siirekli ilag kullanmak zorunda kaliyordum, agri kesiciler olarak, 6zel agr1 kesiciler

kullantyordum.”
I constantly had to take medication, | used special painkillers as painkillers.

(Marmara, Ozgu)

The extreme responses, when participants sought medical attention to treat their
physical symptoms brought on by burnout, were Lumbar Flattening, Sciatic Nerve
Compression, and Herniated Discs and therefore, the participants searched for the code
Undergoing Physiotherapy due to Stress, which also emerged:
“Ya bu bana tam isabet oldu. Ben birka¢ haftadir, bir ay1 galiba buldu. Fizyoterapi
goriiyorum. Bel diizlesmesive siyatiklerin sikigmasi. Hatta az miktarda fitik da var ama o

degil buna sebep dediler. Tamamen simifta kilitlendim. Sonra ¢ok mu oturdunuz? Cok mu

rutin bir hayatiniz var diye soruldu. Bir de stres faktori.”

Well, this hit me right on target. I've been doing physiotherapy for a few weeks, maybe a
month. | have lumbar flattening and sciatic nevre compression. There's even a slight
herniation, but they said it wasn't the cause. | was completely stuck in class. Then | was
asked, "Have you been siting for a long time? Do you have a very routine life?" And also, a

stress factor.

(Aegean, Hurkan)

Musculoskeletal Issues regarding physical symptoms such as Physical Strain,other
Physical Problems, General Pain and Fibromyalgia were the other codes showing
burnout-related issues occasionally necessitating physiotherapy. The participants also
affirmed that they faced digestive disorders by Having Digestive Problems and Voice
Tone Changes. Weak Immune System led to sickness as the participants posited that they
noticed a discernible decline in their immunological function:

“Ben bagisikhigmin ¢ok diistiigiinii hissettim. Ben normalde mesela bu kadar gok sik

hastalanmam. Yani iki ii¢ defa pes pese... Artik disa vuruyor demek ki o yorgunluk, o

tempo.!”

170



| felt that my immunity system had weakened really significantly. Normally, | don't get sick
this often. | mean, two or three times repeatedly... So now that exhaustion and the fast pace

are starting to show outwardly.

(Eastern Anatolia, Meva)

Another prominent category was Behavioral Symptoms, where individuals talked about

how their motivation and work habits changed with the codes as seen in Table 4.27:

Table 4.27

Category 3 and Recurring Codes (Theme 6)

Category 3 Frequency
Behavioral Symptoms f=5

1 Procrastination f=2

2 Behavioral Changes f=1

3 Teaching Withdrawal f=1

4 Reluctance to Go to Work f=1

These changes were captured by the code Behavioral Changes, wherein participants

frequently reported Procrastination and Reluctance to Go to Work as direct reactions to

their psychosomatic symptoms and stress. Participant Meva, for example, proclaimed:

“O zamanlarda ne oluyor biliyor musunuz? Calisma aligkanliklariyla ilgili bu &teleme
dedigimiz davranislar ortaya ¢ikmaya bagliyor. Normalde bilimsel anlamda yiiriittiiglim bir
calismada c¢ok daha kisa bir zaman dilimi igerisinde ¢ikarabilecegim bir isi gilinlere
yaymaya bagladigimi hissediyorum. Yani o mesela yogun tiikenmisligimin oldugu

zamanlarda artik yayma egilimi bagliyor.”

Do you know what happens at those times? These behaviors that we call procrastination
related to work habits begin to emerge. | feel like | start to spread out the work that I could
normally complete in a much shorter time frame in a scientific study over the course of a
few days. So, for example, during those times when | am experiencing intense burnout, the

tendency to spread it out begins.

(Eastern Anatolia, Meva)
“Baz1 giinler ige gidecek enerjim olmuyor. Gitmek istemiyorum.”
Some days | do not have the energy to go to work. | do not want to go.

(Black Sea, Mercan)
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Behavioral Changes were also experienced by the participants such as being more
combative or uninterested in work. This was further brought to light by the Teaching
Withdrawal code, in which EFL teachers reported feeling increasingly disengaged from
their work and detached from their professional obligations and an increasing

unwillingness to carry out teaching responsibilities.

“Isi yaparken keyif almadim, ders vermekten hig keyif almadim, almamaya basladim.”
I didn't enjoy doing the job, I didn't enjoy teaching at all, I stopped enjoying it.
(Marmara, Selena)

These behavioral symptoms demonstrated how psychosomatic pressures affected

participants' everyday lives and capacity to carry out their duties in an efficient manner.

To conclude, EFL teachers who experienced burnout exhibited behavioral,
psychological, and physical problems. Teachers described physical symptoms such
weakening immunity, headaches, sleep difficulties, and persistent weariness as a result
of burnout. Psychologically, burnout caused heightened anxiety, despair, pessimism,
memory loss, and emotional detachment. Teachers demonstrated behavioral changes
including procrastination, avoidance of teaching responsibilities, reluctance to take on
assignments, and loss of interest in teaching. When taken as a whole, these symptoms
indicated the severe effects of burnout on teachers’ well-being and professional

performance.

Following the burnout symptoms that EFL teachers experienced, it is highly crucial to
ascertain what accompanying feelings and managing strategies EFL teachers had in

order to overcome teacher burnout.

4.1.5.RQ5: What accompanying feelings and managing strategies do EFL teachers

have to cope with teacher burnout?

The fifth research question, which concerns the coping mechanisms EFL teachers
employed to mitigate burnout, was investigated using a thorough thematic analysis of
qualitative data gathered from interviews. Through a systematic application of coding,
recurring themes and patterns were found. These were then combined into more
comprehensive thematic categories. lllustrations from the interviews were used to
highlight important points in the results interpretation by contextualizing these themes

within the participants' experiences. Through analysis, a sophisticated and rigorous
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understanding of the coping mechanisms EFL teachers at the tertiary level employed to
manage and alleviate burnout was produced as seen in the Figure 4.13:

Figure 4.13

Theme 7: Coping Strategies for Burnout

COPING STRATEGIES FOR BURNOUT

ats - @

- Walking for Relaxation

1
Problem-Avoidance™ . .
i - Exercise-Induced Stress Relief

Denial of the Problem=, o I
1 Digital Detoxification

Non-personal Approaclit|
P P ' I~ Nutritious Diet

i @} -7 ‘- Sedative Medication

_N

- Peer Meetings

1

I

I

|

I

I

I

|

I

I

I

|

\
N

Cognitive Redirection}
. PV !
De-prioritizing Work 1

7
Awareness ~ -

'
_-

! - Collegial Relationships
Engaging in Conversation- . )
9aging i - Peer Social Interactions

——

L _ Involvement in Collaborative

Pursuing Leisure Activities | Discussions
1

1

1

1

i

. . . 1 H
Listening to Music -1 1

1

:

1

1

1

1

1

Planning Tasks™” ‘- Engagement in Various Settings

L
]
I

*- Breathing Exercises

Receiving Therapy

Coping Strategies for Burnout is techniques or approaches for dealing with burnout,
stress, or tough emotions and encompasses skills and habits to support individuals in
overcoming obstacles and preserving their emotional well-being. Coping mechanisms
can be classified as adaptive concerning problem-solving, seeking support, or relaxation
techniques practices, or maladaptive such as avoidance or denial. These strategies aim
to decrease the impact of stressors, assisting individuals in navigating difficult situations
and improving their overall mental and emotional well-being and there are five
categories such as Personal Activities, Emotional and Psychological Coping, Healthy
Lifestyle, Social Strategies and Relaxation Techniques as seen in Figure 4.14:
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Figure 4.14

Theme 7: Distributing factors contributing to Theme 7

Coping Strategies for Burnout
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In the analysis of participants' remarks regarding Coping Strategies for Burnout, several
reoccurring codes emerged in the categories of Personal Activities, Emotional and
Psychological Coping, Healthy Lifestyle, Social Strategies, and Relaxation Techniques
from the participant responses. The first category is Personal Activities and includes
many codes as listed in Table 4.28:
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Table 4.28
Category land Recurring Codes (Theme 7)

Category 1 Frequency

Personal Activities =36
1  Listening to Music and Making Music f=7
2 Facilitating Interpersonal Communication f=6
3  Engaging in Nature-based Activities f=3
4 Planning Tasks f=2
5  Sleeping f=2
6  Pursuing Leisure Activities f=2
7  Narrativization of Problems f=1
8  Avoiding Interaction with Others f=1
9  Engagement in Family-Oriented Activities f=1
10 Reading English Research Studies f=1
11 Reading Books f=1
12 Backstage Negotiations f=1
13 Enhancing Professional Competence f=1
14  Focusing on the Problem f=1
15 TImmersion in Sufism f=1
16 Watching Television f=1
17  Self-care f=1
18 Expressing Thoughts without Hesitation f=1
19 Solitude f=1
20 Taking Up Hobbies f=1

Under the category of Personal Activities, participants frequently alleged Listening to
Music and Making Music and Pursuing Leisure Activities as useful stress relievers. For
instance, participant Mercan said:

“Mesela bir kitap okumak da olabilir, miizik dinlemek de olabilir, yiiriiylise ¢ikmak da

olabilir, ondan kurtulmak, biraz rahatlamak icin.”

For example, it could be reading a book, listening to music, or going for a walk, to get away

from it all and relax a bit.
(Black Sea, Mercan)

“Mesela ben dans kursuna gidiyordum bir ara. Horon kursu falan iste. O tarz seylerim
vardi. Sonra burada boyle giizel sevdigim konserler oluyor. Biraz etnik miizik, Karadeniz

miizigi meraklistyim ben.”
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For example, | used to go to a dance course. Horon course, and the like. | had things like
that. Then there are concerts here that I like. I'm a bit interested in ethnic music, Black Sea

music.

(Marmara, Peri)

Others who emphasized the value of Facilitating Interpersonal Communication and

Planning Tasks as a way to keep things under control and normalcy agreed with this

sentiment:

“Alandan insanlarla konusmak, ¢alisma arkadaslarimla konusmak ¢iinkii iste mesela benim

zorlandigim bir seyde onlar da zorlaniyorsa yalniz olmadigimi bilmek iyi hissettiriyor.”

Talking to people in the field, talking to my colleagues because if they are having difficulty
with something that | find challenging, it makes me feel good to know that | am not alone.

(Marmara, Burce)

“Yani stres sonucu da bir tilkenmiglik geliyor. Mesela benim takildigim bir, iki, ii¢, dort,
bes arkadagim var. Samimiyetimle her seyimizi paylasiyoruz birbirimizle. Onlarla

konusuyoruz yani.”

So, burnout also occurs as a result of stress. For example, | have one, two, three, four, five
friends that I hang out with. We sincerely share everything with each other. So we talk to

them.
(Eastern Anatolia, Oncu)

“Bazen igleri yazmak, kiiglik parcalara ayirmak, daha manageable parts, daha iistesinden

gelinebilir hallere yapmak.”

Sometimes writing tasks down, breaking them into smaller pieces, making them more

manageable, and turning them into more doable forms.

(Black Sea, Erkut)

Sleeping was the other way of coping with burnout as stressed by the participants.

Engagement in Family-Oriented Activities and Engaging in Nature-based Activities

were the personal activities the participants stated in their interviews. Additionally,

Avoiding Interaction with Others was the way of controlling feelings as the participant

Sezgi stressed. Further, Reading Books or Reading English Research Studies were the

ways that the participants showed interest in not only the way of coping but also

Enhancing Professional Competence:
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“Bazen bunu s6yle kullaniyorum, yurt disinda yapilan arastirmalar1 inceliyorum ve bakin
bizim kurumumuz neyle ugrasirken onlar neredeler deyip buraya gidiyorum. Bu beni

rahatlatiyor.”

Sometimes | use it like this, | examine the research studies done abroad and think, "Look,
where are they while our institution is dealing with something?" and I shift my focus to

that. This relaxes me.

(Black Sea, Omay)

Backstage Negotiations, Focusing on the Problem and Immersion in Sufism were the
other codes as the participants expressed. Some participants explained that they became
more concerned about activities such as Watching Television. Also, Self-care and
Taking up Hobbies helped the participants deal with burnout. The others preferred
Solitude, Narrativization of Problems as well as Expressing Thoughts without

Hesitation.

The second category is Emotional and Psychological Coping with several codes as
distributed in Table 4.29:

Table 4.29
Category 2and Recurring Codes (Theme 7)

Category 2 Frequency
Emotional and Psychological Coping =17

1 Problem Avoidance f=7

2 Denial of the Problem f=2

3 Non-Personal Approach f=3

4 Cognitive Redirection f=1

5 Awareness f=1

6 De-Prioritizing Work f=1

7 Maintaining Work-Life Boundaries f=1

8 Changing Perspectives f=1

Emotional and Psychological Coping included the use of the Cognitive Redirection
approach, in which individuals made a conscious effort to refocus their attention away
from thoughts that caused stress by doing some physical activities such as cleaning.
Furthermore, the participants professed the necessity of intentionally downsizing the

significance of work in their lives in order to preserve mental health, leading to the
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development of the code De-Prioritizing Work as a crucial coping method. Participant

Omay, for example, said:

“Isi ikinci plana almaya calistyorum. Yani sey olarak gdrmeye calisgtyorum. Bu benim
giinliik ihtiyaglarimi karsilamak i¢in bulundugum ancak manevi tatmin vermeyecek bir

alan.”

I try to put work in the background. | mean, | try to see it as something. It's a field that I'm

in to meet my daily needs, but it won't give me spiritual satisfaction.
(Black Sea, Omay)

Non-personal Approach was one of the coping strategies as the participant Meva

benefited from:

“Tkincisi, kisisellestirmiyorum. Yani insanlarin davranislarini, soézlerini, hareketlerini,
tavirlarini kisisellestirmiyorum. Ciinkii herkes farkli sosyolojik yapilardan ve baglamlardan

geliyor.”

Secondly, | do not take things personally. That is, | do not personalize people's behaviors,
words, actions, attitudes. Because everyone comes from different sociological backgrounds

and contexts.

(Eastern Anatolia, Meva)
Denial of the Problem was the other code cited by the participants as a coping strategy:

“Stres devam ediyorsa ediyor, yani sonug itibariyle 3 saat okulda duracaksan o 3 saat bu
stres kaynag1 yok olmuyorsa, her yolu denedim ¢ézemiyorsan bu problemi, yapacak bir sey
yok, ya ignore edeceksin ya sakinlestireceksin kendini, ¢dziilemiyorsa yapacak bir sey yok

yani.”

If the stress continues, it continues. 1 mean, if you are going to stay at school for 3 hours
and this source of stress does not disappear for 3 hours, if you have tried every method and
still cannot solve this problem, there is nothing to do, you will either ignore it or calm

yourself down, if it cannot be solved, there is nothing to do.
(Marmara, Selena)
Problem Avoidance was also chosen as a strategy by the participants:

“Yani hani okuldan ¢ikinca artik tamam yani, sey yapmiyorum, onu orada birakiyorum

yani. Birakmaya caligtyorum.”
I mean, when | leave school, it's okay, | don't do it, | leave it there. I'm trying to leave it.

(Southeastern, Kayla)

Awareness was seen as one of the prominent coping strategies used by the participants:
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“Benim en biiyiik silahim saniyorum farkindaligim. Yani mutsuz degilim belki ama mutlu

olmadigimin farkinda olmak.”

I think my greatest weapon is my awareness. | mean, maybe I'm not unhappy, but I'm aware

that I'm not happy.

(Aegean, Hurkan)

Finally, some participants remarked that they tried Changing Perspectives and

Maintaining Work-life Boundaries as coping strategies.

The third category, Healthy Lifestyle, has some codes as seen in Table 4.30:

Table 4.30
Category 3 and Recurring Codes (Theme 7)

Category 3 Frequency
Healthy Lifestyle f=13

1 Walking for Relaxation f=5

2 Exercise-induced Stress Relief f=4

3 Digital Detoxification f=1

4 Nutritious Diet f=1

5 Sedative Medication f=1

According to the Healthy Lifestyle category, a lot of participants used Exercise-induced
Stress Relief and Walking for Relaxation to deal with burnout. It was believed that these
pursuits were crucial for both mental and bodily renewal. Participants noted that
adopting healthier lifestyle choices led to a more balanced state of mind with the
statements:

“Yiirtiylis yaptyorum genelde. Onun disinda bdyle hani spesifik olarak bazen iste hava

almak i¢in veya uzaklagmak i¢in boyle birkag giin ara veriyorum.”

I usually take walks. Except that, | sometimes take a few days off to get some air or get

away from work.
(Eastern Anatolia, llke)

“Sporun ¢ok faydasi oldugunu sdylemek zorundayim. Gergekten sdylemem lazim. Cok

biiyiik bir etkisi oluyor. Cok rahatlatyor.”
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I have to say that sports are very beneficial. | really have to say it. It has a huge effect. It's

very relaxing.
(Eastern Anatolia, Meva)
And they also proclaimed the importance of Digital Detoxification and Nutritious Diet:

“Iste elektronik aletlerimden uzakta kalarak, telefonumu, bilgisayarimi bir kenara

birakarak.”
Here | am, staying away from my electronic devices, putting my phone and computer aside.
(Marmara, Burce)
Sedative Medication was also another code that one participant noted as a strategy.

Apart from the Healthy Lifestyle, the fourth category is Social Strategies with some
codes as listed in Table 4.31:

Table 4.31
Category 4 and Recurring Codes (Theme 7)

Category 4 Frequency
Social Strategies f=12

1 Peer Social Interactions f=6

2 Involvement in Collaborative Discussions f=3

3 Peer Meetings f=1

4 Engagement in Various Settings f=1

5 Collegial Relationships f=1

Social Strategies involved Peer Social Interactions as the most frequent code as the
participants implied that it was essential for offering emotional support with the

Engagement in Various Settings:

“O konunun birka¢ kez daha Ustiinden gegip baskalarinin goriisiinii almak hep sosyal
yoldan gegiyor yani benim ig¢in bu stresle basa ¢ikmak ya da spor yaparak biraz daha

rahatlayabiliyorum.”

Going over the issue a few more times and getting the opinions of others is always a social

approach for me, so | can cope with this stress or relax a bit more by doing sports.

(Mediterranean,Suden)
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“Bunlarla giizel bir sekilde basa cikip sevdigim arkadaslarimla okul igerisinde, okul
disarisinda sosyallesip, kendime vakit ayirarak kendimi rahatlatayim ki oradaki problemler

0 kadar biyik de gelmesin bana yani.”

I can cope with these in a nice way, socialize with my friends in and out of school, and

relax by taking time for myself so that the problems there do not seem so big to me.
(Marmara, Selena)
Participants often reported feeling less alone and desired to be more understood in their

professional issues as a result of participating in Collegial Relationships, Collaborative

Discussions and Peer Meetings as contended by the participant Selena:

“Boyle boyle bir durum yasiyorum, babam &gretmen mesela hani ben boyle boyle bir

durumu yastyorum, nasil bir yol ¢izmeliyim, ne yapmaliyim, kime gitmeliyim gibi hani.”

I'm going through such a kind of situation, for example, my father is a teacher, | ask him
things like, “I am experiencing this kind of situation, what methods should I follow, what

should I do, who should I go to? and the like.

(Marmara, Selena)

The fifth and last category is Relaxation Techniques with two codes as Breathing

Exercises and Receiving Therapy in Table 4.32:

Table 4.32
Category 5 and RecurringCodes (Theme 7)

Category 5 Frequency
Relaxation Techniques f=2

1 Breathing Exercises f=1

2 Receiving Therapy f=1

The participants reported that Breathing Exercises and Receiving Therapy were helpful
in controlling their stress levels. These and other techniques fell under the area of

relaxation techniques. The participant Oncu underlined:

“Mindfulness'ta 6grendim. Birka¢ nefes egzersizi var. Onlar1 uyguluyorum stresle basa

¢ikmak igin.”

I have learned it via mindfulness. Thereare a few breathing exercises. | practice them to

cope with stress.

(Eastern Anatolia, Oncu)
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The qualitative analysis presented a range of strategies categorized into emotional and
psychological coping, healthy lifestyles, social strategies, individual activities, and
relaxation exercises in response to the fifth research question, which examined the
coping strategies used by EFL teachers to prevent or avoid burnout. The complex
character of burnout management was demonstrated by these encompassing strategies
to cope with burnout by benefiting from a range of personal, emotional, social, and

relaxation techniques to counteract the pervasive impacts of burnout on individuals.
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5. DISCUSSION

This section presents detailed comparisons of burnout syndrome experienced by
Turkish tertiary-level EFL teachers in the context of Turkiye based on the findings of
quantitative and qualitative data by providing a comparative lens on how Turkish EFL
university-level teachers experience burnout in this level of education system. Thus, the
findings of this study might fill the gap related to burnout studies in the ELTcontext by
delving into the burnout levels of Turkish EFL teachers, the relationship between
burnout and demographic factors, the factors leading to burnout, the symptoms
indicating burnout, and coping strategies for burnout in line with the conclusions
reached by comparing the findings obtained with national and international burnout

studies.
5.1. Levels of Burnout among Turkish EFL Teachers at the Tertiary Level (RQ1)

To ensure whether EFL teachers in Turkish universities experience burnout in Turkiye,
a preliminary qualitative study was conducted, and as a result, it was determined that
university-level EFL teachers faced burnout quite significantly across the country. In
addition, it was found that a measurement tool was needed to fully measure the burnout
of university-level teachers in Tilrkiye with contextual parameters; thus, a burnout
assessment tool was designed for the ELT field. To answer the first research question,
the English Language Teacher Burnout Scale (ELTBS) was developed to evaluate EFL

teachers' burnout levels clearly.

When looking at the literature, it is seen that burnout has been extensively searched and
measured in different fields with the same tools such as the MBI, Oldenburg Burnout
Inventory, and the like. Unlike all these burnout scales, the ELTBS specifically
concentrated on certain context-specific factors EFL teachers face in Tlrkiye. The
strongest predictors of EFL teacher burnout such as academic challenges, heavy
workload, teaching responsibilities and extra duties, educational policy challenges,
work-home conflict, institutional, collegial, and administerial inadequate support as
well as student engagement setbacks in the English language courses and out of the
classroom were all involved in the ELTBS. Covering all these issues, the development
of the ELTBS was a pressing need highlighted in both national and international EFL
research studies (Schaufeli et al., 2009; Maslach & Leiter, 2016). After gathering the

data and analyzing the findings of this study, burnout levels of EFL teachers at Turkish
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universities were investigated and the diverse and intricate effects of burnout on EFL
teachers were deliberately targeted. Thus, the research findings revealed significant
aspects of the burnout phenomenon. In the main study, 728 EFL teachers in English
language teaching departments at state and foundation universities in seven different
regions of Turkiye became participants in this research. The findings of the main study
showed that the participants struggled with burnout and it was reported that EFL
teachers had different manifestations of burnout with an average score of 2.83 (SD =
0.66) on a 5-point-scale, indicating a tendency toward the mid-range of the scale and
reflecting a diversity of burnout experiences. Likewise, in the studies conducted by
Cheng (2005), Tang (2011), Guo and Wang (2018), and Zheng (2022), English teachers
experienced a range of burnout experiences like mild, moderate and high levels of job
burnout. Similarly, it was underlined in Li’s study (2016) that there was a certain degree
of job burnout, confirming that emotional weariness was almost at the moderate level,
the feeling of detachment was at the mild level and decreased personal accomplishment

was at the moderate and mild level.

In the Turkish context, Demirel and Cephe (2015) noted multiple forms of burnout
levels among Turkish university teachers, emphasizing the critical need for more
targeted interventions and institutional support for the unique challenges faced by
novice teachers who are apt to suffer from burnout at the start of their careers. Similarly,
Kazimlar and Dollar (2015) analyzed burnout dimensions across various work
environments, highlighting that a considerable number of teachers exhibited moderate
to high levels of emotional exhaustion and depersonalization, signaling a significant
impact on their professional well-being. The results of this study were also consistent
with Cephe's (2010) findings that nearly half of all instructors faced burnout. In
contrast, earlier research indicated that English teachers generally reported lower levels
of burnout, with only a small number of teachers experiencing significant burnout
symptoms (Giiven, 2010). In addition, Erdag and Tavil (2021) reported that Turkish
EFL teachers in different institutions had different burnout levels changing from low,
some, substantial to severe but most of them had low levels of burnout. However, the
insights obtained in another study (Kimsesiz, 2019) revealed that EFL teachers
frequently demonstrated high levels of burnout, reflecting significant challenges related

to their professional environment.
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In this study, the overall burnout score proved that participants experienced burnout
with variations across sub-dimensions. The thorough evaluation of burnout intensity
offered valuable insights, about the six-factor design of the ELTBS comprising
Teaching Disillusionment, Workload Affliction, Academic Oppression, Learner
Alienation, Work-home Collision, and Colleague Disaffection. The ELTBS aligned with
established  burnout frameworks that underscore  emotional exhaustion,
depersonalization and decreased personal achievement as Maslach and her colleagues
outlined in their burnout studies (Maslach & Leiter, 2016). Specifically, emotional
exhaustion dimension played a great role in teacher burnout according to findings of the
study carried out by Jagodics and Szab6 (2014) who found that burnout among EFL
university teachers emerged due to Academic Oppression and Colleague Disaffection
issues because of frequent stress levels to keep research or other academic works and
limited support from colleagues, leading to the high level of teacher burnout.
Depersonalization is a way of emotional distance as a result of many obstacles including
time and energy demands in teachers' personal and professional lives, and as highlighted
in Teaching Disillusionment, Work-home Collision, and Learner Alienation dimensions
of the ELTBS, EFL teachers having feelings of detachment might easily withdraw from
their work and home responsibilities. Based on the results of this study,
depersonalization or disconnection from responsibilities and the self were utilized as
coping mechanismsto reduce high-stress levels of EFL teachers. The third stance of
burnout frameworks, the decreased personal achievement, showed alignment with the
Academic Oppression dimension of the ELTBS, revealing a sense of non-achievement
in professional teaching careers as perceived by EFL teachers underscoring a decline in
their work accomplishments mainly with academic research. These findings were in line
with the study that highlighted the pressure faced by Turkish academicians who were
forced to publish research studies to be tenure and to meet publication expectations
without any institutional support (Tufekci, 2019). Besides the academic pressure
derived from the institutional or governmental policies, EFL teachers at universities
were also greatly influenced by Workload Affliction and Teaching Disillusionment
dimensions of the ELTBS as they struggled with various difficulties in not only
balancing teaching and administrative duties but also their personal anticipations by
affecting their burnout levels. In the literature, previous burnout studies were also linked

to burnout and heavy workloads and overburdening by having detrimental negative
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effects on teachers’ professional and personal lives (Fernet et al., 2012). Hereof, there
are many studies conducted globally that show similar patterns of burnout and have
impact on the burnout levels of individuals in academic settings. Related research by
Rothmann and Barkhuizen (2008), for instance, proved the findings of this study and
pointed out that burnout was mainly caused by administrative tasks and the pressure to
publish academic work in South Africa. Additionally, in Europe (Schaufeli & Bakker,
2004) as well as in East Asia (Zhong et al., 2009), similar findings were obtained and
academic burnout was discussed as a consequence of heavy workloads and unmet
expectations within educational organizations. According to the studies by Teven
(2007) and Ghorpade et al. (2011), faculty academicians manifested burnout syndrome
in North America as their burnout was primarily attributed to the pressures of research
and fulfilling publication requirements. These studies confirmed how burnout levels

increased.

In the research studies held in East Asian countries, the bureaucratic obstacles and
academic pressures had a considerable influence on teacher burnout and levels as
confirmed by the study of Mohamed et al. (2020). Likewise, similar obstacles generated
more demanding conundrums in Turkiye with reference to the Academic Oppression
dimension of the ELTBS and analogous constraints on publishing and career
advancement hindrances led to teacher burnout, which can also be found in China
(Zhong et al., 2009). These research studies brought out more evidence and detail that
burnout is a global issue, stemming from common stressors across diverse cultural and
educational settings. In Latin America as in Turkish higher education institutions,
Mexican and Brazilian university teachers faced almost identical confrontations of
faculty burnout at undesirable levels due to heavy administrative duties and lack of

institutional support (Rojas-Solis et al., 2021).

Hence, the Academic Oppression and Workload Affliction dimensions could enlighten
the adverse effects of teacher burnout and levels at universities. In addition, distinctive
international study findings consistently found that work overload and institutional
forces indicated the toxic outcomes of burnout in the field of education (Blix et al.,
1994; Fernet et al., 2004). The findings of this study regarding the Workload Affliction
dimension drew conclusions that teachers were overburdened with administrative and

teaching duties, which is consistent with global trends. According to research findings
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carried out in Finland and Spain, a significant number of teachers (up to 48%) expressed
feeling emotionally drained due to their overwhelming workloads and the lack of
institutional assistance (Garcia-Carmona et al., 2019). The comparisons of international
studies data among countries verified that workload stressors and institutional
constraints were major causes of burnout and diverse levels of burnout were seen in
academic settings worldwide. The outcomes of these global studies were also supported
by the findings of this research and national investigations. In a study conducted at both
state and foundation universities, Hismanoglu and Ersan (2016) affirmed that Turkish
EFL teachers experienced academic stressors and for this reason, they had moderate
levels of burnout concerning emotional weariness as they were exposed to the same
academic obstacles but they had low levels of depersonalization. In another study with
the state university teacher participants, higher levels of emotional fatigue were reported
compared to their counterparts at private institutions, which is indicative of the
increased administrative pressures and teaching burdens at universities (Bal, 2019). In
the same vein, Karanfil and Yesilbursa (2021) discovered that institutional demands in
Turkish universities signaled elevated levels of teacher exhaustion. The dimensions of
the ELTBS with Academic Oppression and Workload Affliction may be regarded as the
primary contributors to burnout levels among Turkish EFL teachers, as Seis (2023)
presented in her burnout review article. What is more, EFL teachers were more prone to
burnout in terms of the Teaching Disillusionment and the Workload Affliction
dimensions of the ELTBS due to administrative and teaching burdens. According to
Khezerlou (2017) and Giines and Uysal (2019), teachers frequently suffered from job
dissatisfaction when working in environments where limited opportunities were offered
for professional development, which affected their burnout levels and showed

consistency with the outcomes of this research.

While individual and student-related factors do influence burnout to some extent, it is
argued that the stressors stemming from the workplace and educational institution have
a great impact for EFL teachers in Turkiye as evidenced by their scores in Learner
Alienation and Work-Home Collision in this study. Compared to other factors
responsible for burnout seen in earlier studies like those by Blix et al. (1994) and Ferner
et al. (2004), excessive workload and academic pressure were identified as significant

contributors to burnout.
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Furthermore, it was indicated in this study that teachers confirmed the dimension of
Colleague Disaffection in the ELTBS, which implies a shortage of camaraderie among
them and also, the findings of this study revealed that receiving social support from
friends and family could help alleviate burnout while daily irritations and family related
issues might worsen it specifically in the context of balancing work and home life as
seen in the Work-home Collision dimension (Sahu & Misra, 1995; Otero Lopez et al.,

2008), all of which has impact on burnout levels.

Moreover, while determining burnout levels of the teachers, the demographic variables
had a direct influence on them. Therefore, the study conducted by Kiigiiksiileymanoglu
(2007) suggested that demographic traits including gender, marital status, age, teaching
load, and academic title all played a role in determining burnout levels. The other
determinants affecting teacher burnout levels could be job engagement, emotional
manifestation, discipline, and professional distress as noted by Aflakseir and Nemati
(2018). Related to this, a study conducted by Ceylan and Mohammadzadeh (2016)
assessed the burnout levels and demographics of participants by revealing variations
among EFL teachers in terms of gender (in favor of male participants) regarding
emotional fatigue, marital status (in favor of married ones) and total experience in the
institution. Hismanoglu and Ersan (2016) stated that demographic variables such as
teaching experience, institution, department, administrative duty, monthly income, and
living in a big/small city had a significant effect on the burnout levels of Turkish EFL
teachers. Moreover, the findings of Demirel and Cephe's (2015) study brought forward
the relation between lower levels of burnout and increased engagement in professional
development opportunities, including participation in conferences, seminars,
workshops, and other forms of training, as these activities promote growth and help
mitigate job-related stress. Deneme (2021) also noted that higher burnout levels among
EFL teachers were significantly influenced by variables such as their level of
professional seniority and the degree of support provided by colleagues and
administrators, and these elements were found to be critical in determining the extent of
burnout experienced by teachers, underlining that greater support tends to correlate with

lower levels of burnout.

Besides, teachers’ use of coping strategies for burnout ascertained their level of burnout.

According to the results of the study by Erdag and Tavil (2021), teachers with all levels
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of burnout used a mixture of problem-focused and emotion-focused coping strategies.
Teachers with lower levels of burnout were more likely to use problem-focused
strategies than teachers with moderate to severe burnout, who tended to rely less on

such proactive coping mechanisms.

The relationship between school type and burnout levels was also investigated
(Kimsesiz, 2019), and it was shown that primary schools were an important
environment where burnout levels were significantly higher than other school
environments. Regarding higher education, the high level of burnout among higher
vocational education teachers was affected by the type of university, confirming that it
was significant for understanding teacher burnout (Tang et al., 2021). The findings in
this study also suggested that the majority of teachers at the tertiary level experienced a
range of burnout levels, indicating that universities and their types might be influential,
as found in Tang’s study. In this study, the ELTBS, developed specifically for the
Turkish context, provided a detailed measure of burnout for university-level EFL
teachers, revealing that institutional pressures such as academic workload, absence of
assistance systems from institutions, administrators and colleagues’ inadequate support,
and other demands faced by university teachers were the primary contributors to

burnout.

Briefly, this study highlighted the need for counseling intervention programs and
support systems, and the critical need for university-level educational policy changes
aimed at addressing the causes of burnout, particularly as the level of burnout among
EFL teachers increased due to academic pressures. The findings of this study provided a
strong foundation for future burnout research both nationally and internationally, and
suggested that internal educational, political, and psychological interventions to enhance
personal well-being and professional development as well as institutional and collegial
support mechanisms were necessary to decrease burnout levels among EFL teachers in

Turkiye.
5.2. Demographic Variables and Burnout Relations (RQ2)

To address the impact of demographic variables on EFL teacher burnout, the study
highlighted several concerns that influenced burnout tendencies. These demographic
variables included gender, age, educational background, undergraduate major, teaching

experience, teaching period at the current institution, marital status, weekly teaching
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workload, type of institution, administrative responsibilities, and region. Descriptive
statistics and mean comparisons were used to examine the influence of independent

variables on the burnout levels of the participating EFL teachers.
5.2.1. Gender and Burnout

In this research, the gender distribution of the participants showed that the majority of
the volunteer participants were female, followed by male participants. A very small
percentage did not specify their gender. Therefore, the research study including 728
participants was predominantly female. The findings of this study proved that the

gender in favour of female variable had a significant effect on burnout.

Congruent with the findings of the study, in the literature,the degree of burnout could
vary significantly by gender (Xie, 2013; Liang, 2016). Burnout has often been framed
as a predominantly female experience, with research by Maslach et al. (2001)
supporting this view. In the case of gender differences in burnout among teachers,
female educators typically encountered higher job demands, especially concerning the
challenge of balancing work and home responsibilities. Turkish studies, such as those
by Kiiciiksiileymanoglu (2007), revealed that women in education often experienced
greater work-home conflict, a significant job demand that intensifies their stress levels,
showingconsistency with the JD-R model, as increased demands without adequate
resources such as flexible schedules or institutional support could lead to higher burnout
risk. Ceylan and Mohammadzadeh (2016), Kavanoz and Kirkgéz (2020) as well as
Yangoz and Unal (2023) found that gender had an influence on the levels of burnout.
Similarly, the research by Toker et al. (2025) showed that women reported higher levels
of burnout, often due to emotional demands and the challenge of balancing personal and

professional lives.

More importantly, it was stressed that there was connection among education status,
gender and burnout which were positively correlated, and advanced degrees were found
to be linked to higher levels of burnout specifically among women, possibly due to the
increased expectations and role conflicts they faced (Artz et al., 2022). International
studies, like those by Antoniou et al. (2006), echoed this by showing how female
educators were more emotionally connected to their work, adding to their psychological
load.Burnout symptoms, especially for women, tended to be lowest around age 20,

gradually rising and peaking between ages 30 and 35 due to increasing professional
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responsibilities and challenges in balancing work and personal life (Cinamon & Rich,
2002; Marchand et al., 2015).

Regarding male gender in the literature, it was argued that men experienced lower
burnout, likely due to distinct work stressors and coping strategies, which presented
findings that were consistent with this study (Zani & Pietrantoni, 2001), as male
teachers might benefit from stronger job resources, such as emotional distancing or
support from colleagues, allowing them to manage stress differently. Male educators’
detachment ability emotionally acted as a coping resource, reducing the psychological
strain leading to burnout. This aspect was supported by studies like those from Byrne
(1991) and Lackritz (2004), where emotional detachment functioned as a buffer against
stress. Interestingly, working in the private sector might also reduce burnout levels of
men (Artz et al., 2022). Apart from these, men experienced more burnout than women
specifically regarding depersonalization and exhaustion (Rumschlag, 2017; Yangoz &
Unal, 2023).

However, not all studies found a gender difference in burnout levels, suggesting that
other factors, such as job demands and support systems, might play a more crucial role
in determining burnout (Jawahar et al., 2007). In the same vein, some studies claimed
that there were no significant gender-based differences in the burnout levels of the
participants (Bracket et al., 2010; Nazari et al., 2020). In the study conducted by
Jamshidirad et al. (2012), gender was not a pivotal predictor of burnout. Likewise, some
studies done in the national arena showed that there was no significant association
between gender and burnout (Geng, 2016; Hismanoglu & Ersan, 2016; Atmaca, 2017).
The study carried out by Allahkerim (2020) concluded that the relationship between
gender, burnout and job satisfaction did not show any statistical relations. In the study
by Erden et al. (2023), the impact of gender was investigated and they yielded similar
results that there was weak effect of gender on burnout. The study conducted by Onan
and Aydin (2024) investigated the relations between well-being, burnout and teaching
anxiety among EFL teachers, and it was stated that gender often had minimal power on
burnout. Among the subject teachers, the effect of gender was not significant in regard
to total burnout (Salovita & Pakarinen, 2021), but the levels of exhaustion were higher

for the female teachers.
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In contemporary societies,there is the decrease in the effect of gender difference. This
decline is due to the fact that the traditional gender roles of men and women are
increasingly converging as both share more common traits. The increasing economic
participation of women has changed the cultural belief that women’s primary roles
should be unpaid care and domestic work, while men focus solely on earning an income
by eliminating the influence of sexist approaches. While societal changes have led to
overlapping gender roles, recent academic studies indicate that significant gender
differences in burnout rates persist. A meta-analysis found that women were more likely
to experience burnout compared to men (Purvanova & Muros, 2010). Similarly, a study
among U.S. nurse leaders revealed that female nurses had significantly higher personal
burnout scores than their male counterparts (Alenezi et al., 2024). In the medical field,
research demonstrated that female physician faculty experience higher rates of burnout
and lower professional fulfillment than male faculty members (Templeton et al., 2021).
Furthermore, a study on university students found that female students exhibited greater
levels of exhaustion, cognitive impairment, and emotional distress compared to male
students (Pérez-Mufioz et al., 2022). These findings suggest that, despite evolving social
norms and increased economic participation of women, gender disparities in burnout

remain evident across different professional and educational settings.

As presented in this study, gender plays a role in EFL teacher burnout. This could be
explained with many roles of women in societies. In Turkish society, Turkish women
are regarded to be capable of doing everything and therefore, they unfortunately take on
many roles and these force them to combat many duties at the same time, leading to
burnout. When systemic regulations can occur in social norms, the role changes could
be reflected not only in families but also in the workplaces. With these changes, flexible
working hours for women at work could reduce burnout, while paid leave alleviates
burnout especially for men (Artz et al., 2022), and the complexity of burnout shaped by
contextual and individual variables may be eliminated between the genders.

Instead of gender discrimination approaches, it is also possible to explain how job
demands and resources contribute to burnout for both genders with the JD-R theory. In
both Tirkiye and the international context, common guideline interventions for the
special needs of male and female teachers provide a common ground for increasing the

use of resources in educational environments with the JD-R framework of these
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dynamics, while also preventing burnout from being a phenomenon that can affect

educational environments for different genders.
5.2.2. Age and Burnout

The age distribution in this study signified that the workforce primarily comprised mid-
career professionals, with nearly half of the respondents falling within the 31-40 age
range. This suggested that many participants were likely in a stage of their career where
professional responsibilities and demands might be at their peak. The high percentage of
respondents under 50 indicated that the majority of participants were still in their most
active working years, with only a small proportion over the age of 51. The findings of
this study indicated a significant relationship between age and burnout levels among
teachers, with younger teachers (aged 21-30) reporting the highest levels of burnout,

while those over 51 demonstrated the lowest levels.

These results align with previous research suggesting that younger teachers experience
greater emotional exhaustion and stress due to their relative lack of experience,
professional uncertainty, and challenges in classroom management (Skaalvik &
Skaalvik, 2017). Because age is consistently recognized in the literature as a critical
factor determining burnout, it is a key indicator of accumulated personal and
professional experience, which in turn influences the constraints and resources
individuals encounter in various stages of life and has the risk of developing the
syndrome of burnout (Barnes-Farrell, 2005; Mendes & Miguel, 2024). The effect of age
could be significant regarding emotional fatigue (Saloviita & Pakarinen, 2021). There
are notable differences in how work-related stress and burnout symptoms manifest
between younger and older employees depending on the age variable (Rozman et al.,
2019). Additionally, it was stated that there was a negative association between age and
burnout (Norlund et al., 2010; Marchand et al., 2015;), so younger teachers often
experienced heightened stress, largely due to their limited experience in navigating the
demands of the profession, as inexperienced teachers were more susceptible to burnout
due to their lack of experience in managing classroom challenges and workload (Bilge,
2006), which is in line with the findings of this study. Early-career teachers often face
high job demands with limited coping mechanisms, leading to increased feelings of
burnout (Hong, 2012).
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Likewise,Watts and Robertson (2011) emphasized that novice teachers suffered from
burnout because they often faced unrealistic expectations and struggled to cope with
professional demands. This supports the broader literature, which identifies age and
teaching experience as key factors in teachers’ ability to manage stress and avoid
burnout (Blix et al., 1994; Fernet et al., 2012) because their lack of familiarity with
classroom management, workload balancing, and emotional regulation could lead to
increased mental and physical fatigue, as noted by Liang (2016). Besides, high
aspirations of young teachers regarding their profession could provide the manifestation
of burnout compared to older teachers (Chryssouli & Koutroukis, 2023). In this research
group, teachers in the 31-40 age group also exhibited significantly higher burnout levels
compared to those aged 41-50 and over 51. This finding may be attributed to the
increased professional responsibilities and personal life demands that individuals in this
age range often encounter. Middle-aged teachers are likely to be managing family
responsibilities alongside their teaching workload, which could increase higher stress
levels (Hakanen et al., 2006).

On the other hand, experienced teachers were apt to develop better-coping mechanisms
with practice, which might improve their capacity to manage stressors efficiently
(Rostami et al., 2015); therefore, they had lower levels of job burnout (Liu, 2014). As
teachers advance in their careers, they may develop more effective coping strategies,
professional expertise, and resilience, reducing the likelihood of burnout (Bakker &
Demerouti, 2017). This could explain why no significant differences were observed
between the 41-50 and over 51 age groups. Furthermore, the lower burnout levels
among teachers over 51 suggest that experience and tenure may serve as protective
factors against burnout. More experienced teachers might benefit from greater job
stability, refined teaching strategies, and stronger emotional regulation skills, which
help mitigate the adverse effects of job-related stress (Taris et al., 2001). Additionally,
older teachers may have adjusted their expectations, adopted more effective work-life
balance strategies, or gained greater intrinsic satisfaction from their profession, all of

which could contribute to their lower burnout levels (Richards et al., 2016).

Conversely, in the literature regarding older teachers, Wang and Shultz (2010) and Goétz
et al. (2018) pointed out that employees might experience a decrease in their ability to

cope with work-related stressors with age, and this negative situation might make them
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more susceptible to stress due to a decrease in coping strategies, resources, and changes
in physiological resilience over time. As their study emphasized, older employees might
be more vulnerable to work-related stress, as the effects of stress could vary depending
on the stage of life, and they could also face mental and physical disabilities associated
with aging. Therefore, increasing age and heavy administrative duties might confront
educators with different challenges, such as feeling physically exhausted, because age
has a reverse-U-shaped relationship with psychological health, forming burnout (Blix et
al., 1994). It is also suggested that although gaining experience might alleviate certain
aspects of burnout, aging was possible to bring its distinctive challenges like the
occurrence of burnout. Due to decline in strength and stamina, older teachers could feel
more exhausted (Antoniou & Dalla, 2010). Tang (2011) found that teachers aged 30-39
were exposed to job burnout in terms of feelings of fatigue, detachment and failure.
Some of the EFL teachers had intentions to leave their jobs because of their age
(Samadi et al., 2020). Another cause of feeling burnout for the age group above 41 was
identified by Yangoz and Unal (2023) in their technology related research study that the
elder groups of teachers might be dealing with the latest educational trends after the
Covid-19 Pandemic in order to use technology in the classroom, which resulted in high
burnout levels. According to the results of Yu and Yu (2023), the severity of English
teacher burnout was influenced by the demographic variables, and middle-aged and

elderly teachers were afflicted by job burnout.

According to Marchand et al. (2015), burnout symptoms are dynamic across different
life stages, with emotional fatigue and total burnout increasing until the age of 30,
decreasing steadily until 55, and then rising again thereafter, while cynicism and
reduced professional efficacy show a consistently negative linear relationship with age,
suggesting that younger workers face heightened burnout due to limited coping
strategies, middle-aged workers benefit from accumulated resilience, and older workers
may experience burnout linked to age-related constraints. In addition, burnout
symptoms are typically lowest at around age 20, gradually increasing until ages 30 to
35, suggesting that the combination of acquiring work proficiency and heightened
work-family conflicts, which tend to be more pronounced for women, leads to
significant stress and contributes to burnout; however, between ages 35 and 55, burnout
tends to decrease, likely reflecting greater adaptation to work-related stressors due to

accumulated experience, while after 55, burnout resurges, potentially driven by age-
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related factors, including a decline in resilience to work stressors and possibly
exacerbated by perimenopausal or menopausal symptoms, which may increase the risk
of depressive symptoms for some women (Cinamon & Rich, 2002; Cohen et al., 2006;
Marchand et al., 2015). On the contrary to the effect of age on burnout, it was claimed
that the relationship between age and burnout showed inconsistency among different
communities and cultures (Grayson & Alvarez, 2008; Bracket et al., 2010).

While it is true that senior teachers require institutional support, particularly as they
approach retirement, the assertion that they need support more than younger teachers
overlooks the critical vulnerabilities of novice educators. The findings suggest that
younger teachers (aged 21-30) experience significantly higher levels of burnout
compared to their older counterparts, indicating that the immediate need for intervention
is greatest among them. Research has shown that inexperienced teachers often struggle
with workload, job expectations,classroom management and professional identity
development, making them more susceptible to burnout (Hong, 2012; Skaalvik &
Skaalvik, 2017). Without adequate early-career support, many young teachers may
leave the profession, exacerbating teacher shortages and reducing the long-term

sustainability of the workforce (Hobson & Maxwell, 2017).

On the other hand, while senior teachers do require institutional support, their lower
burnout levels suggest they have developed coping strategies and resilience over time
(Taris et al., 2001). Many experienced teachers benefit from their tenure, accumulated
expertise, and professional autonomy, which buffer against burnout (Bakker &
Demerouti, 2017). Instead of focusing solely on retirement-related support, institutions
should aim for a balanced approach, prioritizing interventions such as mentorship
programs, stress management training, and professional development. These measures
can ensure that teachers could remain in the profession long enough to benefit from

later-stage support systems.

Moreover, providing strong early-career support can also indirectly benefit senior
teachers. By fostering a culture of mentorship and collaboration, experienced teachers
can engage in leadership roles, which may enhance their sense of purpose and job
satisfaction (Richards et al., 2016). This creates a more sustainable teaching workforce
where younger teachers receive the guidance they need, and senior teachers remain

engaged in meaningful professional development opportunities rather than requiring
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reactive support in their later years. Therefore, while institutional support for senior
teachers is important, immediate and targeted interventions for younger teachers should

remain a priority to prevent burnout and long-term attrition.
5.2.3. Educational Background and Burnout

In this study, most participants hold advanced degrees, indicating that the sample is
highly educated with a significant level of advanced education. Many of the participants
continued their education beyond the bachelor's degree, with most holding either a
master's or doctoral degree. This shows that there is a requirement for a highly qualified
workforce at higher education institutions due to the academic pressure focusing on
having higher qualifications for teaching positions. Even though the quantitative
findings of this study revealed that the dimension of Academic Oppression was in the
high level but did not show any statistical relation between undergraduate majorsand the
burnout levels of the participants, the qualitative data findings gathered from the
participants emphasized the stress resulting from the effort they put in to meet
publication demands and academic expectations with the dimension of Academic
Pressure, which is in line with the findings of Allahkerim (2020). In Turkiye, the
challenges faced by highly qualified teachers were exacerbated by institutional
demands, particularly for research and publication (Pinar, 2018). Similarly, teachers
with higher academic titles often experienced more burnout as a result of these extra
demands (Kiigiiksiileymanoglu, 2007). As seen in the literature on burnout regarding
educational background, higher-degree teachers often face greater professional
demands, increasing their susceptibility to burnout. The teachers with Bachelor, Master,
and PhD degrees experienced high levels of emotional fatigue (Jamaludin & You,
2019). As the level of education was correlated with burnout, the teachers experienced
professional burnout (Kamtsios & Lolis, 2016). As one example of this was the study
by Heng et al. (2020) who found a strong link between burnout and conflict between

teaching and research.

Of an important variable, teachers’ education status could be stated because burnout is
believed to have a connection with individuals’ level of education according to several
studies (Cheng, 2005; Tang, 2011; Zhang, 2012; Su, 2014; Hu, 2016; Fang, 2017; Guo
& Wang, 2018; Zheng, 2022). Maslach (1982) asserted that teachers with more

advanced education generally had greater expectations and goals in their careers, which
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caused burnout. Schaufeli and Enzmann (1998) and Altun and Yazici (2011) also
showed that employees with higher degrees felt burnout due to the pressure to reconcile
their knowledge with institutional demands because increased demands and stress,
especially in research-oriented academic environments, affected teachers with advanced
education negatively and they frequently experienced burnout (Maslach, 1982;
Schaufeli & Enzmann, 1998). Azeem and Nazir (2008) also reported that Indian
academics, like assistant professors in North America, reported higher levels of fatigue
than their senior colleagues, and that seniority, in addition to education level, also
influenced burnout measures. In a similar vein, Timkaya's (2007) study of Turkish
faculty members found that lecturers and assistant professors had higher burnout than
full professors. This finding supports the pressures placed on educators in more
demanding or less stable positions, especially those with advanced degrees, as they
strive to meet the expectations associated with their academic titles. Additionally,
adjunct full-time lecturers in the United States who concentrate solely on teaching
showed lower levels of weariness than their tenured or tenure-track colleagues as
Ghorpade et al. (2007, 2011) posited. This might be a reflection of tenured professors'
relative freedom from research and publication pressures. According to Singh and Bush
(1998), tenure status had a major impact on the relationship among perceived reward,
job satisfaction, and burnout.

As the teaching profession requires emotional strength, various diploma holders may be
affected by such exhaustion. Therefore, preventing burnout among highly educated
faculty teachers may require addressing their specific needs, such as reducing research-
related stress and providing assistance for academic production. As indicated from the
findings of this study, the burnout phenomenon could be overcome when the academic
pressure is diminished; otherwise, high demands that the tertiary-level EFL teachers
face in Tirkiye may result in the deterioration of performance in their career by
negatively affecting all high education system stakeholders, and thus, it is necessary for
the authorities to take action for making new developments and encouraging teachers
with new adjustments that promote the professional development. Also, the
instrumental development reforms should be prepared for the teachers who have
difficulty in responding to changing standards in order to be tenure, and the new ways

should be paved for those who are eager to make progress in the field of ELT.
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5.2.4. Undergraduate Major and Burnout

It is revealed in this study that a significant number of participants pursued a degree in
ELT during their undergraduate studies, emphasizing that this strongly focused on
pedagogical preparation precisely tailored to language teaching. A small number of
participants majored in American Culture, Translation, and Interpreting, and
Linguistics, while a smaller percentage studied English Literature. This distribution also
highlights a clear trend toward ELT graduation, which provides a primary and
professional fit for EFL teachers. Despite lack of any significant relation between
undergraduate major and burnout statistically, participants’ undergraduate majors
suggested a potential link between burnout, academic concentration and job satisfaction
based upon the qualitative data results. It was emphasized that those with a background
in ELT often had better pedagogical skills than those with a background in Literature,
Linguistics, or Translation, which can help them meet teaching responsibilities and
expectations more effectively and manage teaching-related issues. However, this can
also have a negative side, as being out of sync with work can lead to increased stress
and accountability, which can worsen burnout in the long run. According to a study by
Antoniou et al. (2006), educators in fields that require specialized skills, such as ELT,
may face increased emotional stress due to the constant pressure to meet academic goals
and maintain rigorous teaching expectations. Those with degrees in English literature or
other related fields may find that their academic background to be an English teacher
does not fully align with the demands of teaching English, leading to role conflict and
stress. For individuals who notice that their educational background does not adequately
equip them for the real challenges of teaching, role ambiguity and lack of professional

fit are key causes of teacher burnout (Kokinos, 2007).

In contrast, the literature provides a solution against role ambiguity in the field of
language teaching. A study by Tumkaya (2007) suggests that teachers with a stronger
background in pedagogical studies such as ELT may develop coping strategies and
lessen their vulnerability to burnout. Nonetheless, a distinct form of burnout motivated
by performance pressures rather than role incompatibility may result from the strong
stressors put on ELT teachers to consistently perform at a high level and improve
student outcomes. Thus, non-ELT majors may suffer from burnout due to role

ambiguity and misalignment with their academic background, whereas ELT majors
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could be burned out due to heavy workloads and performance constraints. Moreover,
job stressors without resources might raise burnout levels of teachers. According to the
JD-R framework (Bakker & Demerouti, 2007), this disparity is consistent with broader
literature which suggests that burnout can result from both job demands and a lack of

resources.
5.2.5. Teaching Experience and Burnout

The findings of this study showed that the majority of participants had substantial
teaching experience, with nearly half of the respondents reporting more than 16 years in
the field and a great number of participants indicating between 11 and 15 years of
teaching experience. A smaller group reported having between 6 and 10 years of
experience, while very few participants indicated only between 1 and 5 years or less
than a year. This distribution indicates that the workforce is primarily experienced, with
over half of the participant group having taught for more than 11 years and having
professional expertise.The statistical findings of this study presented that teaching
experience had limited influence on burnout. However, in the burnout model of this
study, the dimension of Teaching Disillusionment aligns with previous research. As
expressed by the experienced teachers in the sample, burnout was likely to occur due to
prolonged exposure to work-related stress, particularly without adequate institutional
support. Hence, the results of this study are in line with the research results of Azeem
and Nazir (2008) and Tumkaya (2007) who stated that senior teachers could effectively
manage stress in the classroom, but external stress factors such as institutional
expectations might still result in burnout. In addition, studies by Blix et al. (1994) and
Gonzalez and Bernard (2006) found that despite the usual correlation between
professional success and teaching experience, teachers with fewer years of experience
were more prone to emotional stress. As Watts and Robertson (2011) found, new
teachers were at risk of burnout due to not having effective coping strategies for burnout

and support systems; therefore, they reported that they had lower energy.

The literature on the relationship between burnout and teaching experience presents
different findings. Saglam (2011) found that academicians' emotional fatigue and their
job detachment levels varied significantly depending on their teaching experience.
While some research studies, such as that conducted by Gonzalez and Bernard (2006)

and Blix et al. (1994), indicated that less experienced teachers had higher burnout and
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stress levels as they had fewer coping mechanisms and support systems, other studies
suggested that more experienced teachers might experience burnout as a result of
prolonged exposure to work-related stressors. For instance, teachers could experience
burnout as a result of cumulative exhaustion and increasing administrative duties (Taris
et al., 2005). On the other hand, Atmaca (2017) found in her study in Turkiye that there
was a weak correlation between teaching experience and job satisfaction. In the same
way, Ceylan and Mohammadzadeh (2016) claimed that teaching experience did not

have a significant effect on burnout.

Briefly, there is an intricate connection between teaching experience and burnout, and
this circumstance needs to be centered to support younger teachers while they are facing
the changing demands of the ELT profession. For novice teachers, the importance of
professional development needs to be emphasized and in virtue of mentorship
programs, the newly-employed teachers could successfully handle their workload and
classroom stress. Thus, personal resilience and well-being through professional

development could enhance teachers’ career satisfaction.
5.2.6. Teaching Period at the Current Institution

The results of this research study indicated that the majority of the participants had
taught in their current institution for maximum five years and a significant number of
teachers had teaching period for eleven and fifteen years. Some teachers had longer
employment periods in their present institutions for between six and eleven years, and
sixteen and twenty years, while some teachers remained in their institutions for
extended periods of tenure for more than twenty-one years. The findings of this study
suggested a clear relationship between teaching experience and burnout levels, with less
experienced teachers, particularly those in the 6-10 year range, reporting higher burnout
levels than their more experienced counterparts. These results align with existing
literature indicating that early-career teachers often feel burnout due to the challenges in
the classrooms, demanding professional responsibilities, and intense workload
(Skaalvik & Skaalvik, 2017). Teachers in their early careers frequently struggle with
high expectations, student behavior issues, and administrative pressures, all of which

contribute to elevated burnout levels (Hakanen et al., 2006).

One possible explanation for this trend is that early-career teachers may have yet to

develop the coping mechanisms and professional confidence necessary to manage
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occupational stress effectively. Studies have shown that novice teachers are more
vulnerable to emotional exhaustion and depersonalization, key dimensions of burnout,
due to their limited exposure to real-world teaching environments (Richards et al.,
2016). Additionally, the lack of well-established support networks and mentorship in
the early years of teaching can exacerbate stress levels, making professional guidance
and structured support systems crucial for teacher retention (Hobson & Maxwell, 2017).
According to a study by Kiiciiksiileymanoglu (2007), the increased stress levels among
less experienced teachers showed a link between the pressure to adapt to new
responsibilities and job burden. Therefore, these negative circumstances signaling
burnout for the teachers teaching for shorter periods in the same institution may be
overcome with the help of authorities who could make regulations for job security and

job responsibilities.

On the other hand, Dick and Wagner’s study (2012) exhibited explicitly that teachers
being in their position for a long time might face burnout due to strict rules such as
enhanced administrative requirements or limitations related to career growth in their
roles. Likewise, Altun and Yazici (2011) stressed that the teachers teaching for a long
timein Turkiye were burned out because of limited opportunities for career
advancement. Also, the findings of the study by Lau et al. (2022) found that higher
institutional pressures were associated with job changes that might increase the risk of

burnout for teachers.

Conversely, the lower burnout levels observed among more experienced teachers
suggested that years of service might serve as a protective factor against burnout.
Experienced teachers often benefited from greater job stability, professional mastery,
and enhanced emotional regulation skills, which enabled them to navigate occupational
stress more effectively (Bakker & Demerouti, 2017). Additionally, long-term exposure
to the profession allowed teachers to refine their teaching strategies, improve classroom
management techniques, and develop resilience against daily stressors (Taris et al.,
2001). Institutional support and seniority-based privileges, such as greater autonomy in

decision-making, may further lower burnout among experienced teachers.

Briefly, there was a diversity of teaching tenures at the institutions of the participants in
this study. The findings underscored the need for targeted actions aimed at reducing

burnout among early-career teachers. Schools and policymakers should prioritize
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mentorship programs, workload management strategies, and stress reduction initiatives
tailored specifically for teachers in their first decade of service (Hong, 2012). Providing
structured professional development and fostering supportive work environments can
help mitigate burnout risks, ultimately enhancing teacher well-being and retention in the
education sector. For this reason, the importance of support from the authorities,

colleagues and policymakers cannot be denial.
5.2.7. Marital Status and Burnout

In this study, based on the results of the data obtained, it was evident that most
individuals were married.The relation between the marital status of the participants and
burnout was examined and it was found that their marital status had a statistically
significant effecton their burnout levels.It was also revealed that single teachers had
higher burnout levels than married teachers. In numerous studies in the literature, it was
proven that being married was frequently associated with a reduced likelihood of
experiencing burnout, particularly due to the emotional and social support provided by
family. One example is from Toker’s study (2011) that married individuals had lower
rates of burnout due to the stability and emotional support provided by marriage, and
married teachers felt low exhaustion and cynicism (Kamtsios & Lolis, 2016). On the
other hand, unmarried or single teachers might face a greater risk of teacher burnout
because of not providing the emotional support system with their family life. Research
studies conducted by Kokkinos (2007) and Purvanova and Muros (2010) proposed that
teachers who were not in a relationship or were divorced tended to experience more
stress and burnout, confirming the results of this study. Single individuals could
experience more severe burnout syndrome compared to divorced individuals,
highlighting that marital status was a major indicator of burnout (Maslach & Leiter,
2016). Single individuals might also struggle with handling work pressures without the
support of a fulfilling family life, making them more inclined to physical and emotional
burnout. In the Turkish academic world, studies conducted in Turkiye with respect to
marital status made clear that married teachers had lower burnout levels than unmarried
teachers (Fadlelmula, 2014; Allahkerim, 2020) and being single increased stress levels
(Erden et al., 2023), supporting this study. On the contrary, a great number of studies in

China showed that marital status had no significant effect on EFL teachers’ burnout
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(Ding & Liu, 2020). Therefore, it could be assumed that family support systems might
be different among countries and the effect of marital status might be changeable.

In short, since there is a correlation between marital status and burnout as highlighted in
the literature and this study, internal and external support systems are needed to prevent
the prevalence of burnout for single teachers and also,emotional support may help
teachers avoid stress, especially in challenging environments such as academia in order
to cope with the emotional difficulties of teaching. Teachers’ well-being could be
improved by reducing personal and professional stress factors through timely
interventions. In addition, work-life balance with the supportive family environment

could prevent the damage that burnout can cause.
5.2.8. Weekly Teaching Workload and Burnout

This study investigated the relationship between teaching workload and burnout and
found that the majority of the participants reported teaching between sixteen and twenty
hours per week, followed by a large group who indicated teaching fifteen hours or less.
Smaller percentages were recorded for those who taught between twenty-one and
twenty-five hours and those who taught twenty-six or more hours. The results showed
consistency with the overall teaching workload, as the majority of the participants
taught sixteen to twenty hours per week. It was shown that there was a statistically
significant effect of weekly teaching workload on burnout levels and teachers with
heavier weekly teaching load experienced higher levels of burnout, showing the positive
correlation between them. Therefore, teachers teaching sixteen to twenty hours as well
as those teaching twenty-one to twenty-five hours per week supported the impact of
workload on burnout. These results are in line with previous research, such as the study
conducted by Demirel and Cephe in 2015, highlighting the importance of teaching
hours and additional workload in relation to teacher burnout. Demirel and Cephe’s
study confirmed that burnout, particularly emotional fatigue, was a result of a mix of
external demands and substantial teaching responsibilities, rather than particular
teaching duties. Similarly, as reported by Schaufeli and Enzmann (1998) and Skaalvik
and Skaalvik (2016), excessive work was associated with a decline in the physical and
emotional health of educators, often resulting in burnout and decreased job satisfaction.
According to Jendle and Wallnas (2017) and Arvidsson et al. (2019), teachers might

experience burnout as both physical and emotional fatigue when their workload
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continued to increase as new technological requirements, educational policy changes,
and the need for personalized student development plans intensified.

Similarly, studies from Sweden have found that teachers often perceived their workload
as excessive and unfair, leading many to burnout due to the constant demands placed on
them (Jendle & Wallnids, 2017). Jomuad et al.’s exploration (2021) of how workload
correlates with burnout, particularly career dissatisfaction, reinforced the toxic power of
burnout on teacher health by showing that overwhelming workloads negatively
impacted teachers’ job satisfaction, performance, and health. These results are
reinforced by the literature, showing the significant link between teaching workload and
burnout, and how gender and teaching experience often provoke job-related stress.

Furthermore, Liu with Onwuegbuzie (2012) as well as Yang and colleagues (2019)
stressed that in the Chinese setting, heavy workload was closely linked to Chinese
teachers. Ultimately, while the excessive teaching responsibilities identified in this
research might seem justifiable in theory, they indicated a broader issue within
academic settings, where a heavy burden on teachers resulted in a detrimental cycle of
anxiety and exhaustion. In line with the findings of Skaalvik and Skaalvik (2016) and
Malik (2019), organizations must implement strategies to effectively handle workloads
and provide teachers with valuable assistance in addressing these concerns.

When combined with additional work tasks such as lesson preparation, grading, and
administrative tasks in addition to teaching, even workloads in this range may cause
high levels of stress, thus further complicating the teaching process. For this reason, to
lower the risk of burnout and enhance teachers' long-term professional sustainability,
job satisfaction, and well-being, effective workload management is essential.

5.2.9. Type of Institution and Burnout

This study which was conducted in Turkiye highlighted a significant prevalence of
teachers employed at state universities compared to private foundations. The higher
numbers of state-employed participants reflected the reality that the foundation
universities were not present in every city in Turkiye. Based upon the findings
reflectingthat the majority numbers of teachers were employed at state universities, the
type of institution did not show a significant impact on burnout levels of the
participants. The study by Yangoz and Unal (2023) showed similar findings that
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university type was not a significant factor to determine the technostress levels of the
EFL teachers in Turkiye.

However, numerous studies in the literature have reported contrasting findings,
confirming the effect of type of institution on burnout. As identified by Maslach et al.
(2001), the categories of institutional challenges such as an overwhelming workload, a
lack of authority (including in conflict situations or role ambiguity), inadequate
recognition, a decline in civic engagement and belonging (often as a result of poor
teamwork and a lack of respect for one another), unfair management within the
organization, and similar problems as well as the low socioeconomic status of the
school, institutional rigidity, job overload, inadequate compensation or resources, lack
of training or preparation for managing classroom behavior, absence of teacher
involvement in decision-making processes, and physical conditions like crowded
classrooms, inadequate facilities, and poor working conditions were the same factors
that contributed to teacher burnout. Zheng’s study (2022) also indicated that significant
levels of burnout in higher education vocational teachers were associated with the type
of institution. Furthermore, studies by Li et al. (2013) showed that teachers in private
schools frequently dealt with particular demands, such as increased performance
standards and a more competitive environment, resulting in heightened stress and
burnout. To avoid this, some educational interventions supported by government
agencies might be provided with well-established methods in educational policies. In
addition, burnout could be reduced by preparing the ground for the formation of
equitable workload systems within institutions and by determining these workloads with
stable employment contracts. Likewise, teachers in public schools in Turkiye were
likely to face administrative barriers eventually resulting in long-term stress even
though they often felt secure (Altun & Yazici, 2011; Pinar, 2018). In contrast, private
schools could offer advantages such as smaller classes and unique teaching approaches,
yet the lack of job stability and support systems found in public schools might also be a
cause of burnout (Demirel & Cephe, 2015).

Although no effect is observed in this study, the literature suggests that the type of
institution is an important element in examining burnout among educators, as
institutional components refer to various organizational and career aspects, including

misaligned career requirements, the socioeconomic conditions of the school, and the
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degree of managerial assistance available (Evers et al., 2004). Furthermore, it is
important to consider specific educational environments when examining burnout, as
different types of universities may have different pressures and factors affecting teacher
well-being, requiring detailed examination from all perspectives.To examine the effect
of type of institution, the number of the participants from different groups should be
equal.

5.2.10. Administrative Responsibilities and Burnout

In this study, the administrative responsibility variable was examined and while
investigating whether there was a relationship between burnout and administrative duty,
a significant number of the participants had administrative tasks, while the majority did
not have any written administrative roles. The findings of the study revealed that no
meaningful difference was observed in burnout levels of the participant teachers. The

findings of this study were inconsistent with previous studies in the literature.

According to the studies examining administrative roles/ responsibilities and burnout,
teachers with such responsibilities experienced high levels of burnout due to the
additional workload, exacerbating feelings of being overburdened and under-supported.
This echoes the findings of Burke et al. (1996), who identified administrative burnout as
being heavily influenced by red tape, typically involving cumbersome administrative
procedures, rigid protocols, and burdensome paperwork, and could hinder productivity
and contribute to stress or burnout, especially in leadership or administrative roles,
particularly among men. Their study found that male burnout was primarily predicted
by bureaucratic stressors like red tape, while for women, disruptive students were the
leading cause of burnout. This gender difference in burnout predictors could be
attributed to the distribution of roles, as more men held administrative positions, while

the majority of women were teachers.

In addition, Altintas (2014) found that workplace stress could also arise from difficult
interactions with colleagues or unmanageable expectations from superiors. This was
supported by Geng (2012) who argued that managerial support was crucial for reducing
stress among subordinates, reinforcing the importance of a positive leader-member
relationship. High-quality interactions between school administrators and teachers, as
found by Bolat (2011) and Lee and Ji (2018), were shown to decrease burnout. The

negative effects of stress and burnout were well-documented, with long-term exposure
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to stress linked to decreased teaching quality and increased dissatisfaction (Kyriacou,
2000). Furthermore, the cumulative nature of negative emotions in stressful
environments proved the strong relationship between stress, burnout, and depression
(Besse et al., 2015). Hismanoglu and Ersan (2016) discovered that there was a strong
association between department and administrative duties.These findings indicate that
administrative duties, combined with inadequate support and workplace stressors,

contribute significantly to the risk of burnout among teachers.

The importance of maintaining work-life balance is as important as the share of work in
business life. Overcoming both administrative and work responsibilities is tiring and
also reduces the pleasure of work. Teachers have difficulty in focusing on their teaching
responsibilities even when administrative responsibilities are not officially assigned but
are required verbally. As found in this study, it is difficult to examine the relation
between burnout and administrative responsibilities, when they are requested without
being official, but it should be underlined that the authorities should make arrangements
especially regarding administrative and work duties in order to combat the challenges

experienced.
5.2.11. Region and Burnout

The results of the research showed that around thirty percent of the participants came
from the Marmara region, with about twenty-five percent from Central Anatolia. Both
the Aegean and Black Sea areas had a substantial number of participants, with the
Mediterranean region having a comparable level of representation like the Aegean
region. The smallest numbers of the participants were from the regions of Eastern and
Southeastern Anatolia. The results exhibited that the variable region did not have any
effect on burnout scores. This could be explained by the lack of regional differences as
EFL teachers in Tirkiye experienced similar challenges such as high workload,
academic stress, and institutional expectations, forming the emergence of consistent
burnout levels among all EFL teachers across the country. In other countries such as
Finland, Sweden, and Belgium, studies on teacher burnout reported that school size,
socioeconomic status, and resource availability were important burnout factors,
indicating that regional factors greatly influenced burnout levels. This is particularly
evident, for example, in Finland, that increased expectations and limited social support

accelerated higher burnout levels in schools with larger student populations in poorer
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regions (Pietarinen et al., 2013; Skaalvik &Skaalvik, 2009, 2017). Similarly, according
to studies by Vercambre et al. (2009) and Pietarinen et al. (2021), teachers in
disadvantaged regions in Belgium experienced increased emotional exhaustion and

cynicism.

On the contrary, burnout levels in Turkiye were not affected by geographical
differences. This may be due to the prevalence of institutional expectations, workload,
academic and professional pressures throughout the country, or the lack of existing
burnout studies on geographical differences. Due to the education policies made by
centralized regulations in Turkiye, a uniform professional environment is created for
teachers across regions, probably explaining the absence of regional differences in
burnout levels (Skaalvik & Skaalvik, 2009; Pietarinen et al., 2021). Although uniform
national policies as those in Turkiye do not form varieties in different regions, this
comparison shows that factors such as resources and school environment can affect

teacher job satisfaction and burnout in certain situations.

There are certainly variations in contextual factors across countries, and these
differences have been identified as playing an essential role in causing teacher burnout.
The JD-R theory stresses the importance of having resources to maintain psychological
resilience. The findings of this study show that burnout is contextually widespread
across all regions of Turkiye, despite different institutions, but its causes and intensity
can vary significantly depending on the organizational settings, highlighting the need
for an important link between the country's micro-level interpersonal interactions and

macro-level social dynamics.

Burnout is a phenomenon that can be affected by many different variables. In order to
make sense of its complex structure and evaluate its effect, English teacher burnout in
the ELT context was examined with different demographic variables. According to the
results, statistically significant differences were found in gender, age, teaching period,
marital status and weekly teaching load. Although there was no statistical difference in
educational background, undergraduate majors, teaching experience, type of institution
and region, it was seen that they had effects on English teacher burnout in qualitative
analysis. This shows that studies conducted with mixed method design provide more

robust information in burnout studies.
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5.3. Factors Leading to Burnout (RQ3)

While answering the third question of this research, it was aimed to investigate the
causes of burnout among university-level EFL teachers by combining data from the
ELTBS and insights from interviews to examine both the prevalence of burnout and
teachers’ personal experiences, and thus six main dimensions of burnout through
quantitative analysis were identified. These are Teaching Disillusionment, Workload
Affliction, Academic Oppression, Learner Alienation, Work-home Collision, and
Colleague Disaffection and through qualitative analysis, seven key aspects of burnout
were discovered. These are Academic Pressure, Affective Distress, Professional
Solitude, Career Marginalization, and Learner Isolation. The determined factors
aligned with established burnout frameworks that emphasized emotional exhaustion,
depersonalization, and reduced personal accomplishment (Maslach & Leiter, 2016),
encapsulating emotional, professional, and interpersonal challenges that could drive
teacher burnout, and aligned with the JD-R model, which posited that excessive job
demands, coupled with insufficient resources, causing burnout. Due to primary
contributors like workload, academic challenges, emotional numbness (or affective
blunting), lack of institutional, managerial, and collegial support, work-home
interference, career obstacles, and student disengagement, EFL teachers faced burnout

at the tertiary level.

The first factor obtained from quantitative data analysis, Teaching Disillusionment,
represented a significant level of emotional and professional disconnection that teachers
experienced, particularly in the field of ELT. This disillusionment manifested through
feelings of apathy, overwhelm, and doubt about the efficacy and value of their work,
which often led to a misalignment between their personal and professional identities.
Hence, burnout occurred because burnout was often described as a sense of inadequacy
and emotional detachment from others (Melamed et al., 2006; Houkes et al., 2011). As
the data from this study suggested, teachers frequently expressed boredom and a desire
to leave the profession altogether, highlighting a prevalent crisis in teaching motivation.
Teaching Disillusionment as observed in depersonalization (Maslach & Leiter, 2016)

reflected the psychological distancing that teachers adopted.

Current literature also supported these findings by linking faculty teacher emotions to

their professional success. Studies such as Stupnisky et al. (2019) demonstrated that
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faculty members' emotions, both positive and negative, significantly correlated with
their success in both teaching and research. Early-career faculty members, particularly
those who were not yet tenured, were especially vulnerable to these emotional
challenges as they strove to meet the high expectations set for tenure and promotion
while managing the competing demands of teaching, research, and service (Hill, 2009;
Watts & Robertson, 2011) as shown in this study.

The sense of disillusionment stated in this study was emphasized by the professional
pressure to maintain a balance between personal life and the multifaceted
responsibilities of academia, underlining the need for clear expectations, both in annual
evaluations and in the broader contexts of tenure and promotion as well as balanced
workloads and collegial relationships, which was posited to be a crucial factor in
mitigating the negative emotions leading to teaching disillusionment (Stupnisky et al.,
2019). When these aspects of the academic environment were lacking, the resulting
emotional fatigue could deepen feelings of disillusionment, as teachers struggled to
reconcile their passion for education. This misalignment could exacerbate the already
fragile emotional state of teachers, leading to decreased job satisfaction and an

increased desire to leave the profession altogether.

Motivation is an important factor in combating teacher attrition and teaching
disillusionment as well as teaching stagnancy emphasized as a common factor in this
study and other studies (Smith & Ingersoll, 2004; Rones & Smith, 2010; Watt et al,
2012). Moreover, promoting teacher agency is crucial for enhancing professional
willpower, which could be influenced by the surrounding environment, as Bandura
(2006) argued. However, the feeling of disillusionment, as highlighted in this study,
might restrict teachers' professional space. Additionally, self-efficacy, a key component
of occupational self-concept, played an essential role in teacher well-being as teacher
self-efficacy, occupational stress, and teacher burnout were closely interconnected with
each factor influencing the others (Liu, 2004; Hu & Jiang, 2006; Skaalvik & Skaalvik,
2017; Zheng, 2022). Therefore, teacher self-efficacy could be promoted to avoid

teaching disillusionment.

Additionally, the results of this study aligned with Borman and Dowling’s (2008)
findings that teachers with higher academic degrees and more advanced qualifications

were more likely to leave the profession with the reflection of teaching disillusionment.
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Individuals at risk of burnout and work-related depression might experience declines in
job performance, increased absenteeism and turnover, reduced productivity, and as a
result, they could negatively impact their colleagues (Tennant, 2001) and might feel

isolated.

Thus, the dimension of Teaching Disillusionment in this study underscored the critical
need for institutions to establish clear expectations and to provide comprehensive
emotional and collegial support, especially those early in their careers. Although
specific data on university faculty attrition rates and the number of educators leaving the
profession might not be readily available, teachers frequently emphasized that the issue
extended beyond the educational sector, raising broader societal concerns. Proactive
measures were necessary to address this growing challenge. Without such interventions,
the emotional burnout experienced by many educators was likely to intensify, further
contributing to faculty attrition and declining morale across the profession. The
insufficient time allocated for fostering collegial and trusting relationships hindered the
development of a supportive academic environment. Additionally, faculty turnover
disturbed organizational continuity and weakened institutional memory by eroding

institutional knowledge.

As demonstrated by the Workload Affliction factor in the quantitative data, the findings
of the study showed that the workload was a significant contributor to teacher burnout.
The results aligned with larger research studies on teacher burnout, which often
highlighted the exhaustion from various tasks like excessive workloads, teaching
responsibilities, administrative duties, research commitments, and changing assessment
needs. These findings suggested that the combination of multitasking and increasing
workloads negatively affected teachers' physical and psychological health. This was
particularly crucial for women working as university teachers, who formed the majority
of participants in this research. Women were more liable to burnout because they often
had to balance additional burdens at home and at work. The results were consistent with
a study conducted by Bekker et al. (2005) which drew attention to emotional
detachment among women in the workforce as they were affected by childcare

responsibilities and job demands rather than gender alone.

Similar to these results, previous studies highlighted the link between heavy workload

and teacher exhaustion. Liu and Onwuegbuzie (2012) found that stress and heavy
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workload were the primary factors contributing to the high turnover rates of Chinese
teachers. This is consistent with the findings of this study as the majority of participants
reported that heavy workload had a detrimental impact on their mental well-being. In
terms of gender distribution, it was seen that predominantly female university teachers
participated, which is consistent with research showing that women in education
generally faced a higher risk of burnout due to various tasks (Bekker et al., 2005).
Importantly, workload was consistently identified as a significant risk factor for burnout
in educational settings. Maslach et al. (2001) and Bahrer-Kohler (2013) suggested that
burnout was a prime outcome of excessive demands and overwork, underlying
decreased work engagement, job dissatisfaction, and emotional fatigue. Participants’
descriptions of workload requirements in this study illustrated the identified risk factors.
Academic teachers often had to take on multiple responsibilities, including teaching,
research, and administrative duties, heighteningworkload and psychological
detachment. According to Zheng (2022), the impact of low wages, limited social
support, and heavy workload on the professional and personal lives of Chinese

university English teachers was evident.

Teachers, unlike other professions, were apt to burnout due to emotional strain resulting
from the complexity of their job-related actions, while healthcare professionals often
experienced burnout due to physical burden. The main point presented by this contrast
was that although burnout due to workload could occur in both jobs, the specific type of
stress differed from profession to profession. Furthermore, teachers might feel a great
deal of emotional fatigue because of the difficulties they had in forming an equilibrium
between a range of tasks and balancing work while dealing with student-centered
teaching and communication skills. EFL teachers in particular were liable to the
emotional tension required by language teaching, and similar stress patterns were

observed in other studies conducted with EFL teachers.

The reasons why EFL teachers experienced burned out were multidimensional.
Regarding these, Bao (2016) and Zheng (2022) both indicated that scientific research,
high demands, evolving evaluation standards, and heavy teaching responsibilities were
the main factors contributing to burnout among EFL teachers. These situations were
similar to those encountered by the participants of this study, who specified that burnout

was the consequence of stress and anxiety resulting from ongoing pressures beyond
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academic requirements. Zheng’s (2022) research also supported the results of this study
by calling attention to burnout at universities that workload in Chinese universities
broadened after the increase in student enrollment and the demands of professional title
evaluations and employment processes. Furthermore, Atila (2014) and Giines and Uysal
(2019) also found evidence that teachers with high workload and less experience face
elevated risk of burnout, further strengthening the link between workload and burnout.
These findings were consistent with this study in which teachers reported that
multitasking and taking on responsibilities beyond teaching significantly heightened
their emotional detachment. Participants in this study asserted that bureaucratic
responsibilities and performance evaluations, as well as tasks unrelated to teaching,
made them feel inadequate, and this finding was consistent with the findings of
Arvidsson et al. (2019). Moreover, these findings suggested that teachers perceived an
increase in their job tasks without a decrease in their current workload and that these
tasks were not involved in their job descriptions, weakening their strength not only

physically but also mentally.

In addition, Khezerlou (2012) found in his study of Turkish and Iranian teachers that
time constraints were a significant factor in the burnout of teachers. Not enough time to
complete tasks blocked teachers from managing their emotions known as emotional
detachment and as found in this study, time constraints resulted in burnout due to
insufficient time for self-reflection or self-care. The findings highlighted the importance
of balancing workload and time constraints to form various resilient educational
settings. In short, the findings of this study are consistent with other studies on teacher
burnout, especially in terms of the negative effects of heavy workload, limited time, and
additional responsibilities beyond teaching, which were presented with the Workload
Affliction and Teaching Disillusionment dimensions. To address these issues, systemic
changes are needed, such as reducing administrative tasks, re-evaluating workload
expectations, and increasing institutional support to alleviate teacher burnout and

promote better working conditions.

The third factor highlighted in the quantitative data, Academic Oppression, was at a
high level determining burnout and described systemic challenges in academic settings,
such as constant pressure to obtain funding, lack of institutional financial support, and

oppressive conditions associated with having academic tenure by trying to do more
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academic studies. At the tertiary level, Turkish EFL teachers were more aware of this
significant increase in burnout levels after meeting academic challenges. ldentifying
Academic Oppression illuminated the unique academic perplexity faced by teachers,
such as limited growth opportunities and burdensome administrative tasks that were
often overlooked in global research. Thus, by addressing these issues, this study aimed
to make significant contributions to the field of ELT with its valuable discoveries.

Many in academia agreed that emotional detachment and burnout among English
teachers often stemmed from unsatisfactory conditions for professional development
and career advancement, especially in the meso dimension (Zhang, 2014). These issues
were consistent with the results of this study, emphasizing the paramount concerns that
Academic Oppression presented in the Turkish higher education system. According to
Tang (2011), it was discovered that academic conflicts and regulations within
institutions might forecast the occurrence of teacher burnout. In the same way, many
research studies showed a strong correlation between high emotional fatigue and
disengagement and the tension between teaching and research responsibilities (Heng et
al., 2020). Apart from these, this study revealed the main matters in Tlrkiye such as
additional requirements and administrative duties and rigid academic structures, as well
as the difficulty of having tenure in academia, which could exacerbate teacher burnout.
On the other hand, Liu (2004) stated that English teachers in lower professional
positions often felt forced to prioritize financial stability over personal development,
having high levels of burnout both emotionally and professionally. Similarly, research
assistants and other English teachers in Turkiye had similar situations of coping with
stressors such as heavy education workload, limited opportunities for career
development, and balancing teaching and research responsibilities. On the other hand,
Fan and Yang (2015) also discussed how unfair evaluation methods and limited
resources were available in various settings, but this research highlighted that these
problems were intensified in Turkish universities due to a highly competitive academic
culture focused on research outputs, known as the publish or perish policy and higher
education environments could become highly stressful environments due to these

systemic pressures.

The hierarchical organization of academic staff in Turkish universities was considered

to be a major factor in determining burnout and workplace dissatisfaction compared to
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previous research.The teachers in this study expressed frustrations that were closely
linked to the concept of value incongruence identified by Siegall and Mc Donald
(2004). This feeling symbolized the disconnection between individual goals and
organizational principles. Many participants cited barriers such as limited opportunities
for professional development and overwhelming administrative tasks as the main
indicators affecting their job satisfaction. However, the research provided a clear
perspective on how these pressures were amplified by a rigid academic hierarchy in
Turkiye, forming intricate burnout dynamics. Perceived gender inequalities also played
a prime role in shaping the higher education landscape in Turkiye as well. Our country
faced greater barriers than other countries such as Luxembourg and Switzerland, where
the costs and benefits of higher education were more equally distributed (The
Organisation for Economic Co-operation and Development, 2024). This study also
showed that teachers experienced Academic Oppression based on their increasing
concerns about job instability as there were educational job constraints in the field of

education.

Burnout phenomenon showed relation to administrative tasks and according to research
conducted by Yildiz and Kocaman (2023), there was a significant correlation between
the amount of time that junior academicians spent on administrative and technical tasks
and their burnout experience. The other connection between high burnout rates among
teachers and insufficient career progression was identified in this study as this research
provided a condensed analysis of the burnout situation in Turkiye. On the other hand,
senior academics, such as professors, expressed higher job satisfaction and faced fewer
administrative demands due to their stable employment.

Academic recognition and tenure could affect career and health. Studies by Liu (2013),
Tang and Zhao (2013), and Li (2016) pointed out that junior faculty members
experienced higher rates of emotional fatigue and burnout than senior faculty teachers,
reinforcing the distinction between the two groups. The results of the study suggested
that teaching assistants and instructors also faced increased levels of burnout due to
hierarchical systems that hindered their career advancement. However, this study
presented that these challenges were particularly acute in Turkiye, as rigid academic
ranks and few academic opportunities made mental stress severe. In conclusion, the

findings of this study aligned with the substantial body of existing research on teacher
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burnout and emotional exhaustion; however, the Turkish higher education system
presented its own unique academic issues. The existence of gender inequality, excessive
administrative workload and inflexible academic hierarchies could make early-career
academics develop burnout manifestations in particular, and contribute to spread

Academic Oppression specifically among EFL teachers in Turkiye.

This research highlighted how issues within Turkish institutions strengthened emotional
detachment and impeded career advancement, especially among inexperienced faculty
members. The system resulted in a stressful atmosphere in which teachers' educational
qualifications directly affected their mental well-being and career progress. Therefore, it
was emphasized that the Turkish Higher Education policy needed to focus on promoting
structural equality in order to the advancement of university teachers’ careers and the

emotional well-being of all the stakeholders.

The fourth element in the quantitative data is Learner Alienation, indicating the lack of
motivation caused by students who were not engaged. Teachers frequently experienced
a sense of disconnection from their students' learning journey because of factors like
students' reluctance to use English or their disinterest in cultural elements. This factor
presented the cultural obstacles to language teaching in Turkiye, particularly the

students’ reluctance to learn English.

English is taught as a foreign language in Turkiye, and there was a clear conflict
between teachers and students evolving in an unsatisfying way as there were
disinterested students who were unwilling to use English in and outside the classroom
or to respect cultural differences between English and Turkish. Although this finding
contradicted the idea that strong teacher-student relationships generally created a
positive learning environment to diminish teacher burnout, it was consistent with the
broader research focusing on cultural barriers in education (Milatz et al., 2015). While
positive teacher-student interactions were generally seen as essential for dealing with
burnout, the situation in Tlrkiye showed variations. Lack of student engagement made
it more complicated to develop strong relationships, leaving teachers feeling
disconnected and potentially feeling stress and mental exhaustion. Contrary to Klassen
et al. (2012), who underlined that strong bonds were associated with reduced emotional
exhaustion, and a lack of student engagement could pose challenges for teachers in

forming cultural awareness and sensitivity.
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Worldwide research also supported these burnout outcomes in Turkish schools, such as
behavioral problems, conflicting roles, and heavy workloads (Hakanen et al., 2006;
Skaalvik & Skaalvik, 2010). The context-specific difficulty emphasized by this study
was the cultural opposition to the use of English as the medium of instruction. When
cultural participation is integrated into the education system in general, it could help
eliminate fatigue and burnout experienced by teachers who teach in schools with

specific sociocultural characteristics of Turkiye.

Additionally, in Turkiye, this sense of alienation seemed to be more connected to
cultural disconnection rather than just behavioral issues, as teacher burnout was often
being associated with factors such as student behavior problems or increasing diversity
(The Organization for Economic Co-operation and Development, 2014). This gap
underscored the teaching needs such as behavior management strategies, deeper cultural

competence as well as motivational drives to learn a language.

In general, the findings showed that while disengagement contributed to burnout,
similar to elsewhere, the unique cultural aspects of the Turkish contextmarked by
aversion to English and detachment from cultural aspects required a sophisticated
approach, considering both cultural and educational methods to improve teacher-student

relationships and reduce burnout.

The fifth factor, the Work-Home Collision dimension, had a substantial effect on
research participants. This variable showed how much the spheres of personal and
professional life intersect. According to this study, tertiary-level teachers found it
difficult to strike a balance between work and family time. Work-related stress
frequently invaded personal space, which also aggravated burnout. Teachers also
reported difficulties in managing family time, incessant work-related thoughts even at
home, and neglecting household duties because of work demands. Teachers' incapacity
to partake in their favorite hobbies after work was one example of how this work-to-

home overflow intensified burnout.

As highlighted in this study, teachers struggled to maintain a boundary between their
personal and professional lives. Similar to how role expectations in both areas
competed, conflicts between work and family responsibilities could evoke stress and
adverse health outcomes, frequently impairing well-being (Frone et al., 1997).
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According to Frone (2000), women might be more negatively impacted by work-family
conflict since they had to prioritize household tasks due to social pressures.

Cross-national studies could shed further light on how varying societal norms or work-
family supports influence the negative effects of role strain on mental health (Chandola,
2004). For example, traditional ideas about gendered divisions of domestic labor are
still prevalent in industrial cultures such as Japan. Nonetheless, the career paths of
Japanese women resembled those of men day by day (Seiyama, 1999). Particularly
susceptible to stress-related burnout were women working in conventional occupations
like nursing who attempted to maintain equilibrium in their roles as mothers and
housewives (Higashiguchi et al., 1999). Similar cultural views regarding women's duties
still exist in Tarkiye and Japan, as evidenced by the study's predominantly female

participants.

In contrast, Nordic nations, such as Finland, offered robust assistance to working
parents through extensive childcare programs, generous parental and family leave
regulations, and flexible work schedules for parents of small children (Evans, 2001).
Yet, even among married women teachers in Turkiye, the demands of their jobs
interfered with their social life, making it difficult for them to spend time with their

families.

Work-home Collision dimension of this study is recognized as an important concern of
teacher burnout and is related to broader issues of work-life balance (Kinman et al.,
2011). Teachers who found it difficult to distinguish between their personal and
professional obligations were under more stress since their work interfered with their
personal and family lives. As this study suggested, organizations could help teachers
achieve a better work-life balance by assisting with workload management, offering

flexible scheduling, or fostering mental health initiatives.

The Work-home Collision also showed similar findings from Noronha and Aithal
(2020), who reported that work-life conflicts were significant factors that might affect
work life, especially for female teachers. The qualitative findings of this study further
elaborated on how socio-cultural expectations around caregiving roles intensified
collisions between work and home duties, which is a unique contribution of this study to

the literature.
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Based upon the qualitative data findings of this study, five key themes comprising
Academic Pressure, Affective Distress, Professional Solitude, Career Marginalization,
and Learner Isolation were formed.These findings were generated from the semi-
structured interviews as the qualitative data instrument and were predominant factors
that caused English teacher burnout, showing consistency with the factors obtained
from the quantitative data.

Academic Pressure was the first theme that provided the core contributors of burnout as
stated in the Social Cognitive Theory and Structural Theory, including the categories of

academic and professional factors,and social and environmental factors.

The former category, academic and professional factors, was listed as increased
workload, inequality in task distribution, tasks beyond job description, last-minute
tasks, excessive teaching load, excessive job responsibilities, unplanned work processes,
research activities, inequity in course distribution, insufficient number of staff,
inflexible work flows, paperwork overload, sudden changes in workday flow,
mandatory service load, inability foster collaborative work, mandatory use of
standardized teaching materials, administrative responsibilities, pressure from
supervisors and colleagues and time constraints, and all these factors damaged both
individuals and organizations (Kyriacou, 2001; Eker et al., 2007; Karabiyik et al., 2008;
Pinar, 2018). Because of these long-term and frequent influencing mechanisms,
academic pressure became widespread among EFL teachers as they suffered from the

relationship between all these determinants and academic burnout at universities.

The latter category, social and environmental factors,encompassed decrease in social
interactions, institutional attitude towards teachers, issues with available equipment and
resources, environmental factors, disparities between public and private institutions,
comparative peer evaluation, issues within the education system, unfavorable physical
environment, physical infrastructure, interpersonal conflicts in professional
relationships, problems within organizational structures, systemic failures, presence of
changing students and institutional management (Scott, 2014; Ghanizadeh &
Jahedizadeh, 2015; Rostami et al., 2015; Oliveira et al., 2021; Biyukada et al., 2021).
ELT is impacted by various factors, one of which is social side that could put high-
pressure on EFL teachers and for this reason, the teachers were forced to struggle with

the harmful effects of burnout.
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Affective Distress was the second theme that gave importance on emotional, physical
and mental tenents of Social Exchange Theory as well as Hobfoll’s Conservation of
Resource Theory (2001), covering the categories of Feeling Burnout, Emotional

Dysregulation, and Work-Home Balance.

Feeling burnout was experienced with the signs such as feeling tired and unhappy after
work, feeling unwell and exhausted during work, emotional tense in the mornings at
work, experiencing periodic burnout, high level of burnout during midterm and end of
terms, feeling anxious and stressed before work, workload correlating with burnout and

year-round persistent burnout (Schaufeli et al., 2011).

Emotional dysregulation was emphasized as a pivotal domain that required to struggle
with intense emotions that prevented wellness but there were some adverse
circumstances experienced by the participants of this study such as feeling
psychologically unresilient, negative impact of classroom environment on emotional
resilience, adverse effect of work environment on emotional resilience, shouting loudly
due to decreased endurance, distancing, inability to maintain endurance, effort to
balance endurance with external motivation, difficulty in maintaining emotional
resilience after work, inability to preserve emotional resilience in compulsory situations,
vulnerability due to negative student feedback, inability to keep emotional resilience in
the last five years (Ed0-Valsania et al., 2022). To sustain emotional resilience, there
could be many ways such as positive thinking, professional support, or self-protection
by escaping from the existing situation like doing digital detox as underlined in the
literature (Evers et al., 2005; Llorens et al., 2007; Lee et al., 2019; Anandpara et al.,
2024).

Work-home balance was the third category of Affective Distress, which forced the
teachers to juggle their home and work life with detrimental impact of workplace
responsibilities on home life and insufficient family time caused by work demands
(Otero Lopez et al., 2008), but when there was positive state of home life during
academic terms, it was possible for them to have a life without burnout effects (Kinman
etal., 2011).

Professional Solitude, as the third theme of qualitative data analysis, was driven by
managerial isolation, lack of in-service training and absence of social support. The

Social Support Theory (Cohen & Wills, 1985) and Cognitive Appraisal Theory
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(Folkman & Lazarus, 1984) underlined the connections between social interactions and
cognitive assessments of individuals that triggered stress reactions as this study argued

with Professional Solitude.

Managerial isolation embraced deficiency of social support, career-inhibiting
management approach, experiencing unsettling conflicts, feeling of worthlessness,
permission enforcements, short term executive support, stigmatization, communication
breakdown, mobbing at work, neutral social support, intra-organizational injustice
affecting performance, mind games in meetings, challenging relationships with
managers and forced resignations, which were stressed in the literature as well (Kahill,
1988; Eisenberger et al., 1990; Zhong et al., 2009; Erdag & Tavil, 2021).

The second category, lack of in-service training, entailed shortage of financial support
for career development, limited career support, reliance on self-development through
books, general in-service training programs, scarcity of institutional support for career
development, in-service training based upon theory and absence of in-service training
programs (Bao, 2016; Li, 2016; Atmaca, 2017).

The last category, absence of social support, incorporated disturbing lack of social
support, feelings of alienation due to lack of support, superficial support, imposition of
thought sharing, groupings in the workplace, inadequate colleague support, conflict of
interest among colleagues and disappointment due to lack of support (Deneme, 2021;
Rastegar & Rahimi, 2023).

The fourth theme, Career Marginalization, represented the highly versatile perspective
of the Job-Demands Resources Theory (Demerouti et al.,, 2001) in Tirkiye as
insufficient resources and excessive job demands forced EFL teachers due to
educational policies, societal value and innovation challenges that composed Career
Marginalization. The first category was educational policies that included the need for
standardization in educational policies, recommendation for English courses to be
elective, requirement for consistency in educational policies nationwide, requirement
for reforms in educational policies, limitations of individual efforts in education, the
need for flexible English teaching programs, regulation for mandating teaching degrees
for educators, ineffective policies, year internship in educational policies,lack of
consideration for teachers in educational policy making, professionalism challenges in

educational policies, the need for collective action to reform educational policies,
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implementation challenges in educational policies, partial adequacy of current
educational policies, necessity for hybrid education models, prevalence of rote-
memorization-based educational policies, inefficiency of weekly two-hour classes in
terms of time and energy, necessity for overseas preparatory programs, discouragement
of English-teaching departments in every city, need for standardized English assessment
criteria, evaluation of educational material quality, proposal for an English Village on
campus, emphasis on the communicative aspect of English language teaching, absence
of inter-university collaboration supporting English teachers’ career development,
reform of local educational policies, necessity for a modular educational system, the
imperative for a unified curriculum, evaluation of university admission rankings,
teaching within a formal framework, pre-career burnout among teacher candidates, need
for a multidimensional examination approach, ensuring policy makers develop English
teaching programs, transition from exam-centric education, necessity for content
revision in examinations, development of English teaching programs aligned with
societal needs,lack of teacher autonomy, requirements toincrease course offerings,
neglect of emerging academic theses, insufficiency of current educational policies,
necessity of international assignments, disregard for international educational trends and
recommendation for English courses to be elective. The educational policies in Tlrkiye
are in need of reassessment urgently as Huang et al. (2003) and Bliylkada et al. (2021)
stressed, and the fundamental changes in the education system with the codes in the
category of educational policies remarked by the participants of this study became
indispensable necessities for the benefit of all the stakeholders in ELT in Turkiye,
which is also one of the unique contributions of this study.

The second category, societal value, included perceived value from society, prospective
English teachers not perceiving the profession as valuable, misalignment of societal
value, failure to receive deserved recognition, absence of tangible value despite abstract
value, existence of societal respect, gradual decline in respect and negative societal
attitude (Maslach et al., 2001; Rudow, 2010; Skaalvik & Skaalvik, 2017).

The third category, innovation challenges, constituted lack of creativity and innovation
in decision making, ability to make quick questions, exclusion from decision-making
mechanisms, deficiency in creativity, failure to solicit ideas related to creativity and

innovation, detrimental influence of workload on career development, decision-making
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authority based on seniority, problem-solving ability and temporal creativity and
innovation issues, which Koch and Adler (2018) also concentrated on.

Learner Isolation was the fifth theme with two distinct categories as Learner
Motivation and Learner Profile, which also showed the big impacts of negative social

networks as the Social Support Theory (Cohen & Wills, 1985) emphasized.

Learner motivation consisted of student apathy, lack of intrinsic motivation among
students, flexibility for students to change classes despite academic challenges and low
readiness levels among students (Kokkinos, 2007; Sadeghi & Khezrlou, 2014).

Learner profile included availability of students at different levels, existence of students
with disciplinary, changing student profiles during the term, detrimental influence of
increasing international student numbers, presence of students with weak academic

profiles and challenging student profiles (Croom & Moore, 2003; Covell et al., 2009).

All these dimensions gathered from the quantitative and qualitative data formed the
burnout framework of EFL teachers at the tertiary level in Turkiye with their distinct
features and this study consisted of findings that supported each other. Therefore, these
important results require to be evaluated in detail to contribute to the teacher resilience

and well-being in order to deal with EFL teacher burnout.

5.4. Burnout Symptoms Experienced by Turkish EFL Teachers at the Tertiary
Level (RQ4)

The fourth research question was to find out what burnout symptoms were experienced
by EFL teachers and to answer this question,a comprehensive qualitative data analysis
was conducted. The data obtained from the personal insights of the teachers were
detailed into the qualitative data analysis through MAXQDA software and the burnout
symptoms experienced by EFL teachers were obtained under the Psychosomatic
Indicators category in this study, and the physical, psychological and behavioral
symptoms were obtained. The vast majority of participants in this study stated that they
experienced psychological symptoms of burnout (over sixty percent), a significant
majority faced physical symptoms of burnout (nearly thirty-two percent), and a small
percentage (around seven percent) showed behavioral symptoms of burnout. These
frames for these symptoms are consistent with the literature as burnout could affect

individuals not only physically but also psychologically (Koruklu et al., 2012). Besides,
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as burnout occurrence showed process, it was likely that there were unique signs for
each process representing symptoms for interpersonal, intrapersonal, organizational as
well as societal settings as Fischer and Boer (2011) indicated and therefore, similar to
the findings of this study, there are various categories of burnout manifestations
including physical, affective, cognitive, behavioral and motivational (Schaufeli &
Enzman, 1998).

In this study, according to the majority of the participant teachers, the psychological
symptoms could be listed as following; physical and psychological problems, decreased
motivation, psychological fatigue, tension, experiencing performance decline,
development of psychological disorders, sense of distress, feeling pressured, stress and
anxiety, feeling of loneliness, feeling burnout and extreme weariness at the end of
terms, mental strain, feeling lethargic, becoming aggressive, perception difficulties,
high level of anxiety, mental blockage, sense of helplessness, feeling highly exhausted,
depressive mood, difficulty focusing on work, feelings of unhappiness and pessimism
impatience. In the literature, similar symptoms have been identified such as depression,
hopelessness, tension, confusion, disappointment, anxiety and disappointment (Kabhill,
1988; Schaufeli & Enzman, 1998; Sari, 2004; Ahola & Hakanen, 2007; Zhong et al.,
2009). Especially depression was cited as one of the most dominant mental health issues
in the literature (Gray et al., 2017). Besides, teachers in other studies explained that they
had reduced life and work satisfaction after feeling burned out (Hakanen et al., 2006;
Capone et al.,, 2019). The motivation levels and well-being of the teachers were
negatively affected by the negative consequences of burnout (Aloe et al., 2014,
Yorulmaz et al., 2017).

The physical symptoms indicated by a large group of participants in this study were
physical fatigue, headaches, other physical issues, undergoing physiotherapy sessions
due to stress, sleep disorders, use of painkillers, excessive insomnia, physical strain,
lumbar flattening, sciatic nerve compression, and herniated discs, excessive fatigue at
the end of terms, fibromyalgia, general body pain, having digestive problems, voice

tone changes due to stress and weakened immune system.

Several studies concluded that teachers experienced various negative consequences of
burnout regarding physical health problems such as frequent headaches, chronic fatigue,

immune system disorders, body aches and the like (Melamed et al., 2006a; Melamed et
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al., 2006b; Duxbury et al., 2021; Galanis et al., 2021). Exhaustion was regarded as a
common feeling of constant stress by the participants of this study. Similarly, many
studies showed the detrimental effects of exhaustion on teachers’ well-being (Wolfram
et al., 2012; Barkhuizen et al., 2014). Furthermore, burnout led to an increase in the
heart rhythm and neurological problems (Talmor et al., 2005; Melamed et al., 2006b) by
reducing efficiency at work. Some diseases like diabetes type Il, cardiovascular
disorders and musculoskeletal issues were found to be related to burnout (Honkonen et
al., 2006; Melamed et al., 2006a). As underlined in this study, impaired sleep or short
sleeping were the results of burnout (Melamed et al., 2006b; Brand et al., 2010). The
significant relationship between teacher burnout and physical health was widely
reported in the literature, emphasizing that burnout consistently occurred with
psychosomatic complaints (Béhrer-Kohler, 2013). Besides, illnesses such as
gastroenteritis might put the teachers at increased risk, highlighting the association
between burnout and diagnosed illnesses (Bahrer-Kohler, 2013). Additionally, the
common physical problem that teachers mainly complained about was voice disorders
as a result of exhaustion as numerous studies revealed the same findings and the
outcomes of the studies examining teachers’ somatic complaints and illnesses such as
voice disorders via Belcastro’s inventory (1982) suggested that voice disorders and
frequent loss of voice might be the results of high burnout scores (de Brito Mota et al.,
2019; Madigan et al., 2023). The studies showed empirical evidence between burnout
and physical health outside of teaching and supported an association between them
(Shirom et al., 2005; Melamed et al., 2006a, 2006b; Salvagioni, 2017). The findings of
this study describing physical symptoms also show parallel to the literature by

underscoring the mediator role of burnout between job stress and health issues.

The behavioral symptoms of burnout based on the participants’ remarks in this study
included procrastination, behavioral changes, teaching withdrawal, and reluctance to go
to work. A significant relationship between teacher burnout and behavioral symptoms
was widely reported in the literature (Béahrer-Kohler, 2013). According to Kagmaz
(2005) and Shirom et al. (2005), the behavioral indications were disruption of social
interaction, especially due to burnout, unpleasant attitudes towards colleagues and other
individuals, and using absenteeism or illness as an excuse for not coming to work,
deterioration of service quality, and postponing or not doing certain tasks (Williams et
al., 2007; Peterson et al., 2008; Zhong et al., 2009; Van Bogaert et al., 2010). These

226



inappropriate behavioral manifestations of teachers after experiencing burnout could
directly affect their lives physically, socially and academically (Sears et al., 2000; Leiter
& Maslach, 2009; Zhang & Feng, 2011).

To avoid or prevent burnout, teachers can apply mindfulness techniques to reduce
emotional and psychological stress, plan their priorities, separate work issues from
personal life and change their perspectives to reduce stress (Luken &Sammons, 2016).
Maintaining a healthy lifestyle is certainly important and a healthy path can be followed
with certain typical methods. For example, walking, exercising, maintaining a good diet
and limiting screen time can both help teachers be healthy and create a new lifestyle.
Social support has a significant role for the well-being of educators and can be achieved
by being with friends, colleagues and in various environments (Kinman, 2014; Talbot &
Mercer, 2018; Dreer, 2023).

Teachers each have distinct interests and pastimes that they enjoy such as cooking.
Teachers themselves take personal time to relax and rejuvenate through hobbies,
cooking, reading, performing music, and spending time with their families or alone
(lwasaki & Schneider, 2003; Emeljanovas et al., 2023). Lastly, stress relief and
improved mental health are achieved through the use of relaxation techniques, such as
breathing exercises and counseling. These many approaches show the all-encompassing
strategy EFL teachers use to prevent burnout, meeting their requirements on both a

personal and professional level to preserve overall well-being.

In short, the psychological, physical and behavioral symptoms that teachers exhibited
due to burnout were not only related to their own physical and mental health, but also
affected their social relationships in academia with the behaviors they displayed
(Seligman & Csikszentmihalyi, 2014; Rand et al., 2020).Therefore, work efficiency
might decrease due to these behavioral symptoms since the sustainability of Turkish
education might be greatly blocked by frequent instances of burnout. Apart from these
symptoms, the other symptoms in the literature comprising affective symptoms
including depressive and anxiety symptoms, cognitive symptoms on interpersonal such
as negativism, absence of cognitive empathy or intrapersonal levels like helplessness or
memory related issues such as memory impairment and motivation symptoms like a
loss of zeal, boredom, disillusionment could also occur due to burnout (Bahrer-Kohler,

2013), thus new policies should be developed regarding the issue of burnout.
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5.5. Coping Strategies for EFL Teachers' Burnout (RQ5)

As burnout syndrome is widespread among teachers especially EFL teachers as seen in
this study, the aim of coping strategies for burnout was to acquire techniques or
approaches to deal with stress or difficult emotions caused by burnout and to ensure that
individuals, namely teachers, could overcome these obstacles and acquire skills and
habits to support them in maintaining their emotional well-being. Thus, teachers could
maintain the potential to handle challenging situations by reducing the effects of stress
factors. To respond to the stressors, there could be some approaches known as problem-
focused and emotion-focused coping strategies (Folkman & Lazarus, 1984). The
participants in this study reported that they took the former approaches (problem-
focused) by trying to solve the problem with the elimination of the stress source as well
as the latter (emotion-focused) approaches by regulating their emotions.Therefore, in
this study, as a result of the analysis of the data obtained through qualitative data, five
categories were formed, namely Personal Activities, Emotional and Psychological

Coping, Healthy Lifestyle, Social Strategies and Relaxation Techniques.

The first category in this study, Personal Activities, covered engaging in conversation,
listening to music and making music, pursuing leisure activities, planning tasks,
sleeping, engagement in family-oriented activities, narrativization of problems, avoiding
interaction with others, reading English research studies, reading books, backstage
negotiations, enhancing professional competence, focusing on the problem, immersion
in sufism, watching television, self-care, expressing thoughts without hesitation,
solitude, taking up hobbies andengaging in nature-based activities. These activities
might help develop inner-motivation and self, which were fundamental to avoid burnout
and which could promote job and life satisfaction when individuals willingly started
reacting to burnout. According to Jang et al. (2007), coping strategies were not the same
as coping styles because coping styles were mainly personal variables whereas coping
strategies were predominantly situational and specific. Many studies in the literature
have shown similar findings that having a lifestyle with various activities could
strengthen the resilience of individuals (Bernaards et al., 2006; Jonsdottir et al., 2010;
Lindwall et al., 2014; Bretland & Thorsteinsson, 2015; De Vries et al., 2016). Some of
these studies constituted the association between regular physical activity and burnout,

showing a negative correlation. Moreover, the assets of physical activities fostered not
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only physiological but also psychological mechanisms and thus, the effects of burnout
could be reduced (Naczenski et al., 2017). In addition, the unique contribution of this
study was also to underline the significance of physical activities with examples to deal

with burnout.

The second category, Emotional and Psychological Coping, comprised of problem
avoidance, denial of the problem (as seen in emotion-focused coping strategies in the
literature, Folkman & Lazarus, 1980), non-personal approach, cognitive redirection,
awareness, de-prioritizing work, maintaining work-life boundaries, and changing
perspectives. Leka and Cox (2008) stated that awareness could be raised with education
and hence, work-related stress could be prevented. Self-confidence might provide
individuals how to perceive their abilities in order to be successful in work
responsibilities. As Bandura (1986) asserted, self-confidence helped people use active
coping strategies since they were aware of their own self. Additionally, self-regulation,
regarded as an important aspect of individuality, might lead to emotion or behavior
changes to reach desires or goals (Gollwitzer et al., 2018), and positive personal skills
could be gained. In developing countries, family and society support also become

paramount for raising awareness and other emotional and coping strategies.

The third category, Healthy Lifestyle, included walking for relaxation, exercise-induced
stress, relief, digital detoxification, nutritious diet and sedative medication. This study
proposed that healthy lifestyle behaviors formed dynamic mechanisms to be capable of
planning life routines on the basis of emotions and provided physical and psychological
resilience, which could also be maintained via therapy. At the moment of cognitive
impairment resulting in the presence of depression and burnout, individuals might tend
to use antidepressants or sedative medification. Instead, selective serotonin reuptake
inhibitors (SSRI) were recommended when the burnout patients faced atypical
symptoms like diminished energy at work or in daily routines (Murck, 2002). A
cognitive behavioral therapy (CBT) was also advised for helping burnout victims to
alter negative ideas, critical self-evaluations or dysfunctional behaviors leading to
burnout (Voderholzer & Hohagen, 2010). To have a healthy life without burnout,
electronic detox treatment could be applied as emphasized in this study because with
electronic detox treatment, individuals might get rid of alienation and solitude as well as

general health problems due to high rates of the utilization of social media and smart
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phones, and it was highlighted that digital detoxification could preserve teacher welfare,
and personal digital detox interventions were pivotal for teacher well-being. According
to Anandpara et al. (2024), their comprehensive analysis of digital detox approaches
proposed digital detox programs in various settings to develop sustainable healthy
lifestyles. According to Bahrer-Kohler (2013), healthy life could be provided with
healthy nutrition but more importantly, mental stability with cognitive or emotional

well-being could promote healthy lifestyle.

The fourth category, Social Strategies, encompassed peer social interactions,
involvement in collaborative discussions, peer meetings, engagement in various settings
and collegial relationships. To be social, the vitality of support cannot be ignored
because social support is essential in occupational stress (Weber & Jaekel-Reinhard,
2000). As social relations among professionals were exclusively linked to burnout, the
breakdown of social relationships at work could increase conflicts and decreases
productivity and the problematic relationships with coworkers in the organizations
could heighten burnout (Maslach & Leiter, 1997; Demir et al., 2003). When social
resources such as social communication activities including interactions, discussions
and meetings among team members (colleagues or administrators) as presented in this
study were utilized, burnout levels among them were likely to decrease (Devereux et al.,
2009). Otherwise, they could become more vulnerable to occupational burnout (Mattila
etal., 2007).

The fifth category, Relaxation Techniques, provided breathing exercises and receiving
therapy because the participants stated that they benefited from these techniques to
prevent exhaustion. Similarly, Bahrer-Kohler (2013) suggested that relaxation
techniques be applied to live a healthy life. The relaxation techniques helped people get
away from work-related problems and contributed to their well-being while blocking
burnout effects. Moreno-Jiménez et al. (2009) explained thatpsychological distance,
relaxation and leisure control activities were fundamental relaxation strategies. The use
of therapy was also noteworthy to hinder the development of burnout with some
implications. For the treatment of burnout, the diagnosis was essential to evaluate the
symptoms of burnout with respect to somatic complaints and then the strategies related
to occupational psychology and medicine could be employed within an interdisciplinary

approach that provided medical and psychological interventions (Weber & Jaekel-
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Reinhard, 2000) as well as organizational group therapies and individual treatment
techniques such as burnout management with effective breathing exercises to interrupt
the development of burnout symptoms. All these techniques required not only
intentional but also conscious attempts to fight against burnout at micro, meso and

macro levels.

Briefly, coping strategies do not include only one certain type. As Carver (1997)
indicated, the Turkish EFL teachers benefited from Approach, Avoidant and Neither
Approach nor Avoidant Coping strategies.Also, problem-focused and emotion-focused
coping as well as active or passive coping attempts (Pines, 2009) were available not
only in the literature but also in the findings of this study. More importantly, the
contribution of the findings of this study to the literature was to propose what EFL
teachers’ coping strategies were such as Personal Activities, Emotional and
Psychological Coping, Healthy Lifestyle, Social Strategies and Relaxation Techniques
with details and how they benefited from them explicitly and imlicitly as a result of

defensive way of coping.
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6. CONCLUSION

In this section, first of all, a summary of the present study is given. Then, the
implications of the study for university teachers, the administrators and teacher trainers
as university members, and higher-education policy makers are explained. Finally, the

limitations of the present study and suggestions for further research are presented.
6.1. Summary of the Study

This study aimed to comprehensively investigate burnout among university-level EFL
teachers in Turkiye via mixed methods design. Since there was a lack of context-
specific burnout measure in the literature, the need to develop a context-specific burnout
scale emerged as a priority. Two methodologies, namely deductive and inductive, were
used in scale development studies. Therefore, these methodologies were followed to
develop a context-dependent scale of the study. In order to find out whether university
EFL teachers in Turkiye experienced burnout, firstly, qualitative data were collected
from 38 voluntary EFL teachers working at the state and foundation universities across
the country and they were requested to write about their burnout experiences in their
essays/compositions. To obtain more detailed information about burnout, interviews
consisting of fifty-four questions were conducted with 17 volunteer English teachers
working at the state and foundation universities. Common expressions in
essays/compositions and interviews were identified and then the prevalent items in the
existing scales mentioned earlier and themes frequently seen in the literature were
examined and all the analysis results were brought together. Based on all qualitative
data, a pool of 144 items was initially created. After expert review phase, it was ensured
that the items were simple and understandable with only one expression of judgment or
opinion, and some items were removed. Following this, a new list containing 66 items
was created. Following the reviews on the content and face validity of the items, 54
items were approved based on the consensus among the experts. The draft scale
consisting of 54 items was shared with seven participants and the items were improved.
For the development of the scale, there were multiple times of phases for expert
opinions and the panels of experts (3 to 12 experts) consisted of the professors,
associate professors, assistant professors and lecturers who already carried out studies
on ELT, Turkish Language Teaching, Psychology and Education, Burnout or Scale

Development and Organizational Behavior and Commitment as well as Translation and
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Interpreting. All the procedures including item development via deductive and inductive
methods and expert review phases lasted between June and September 2023. It was
essential to analyze the scale with two implementations of the quantitative part as the
initial and main parts of the study. Besides, the Ethical Approval was obtained before
these practices and for two different parts of the present study, the Ethics Committee
Permission was received to conduct the study in August, 2023 and May, 2024

separately.

For the initial study, the study participants were selected and the sample comprised
teachers with different titles as research assistants, lecturers, instructors, assistant
professors, associate professors, and tenure-track professors (Due to the various titles of
the participants at universities, all were named teachers that refer broadly to all tertiary-
level academicians) (International Standard Classification of Occupations, 2008). The
developed ELTBS scale was distributed among ELT teachers working at tertiary level
from 75 cities in seven regions of Turkiye by utilizing multiple social media and
professional networking platforms including Facebook, Instagram and Telegram as
well as professional social business network like LinkedIn. Random sampling was
preferred in this study as it was recommended in the scale development to create
validity and reliability when there was a wide spectrum of participants. Therefore, the
initial part of the study was conducted with 295 participants working at state and
foundation universities in Tirkiye between September and December 2023, and the data
gathered at this stage were analyzed with SPSS (Version 22.0) for the first version of
ELTBS including Exploratory Factor Analysis (EFA). The data for factor analysis were
found to be sufficient according to the Bartlett test result. As a result, the scale exhibited
a six-factor structure and required re-evaluation of the analysis for these six factors via
Confirmatory Factor Analysis (CFA). As a result, the English Teacher Burnout Scale
(ELTBS) was developed. The ELTBS was rated on a five-point Likert scale. Following
the scale items, demographic variables were formed, including gender, age, educational
status, undergraduate majors, teaching experiences, the teaching period spent at their
current university, marital status, weekly teaching load, types of institutions,

administrative duties and region.

For the main study, CFA was performed using SPSS and AMOS Structural Equation

Modeling tool (Version 22.0) using a confirmatory sample of 728 people working at
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state and foundation universities in Turkiye between May and July 2024. In CFA, the fit
indices of the six-factor model related to EFL teacher burnout were examined. The CFA
results provided important information about the fit and general structure of the model
and it was seen that all fit indices had acceptable values. Based on the findings, it was
concluded that the created model was suitable for the scale items. The calculated value
of Cronbach's alpha coefficient measuring the reliability of internal consistency was
0.933, exceeding the recommended threshold of .90. As a result of the reliability and
validity analyses, it was determined that the scale used to collect data for the research
model were both highly reliable and had discriminant validity. The period for gathering
quantitative data lasted for 13 months (between June 2023 and July 2024).

Based upon the main study quantitative data findings, the responses to research
questions 1, 2, and 3 were given by using SPSS and AMOS. The response of the
research question 3 also included the qualitative findings. The other questions 4 and 5
were answered with the hep of qualitative findings. The qualitative data findings were
analyzed using MAXQDA.

The first research question was to present the levels of burnout that EFL teachers
perceived at universities in Tirkiye. The descriptive statistics with the calculation of
mean scores and standard deviations provided varying degrees of burnout. The
participants in this study exhibited a wide range of burnout levels and most of their
burnout levels indicated a tendency toward the mid-range of the scale, and it was clear
that the participants strongly agreed that they experienced burnout mainly about their

academic studies and they felt oppressed by the constant academic challenges.

The second research question was to address the demographic variables affecting
teacher burnout among EFL teachers. The demographic variables included gender, age,
educational background, undergraduate majors, teaching experience, teaching period at
the current institution, marital status, weekly teaching workload, type of institution,
administrative responsibilities, and region. To see the effect of these variables on
teacher burnout, descriptive and inferential statistics were computed. Based upon the
findings of the independent samples t-test and one-way analysis of variance (ANOVA)
analyses, gender, age,teaching period at the current university, marital status and weekly
teaching load were significant predictors of burnout scores. However, the independent

variables including educational background, teaching experience, undergraduate majors,
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type of institution, administrative responsibilities and region did not significantly
predict burnout level.

The third research question addressed the factors leading to burnout among EFL
teachers and was answered via the quantitative and qualitative data analyses using SPSS
and MAXQDA. Through quantitative data analysis, the six notable factors influencing
EFL teachers were identified, which are Teaching Disillusionment, Workload Affliction,
Academic Oppression, Learner Alienation, Work-home Collision, and Colleague
Disaffection.With Teaching Disillusionment, teachers had doubts of the value of
teaching English and had the feelings of apathy, reluctance, boredom, overwhelm, a
lack of drive to teach and a desire to quit working, resulting in burnout and a decrease in
motivation. Workload Affliction occurred with emotional and physical exertions due to
excessive workload as teachers explained that they felt weary, tense, and anxious.
Academic Oppression highlighted the challenges that the teachers faced through their
academic career with the feelings of oppression and discouragement as there was lack
of support, the unpleasant search for funding, changeable academic standards and the
hindrances to gain academic tenure-track positions in Turkiye. Learner Alienation
showed how teachers struggled with the student-related problems such as learner
engagement and learners’ negative attitudes. These problems involved the tendency of
learners to speak Turkish in English classes, negative attitudes toward English, and a
lack of interest in English culture. Work-home Collision forced teachers to bring work
issues to home or vice versa, thus work and personal life collided. The teachers reported
that they had limited time to spend with their families, felt obsessed with work even at
home, ignored home responsibilities due to work and they had difficulty in finding time
for their desired activities after work. Colleague Disaffection highlighted that the
teachers reported negative social interactions and perceived lack of assistance and
therefore, teachers had depression in interactions, felt isolated due to lack of assistance
from colleagues and administrators and thought that their professional relationships

were damaged.

Following the quantitative part, the qualitative data were obtained through interviews
and 18 volunteer participants who agreed to share their experiences and insights into the
phenomenon of burnout. The data obtained by the participants were presented under

pseudonyms in line by following ethical rules. The participants with various degrees of
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burnout were employed in different areas of ELT fields such as Department of Foreign
Language Education, Testing Office, Translation and Interpreting Department, School
of Foreign Languages, Materials Development Office, Curriculum Development Office,
Postgraduate Programs, English for Specific Purposes Department, Teacher
Development Unit, Erasmus+ Office, and Quality Unit. Through qualitative data
analysis, five major themes regarding the factors leading to burnout were revealed,
including Academic Pressure, Affective Distress, Professional Solitude, Career
Marginalization, and Learner Isolation. The first theme, Academic Pressure, covered
two categories as Academic and Professional factors, and Social and Environmental
Factors. The second theme, Affective Distress, involved three categories, which were
Feeling Burnout, Emotional Dysregulation, and Work-Home Balance. The third theme,
Professional Solitude, entailed three categories: Managerial Isolation, Lack of In-
Service Training, and Absence of Social Support. The fourth theme, Career
Marginalization, comprised of three categories as Educational Policies, Societal Value,
and Innovation Challenges. The fifth theme, Learner Isolation, incorporated two

categories as Learner Motivation and Learner Profile.

The fourth research question sought the answer of what kind of burnout symptoms the
EFL teachers exhibited. With the help of the major theme, Psychosomatic Indicators,
the question was answered in detail by categorizing the distinct categories such as
Physical, Psychological, and Behavioural Symptoms based upon the qualitative data

analysis.

The fifth research question concentrated on which managing strategies the EFL teachers
used to cope with teacher burnout.The answer to this question was given with the major
theme, Coping Strategies for Burnout, after analyzing the qualitative data via
MAXQDA. This theme encompassed five categories. These are Personal Activities,
Emotional and Psychological Coping, Healthy Lifestyle, Social Strategies, and
Relaxation Techniques.

In conclusion, the quantitative data analysis findings were supported with the qualitative
data analysis findings. Mainly, Academic Oppression and Academic Pressure both had
powerful impact on the EFL teachers’ academic career at universities and these
perplexities stemmed from the academic hurdles they faced in Turkiye. Teaching

Disillusionment and Career Marginalization both underlined that the EFL teachers
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expected to be valued in the Turkish community and desired to see new educational
policies; otherwise, the toxic influence of burnout on them could cause them to quit
their jobs. Professional Solitude and Colleague Disaffection directly ascribed to lack of
support among EFL teachers and between the authorities and the EFL teachers. Learner
Isolation and Learner Alienation indicated how the negative attitudes of the learners
had a great effect on the EFL teachers’ burnout. Affective Distress, Workload Affliction
and Work-Home Collision revealed that the EFL teachers had a high level of workload,

which disturbed the balance between home and work by leading to burnout.

Besides these, Psychosomatic Indicators represented the symptoms that the EFL
teachers experienced due to burnout. These symptoms were distinctive and had three

facets of behavioural, physical and psychological manifestations of burnout.

Lastly, Coping Strategies for Burnout comprised of multiletaral strategies as personal,
psychological, behavioural, and social. All these strategies helped the EFL teachers deal
with burnout and manage the burnout effectively and improve their overall well-being.

Upon evaluating the findings of this study, it is concluded that English language teacher
burnout is multidimensional and intricate aspects. It is, therefore, to devote some
attention to the salient effects of burnout. With the quantitative and qualitative findings,
it is evidenced that EFL teachers’ experiences reflect diverse burnout levels and it might
worsen not only academic life but also personal life of the EFL teachers at universities
unless the appropriate preventive measures are taken. In Tlrkiye, the impediments
influencing the teachers due to burnout need to be dealt with the authorities

straightaway to build resilience at Turkish universities.
6.2. Implications

The present study concentrated on the English language teacher burnout at the tertiary
level in Tirkiye and utilized a mixed methods research design. Remarkable is the
development of the ELTBS to examine the levels of burnout and the factors leading to
burnout given the significance of the quantitative data findings as well as the qualitative
data findings. To figure out the symptoms of burnout and the coping strategies for
burnout, the qualitative data findings were used. The findings illustrated how English
language teacher burnout was intricate and challenging for the teachers as well as all
other stakeholders. Faced with all the findings, a number of significant implications for

the university teachers, for the administrators and teacher trainers as university
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members, and for the higher education policy-makers as the representatives of the

government are presented to prevent or mitigate the consequences of burnout.
6.2.1. Implications for the University Teachers

For the individuals working as university teachers, two-sided implications (health —
physical and psychological- and academic life) which are of paramount importance to
promote their overall well-being are proposed.

Firstly, it is essential to make self-assessments of their own health concerning their
mental and physical health. To observe emotions, mainly negative emotions, are of
crucial to focus on the situation. To make the self-assessments of burnout manifestation,
some questions could guide as Lazarus and Folkman’s criteria (1987). These are as

follows:

1. Are my expectations met?

2. Are my values accepted?

3. Do I feel confident about about my own abilities and resources?
4

Is there a risk to my personal value?

These questions and assessments are likely to vary on the basis on personal standards
and values. When there is a threat to the individual’s psycho-physical state of health,
burnout may arise. Interestingly, it is claimed that burnout manifests as a big danger and
a curse for the people considered as successful, strong and self-confident (Bé&hrer-
Kohler, 2013) and therefore, the self-reflection by admitting all the challenges might
influence the assessment. On the other hand, it may be difficult to make clear
assumptions or recognize true effects of burnout individually. Thus, critical feedback
from the environment (family, friends or colleagues) could help arrive at a diagnosis of
burnout. These realizations at individual level and environmental level as the sources of
burnout development (Maslach & Leiter, 1997) could assist the teachers to prevent
burnout. With the help of communication with the colleagues or themselves as the
present study underlines, teachers could develop effective cognitive-behavioural
burnout strategies that may be more fundamental than intervention programs or
relaxation techniques as Van der Klink et al. (2001) asserted. As it is revealed in this
study, there are psychosomatic indicators of the burnout occurrence with physical,
psychological and behavioural symptoms. The psychological symptoms including

decreasedmotivation, psychological fatigue, tension, performance decline,

238



psychological disorders, stress and anxiety, feeling of pressure, feeling of loneliness,
feeling of extreme weariness, mental strain, feeling lethargic, becoming aggressive,
perception difficulties, mental blockage, sense of helplessness, feeling highly exhausted,
depressive mood, concentration difficulties, feeling of unhappiness and pessimism and
impatience may occur due to burnout and could disturb an individual’s cognition as well
as emotional regulation and behaviours. The physical symptoms encompassing physical
fatigue, headaches, sleep disorders, the need of using painkillers, excessive insomnia,
lumbar flattening, sciatic nerve compression and herniated discs, fibromyalgia, general
pain, having digestive problems, voice tone changes and weakened immune system may
be developed to respond to burnout and these disorders could be persistent. The
behavioural symptoms, such as procrastination, behavioural changes, teaching
withdrawal and reluctance to go to work (university) could be recognized by the
individual or the people around them. Hence, it is required to observe these symptoms
and how long they continue and what effects they have on the individuals with the
evaluation or assessments with the criteriaof diagnosis made by health professionals
such as a primary care professional, a psychiatrist, a psychologist, or other health
experts. Briefly, at an individual level, the mental and physical health should be
checked with personal and environmental reflections to prevent and treat the burnout
syndrome and with the right support on time, the psychosomatic symptoms that are the
warning signs of health conditions could be identified and treated so as to promote the

well-being of the teachers.

Secondly, the academic life of university teachers leads to the prevalence of burnout as
it occurs among professionals when constant demands and interactions concerning
emotional and physical needs are anticipated. The job characteristics of the university
teachers exacerbate burnout. As the findings of this study have highlighted, the
university teachers face Academic Oppression or Academic Pressure because they
encounter many difficulties in their academic tasks, feel the lack of support, overhelm
while searching for funding and combat with the changing academic standards and so
they feel oppressed and discouraged while trying to gain academic tenure in Tirkiye.
The university teachers face Teaching Disillusionment or Career Marginalization
because of feelings of apathy, reluctance, boredom and doubting the value of teaching
English in the Turkish society. Therefore, their motivation declines after meeting the

signs of disillusionment and the teachers start to think of quitting teaching profession.
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At Turkish universities, the EFL university teachers from different departments have
excessive workload, which is Workload Affliction or Work-home Collision. The
additional responsibilities beyond teaching and unrealistically high expectations from
the stakeholders including learners, administrators or institutions are demanding for
teachers as they cannot find time for themselves and their families, thus they suffer from
mental and physical health problems while attempting to balance multiple tasks.While
trying to catch up with all the tasks at universities, the university teachers especially
female teachers may also encounter problems at home. These conditions negatively
influence personal well-being of the teachers since they cannot manage their time to
spend with family, or they feel obsessed with work even at home and they ignore their
home responsibilities due to job demands. For this reason, they may not be able to do
any desired activities after work. Additionally, Learner Alienation or Learner Isolation
contributes to the demotivation of the university teachers when there is a lack of student
engagement or there are wrong attitudes towards teachers and English courses. The
learners may show a lack of interest in culture or show tendency to speak Turkish
instead of the target language, English, which might make teachers feel detached and
burnout as a consequence of this alienation. Apart from these, Colleague Disaffection or
Professional Solitude causes job dissatisfaction, breakdown professional affairs,
unwanted dialogues, disappointing interactions and isolations,and toxic relationships
among the EFL university teachers, reducing productivity and support as well as

engagement at university.

All these things considered, the tertiary-level EFL teachers need to be informed about
these burnout factors which are associated with each other. At the individual level, self-
confidence, self-care and self-management may play important roles to actively cope
with burnout. On the other hand, the university teachers should maintain their individual
well-being to protect themselves from occupational burnout effects and should call the
authorities to update the system at universities. When there is a well-built system
between the individual and the other education stakeholders including the colleagues,
learners, administrators and the education policy-makers, burnout cannot progress and
awareness of burnout in the academic area could help all the stakeholders deal with the
burnout syndrome. The academic resilience for the EFL teachers at universities is a key
to solve burnout. For the EFL teachers’ well-being, ecological and sustainable

developments could be made in the field of ELT, and it is apparent that their health with
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academic life balance policies or programs should be prioritized in this regard. It is a
call to save the teachers from all the adverse impacts of occupational burnout as they are
mentally, emotionally, and physically worn-out. Due to the psychosomatic indicators,
noticing these disorders need to be put on high alert. In light of the findings of this study
on these symptoms, the necessary attempts are to be made to form the well-being of the
EFL teachers by alleviating the impact of job demands, and burnout should be
prevented before it occurs. Otherwise, the education sector including all the

stakeholders may face uncontrollable challenges.
6.2.2. Implications for the Administrators

For the administrators, it is prominent to find out the cognition of burnout as the reasons
for burnout could be ascertained. Since occupational burnout is context-specific, the
decisive factors detected at university context may be the predictors of burnout and
might be removed without making any progress by the administrators or the other
leaders. Besides, the monthly and yearly reports showing the realities about the burnout
syndrome are kept and shared with the authorities including the Council of Higher
Education, the Ministry of National Education and the higher education policy-makers.
The job demands (teaching load, role conflict and ambiguity as well as job insecurity)
need to be evaluated and assessed carefully as burnout occurs as a result of job
demands. Therefore, the responsibilities of the administrators might include keeping the
records of the specific job demands and inform the institutional authorities to take
necessary precautions. Besides, the job resources that are presented to the teachers at
work are salient in teaching English and ought to be developed to create work
engagement and commitment by the administrators as well. More importantly, job
demands and job resources at the tertiary level as seen in this study may determine the
well-being of the university teachers and might yield burnout matters. For this reason,
the administrators need to cautiously examine these two vital aspects to boost teaching
engagement and to plan interventions when necessary. As it is stressed by the present
study participants, the management of universities are responsible for giving adequate
support to the university teachers with educational issues and other concerns, and
therefore, open communication is a necessity. When teachers feel isolated or do not find
any authorities to discuss the inconvenient situations, they feel burned out. To avoid

this, giving equal support to each teacher is a way of blocking hindrances as teacher
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autonomy is promoted via assistance.When work-home balance of university teachers is
controlled with the regular meetings or self-care is encouraged and supported in the
institutions, it is certainly believed that the progress of burnout ends. Also, by
implementing regular teacher wellness courses or programs, burnout effects could be
eliminated with the managerial help. To create a peaceful atmosphere at universities, the
management of universities needs to provide equal rights for all the university staff so
that the teachers’ commitment could play a mediating role in the occurrence of burnout.
Briefly, the administrators’ roles are inevitably important to monitor the EFL teachers’

well-being and to maintain sustainable education at higher education.
6.2.3. Implications for the Teacher Trainers

The teacher trainers work in the Continuing Professional Development Unit that offers a
wide range of courses to enhance the teachers’ teaching practice, skills as well as
autonomy and they are also involved in the responsible team for implementing burnout
coping techniques. When personal or organizational mentorship opportunities are
offered at universities throughout the courses or programs by teacher trainers, the
teacher growth may be reinforced so that the teachers become more conscious about
their selves. Workshops or seminars designed by the teacher trainers could encourage
the EFL teachers to discuss the challenges with the other teachers and expand their
perspectives to withstand the burnout effects. Conducting collaborative and pedagogical
discussions concerning all the educational issues such as the course material, the
educational tasks and the like could be informative and fundamental for the progress
and development needs of the teachers. When the teachers are given regular feedback
about their job duties, roles, responsibilities as well as their job performance from the
teacher trainers, the teachers feel valued and empowered, which is the formation of
supportive network. By fostering a collaborative work environment, the signs of

burnout could be identified and the risk of burnout might be confronted at first hand.

These systematic collective actions might be organized nationwide to support the
university teachers to gain high quality professional development. To implement these
actions, all the authorities are informed before each term and twice a year, there could
be organizations held face-to-face and online with the contribution of all the tertiary-
level EFL teachers and the studies for the overall health of the teachers during these

organizations might present true findings with clear interpretations how to work
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cooperatively at universities to be happy, dynamic and healthy teachers who could also
support their students as well. With this holistic approach, burnout could be eliminated.

Moreover, with the suggestions of the teacher trainers, the health counselling sessions
presented by clinical psychologists or psychiatrists or healthcare experts could be
planned to encourage teachers to have healthier lifestyles and to minimize risks of
burnout. Additionally, as the significance of emotional resilience is indicated in this
study, there could be individual or organizational sessions to draw attention to self-care
via teaching mindfulness techniques and building resilience skills and cognitive-
behavioral interventions. Thus, all these efforts given could contribute to teacher
satisfaction and in the long run, professional development actions may promote life

satisfaction of teachers as well.
6.2.4. Implications for the Higher Education Policy-makers

For the higher education policy-makers, it is high time to find ways to overcome
burnout challenges as the teachers need to be heard. As presented in this study, the
tertiary-level teachers have a range of burnout levels and burnout symptoms but this
level could be higher when more studies on burnout in each city of Turkiye are carried
out. To determine the levels of burnout, the ELTBS could be used to measure and
compare the severity of burnout among the EFL teachers. These studies could vary from
all school levels to different types of universities and also, longitudinal studies
examining the prevalence of burnout based upon the type of school could be carried out

to make necessary educational changes.

For pedagogical implications regarding these authorities, the findings from this
comprehensive study may be incorporated into teacher education courses at universities
in Turkiye to make the EFL teachers become more aware of the adverse effects of
burnout not only in their academic life but also in their personal life. It is an unfortunate
reality that there is pre-career burnout among teacher candidates and before service,
they already feel burned out. Hence, the interaction among the EFL teachers in the
courses could help them gain knowledge and skills to cope with burnout effectively as
they analyse the problematic conditions and seek for the solutions to deal with burnout.
With more competent and conscious teachers, it may be more likely to avoid burnout
and develop intervention strategies for the EFL teachers. In addition, tertiary-level EFL

teachers as well as all the EFL teachers at different school levels may be assisted to
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promote their well-being by preventing burnout via in-service and pre-service burnout
prevention/stress management trainings that could help them discover practical
techniques and vital strategies. Furthermore, the intervention programs or courses might
be integrated into the curriculum to develop actionable steps and thus, they enhance
overall well-being of the EFL teachers. Thus, ELT programs could be more effective for
all the stakeholders especially for those currently teaching and learning at the tertiary

level.

For the educational implications, it is proposed by all the participants that educational
policies must be changed urgently, and educational programs on burnout must be
developed by the higher education policy makers. Initially, the common will of the
participant university EFL teachers is to give right to only ELT department graduates to
become English teachers at all school levels. As there is a declining status of teaching
English profession, the problem may turn into a chaos with unexpected outcomes. The
changing curriculum of all ELT programs is also a barrier to create standardized
teaching objectives and assessment. Thus, in different cities of Tlrkiye, each university
has their own criteria but this condition is problematic to form a common frame to teach
English like Common European Framework of Reference for Languages (CEFR). Also,
Education Faculties in well-known Turkish universities should help master in the field
of ELT and keep training teachers in Tirkiye. Even though the number of teacher
education programs grows, the quality of teaching diminishes, so the teacher education
system should be reformed. The other recommendation shared by the participant
teachers is to make English courses to be elective. These are mainly known as Service
English courses and the programs of these courses should be revised. There is a need for
collective action to reform educational policies, for standardized English assessment
criteria, for a multidimensional examination approach as well as for evaluation of
educational material quality and for a unified curriculum. There should be a transition
from exam-centric education to communicative aspect of English language teaching
instead of rote-memorization-based educational policies, and international educational
trends like academic theses should be followed for professional development across the
nation. There is absence of inter-university collaboration supporting English teachers’
career development at institutional levels. This shows that collaborations among the
institutions are inadequate and therefore, new policies that strengthen the professional

relationships may be formed to provide individual and institutional advancements. With
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the new reforms, autonomous teachers may play a role in shaping the Turkish education
system and ELT programs aligned with societal and individual needs. When there is
flexibility and transparency between the organizations and the individuals, burnout

could be prevented at universities.

Also, academic policy makers need to know about the job demands for the tertiary-level
teachers and are responsible for managing these demands in control and increase job
resources to facilitate learning and teaching environments at universities. When

necessary, the effective organizational measures need to be taken.

In conclusion, as the findings of the present study reveal, it is of great importance to pay
attention to the university EFL teachers’ perspectives and to consider the lives of all the
teachers from different school types because thinking of them is equal to making
investments in our future. With the systematic long-term acting agendas, burnout could
be eliminated. And for the well-being of the university teachers, all the stakeholders
must urgently address the issue of EFL teacher burnout by making conscious attempts

to fight against burnout at micro, meso and macro levels.
6.3. Limitations & Suggestions for Further Research

Despite the fact that significant findings were gained and the results contributed to the
current body of literature, this study has still some limitations that require attention.
First, as this study is a mixed study design that aims to gain detailed knowledge about
the burnout phenomenon from a great number of individuals, it has also necessitated
reaching the participants for the quantitative and qualitative findings via social media or
emails repeatedly. Therefore, some participants especially working at foundation
universities expressed that they were more concerned about their contracts and so they
were not volunteer to be participants then and their withdrawal from the study was
accepted not to make them feel burned out. For this reason, their data from the initial

study were removed from the data set.

Similarly, as it was aimed to reach the EFL teachers from seven regions of Turkiye for
the invidual interviews to increase the ecological validity of the study, some participants
changed their minds and they were not involved in the interviews then and finding new
volunteer participants with different burnout levels was demanding. Further, some of
the interviews were held during the final exams of the universities and therefore,

potential occupational burnout levels might be higher during the exam dates. Another
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limitation was that the participants indicated their city of residence from 75 cities and it
was not easy to group them via SPSS and therefore, these cities were grouped as regions

to make statistical calculations.

Regarding the gender of the participants, the number of female participants is higher
than the male participants, which may yield more understanding about burnout from the

perspectives of female teachers.

Even utilizing the most useful statistical analysis and qualitative data analysis tools
(SPSS and MAXQDA), the negative picture due to EFL teacher burnout may not be
clearly seen. The prevalence of high levels of burnout is still hidden and the high

number of teachers at universities is at risk of burnout.

Some recommendations could be made for further research. Future studies could focus
on the English language teacher burnout at different school types via the Job Demands-
Resources model to examine the critical burnout antecedents and outcomes. While
carrying out this new study, observations could be made to rate the working conditions
of the teachers with self-reports. Thus, the relation between the job demands and

resources and burnout could be presented in detail.

Except the workplace, there is also a need to search the relationship between burnout
and interpersonal factors concerning the EFL learners and colleagues and the demands

and resources related to them.

Owing to work-home conflict as highlighted in this study, extensive research could be
done to search the work and home obligations that put pressure on the EFL teachers via

qualitative data tools with the observations, diaries and semi-structured interviews.

Also, the English teacher candidate burnout and its development over time may be
examined with empirical studies and the comparison oftheir teaching motivation and
burnout levelsmay be done in detail with this newly-developed scale,the ELTBS. With
mixed method designs, more insights may shed light on burnout development and its

negative outcomes on teacher candidates in Turkiye or in other countries.

Likewise, the English as a foreign language learner burnout scale could be developed by
regarding the Turkish context. Thus, the impact of burnout on the learners’ language
development could be seen and the necessary precautions to avoid burnout could be

shared for the education policy makers to take action.
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In this study, a mixed method design was applied and in the further research, the
longitudinal case studies including teachers and students from different departments and

the assessment of additional factors could be carried out.

More extensive research about the effects of self-care programs to reduce teacher
attrition may be carried out to guide the professionals in the field of ELT for a
sustainable education trend. With the findings of this study, a guideline how to prevent

burnout may be designed.

In a further research, the impact of personal traits on the EFL teacher burnout could be
examined and the interaction between personal and external factors could be pivotal to
predict teacher burnout by addressing in a new study.

With a structural equation modelling, the work-home conflict, the English language
teacher burnout and self-efficacy may be searched and the importance of mediating

variable as self-efficacy could be assessed.

The future studies could encompass female academician burnout in the universities in
different countries and in Tirkiye. The comparisons among the countries could portray
the burnout dimensions among female academicians. Thus, gender-based burnout
coping strategies could be developed and implemented across the countries and the
effectiveness of these strategies could be searched in cross-country comparisons.

Additionally, university intervention programmes to improve well-being and prevent
burnout could be planned by the education specialists together with the researchers as a
long-term project. To increase resilience, the online courses about coping strategies for
burnout as well as face-to-face courses at the tertiary level for well-being could be
integrated into the curriculum and the programmes of these courses could be the subject

of further studies.

In a nutshell, this study is of significant importance as it introduces and provides a
valuable instrument for the evaluation of English language teacher burnout in the ELT
field and serves as a further research with the robust findings of quantitative and
qualitative data presented. Therefore, teacher burnout should be explicitly examined as

an occupational phenomenon in various national and international studies.
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APPENDICES

APPENDIX-1.

TURK YUKSEKOGRETIM DUZEYINDE iNGILiZCE OGRETMENI TUKENMISLIiGi
OLCEK GELISTIRME SURECI

(MAKALE /KOMPOZIiSYON YAZMA)

Saym Uzman/Meslektagim,

Anadolu Universitesi Lisansiistii Egitim Enstitiisii Ingilizce Egitimi Doktora Programi dgrencisi
olarak, danismanim Prof. Dr. Ali Merg ile “Ingilizce Ogretmeni Tiikenmisligi" konulu tez arastirmasi
yurutmekteyiz.

"Tiikenmislik" kavrami bir hastalik degil, isle ilgili bir sorundur ve isten kaynaklanan uzun siireli
stresin yonetilememesi nedeniyle ortaya ¢ikan bir dizi semptomu igeren bir sendrom olarak tanimlanir.
Bu nedenle, tiilkenmislik yasayan bir kisi, kendini yorgun ve duygusal olarak tiilkenmis hisseder ve ise ilgi
duymaz. Ayrica, bireyin motivasyonu ve ¢alisma tutkusu, sonunda onun yetkinligini ve mesleki sonucunu
olumsuz yonde etkiler ¢iinkii isten kaynaklanan uzun siireli stres, bireyin stresi yonetememesine veya
basarili bir sekilde bas edememesine yol agar. Tiikenmislik, bireyin kendi benligi hakkindaki fikrini ve
diger bireylere, meslege ve kosullara verdigi anlami da degistirir. Ingilizce dili 6gretimi baglaminda,
ogretmen beklentileri akademik, idari, duygusal, mesleki, kisisel, fiziksel, politik ve teknik alanlara
odaklandigindan, Ingilizce &gretmeni tiikenmisliginin nedenleri ¢ok yonli ve karmagsiktir. Yiiksek
ogretim diizeyine 6zgii ve Ingilizce 6gretmenlerinin tiikenmislik diizeyini etkileyen ek faktorler vardur.
Ayrica bu konuya literatiirde olduk¢a az yer verilmistir ve dil egitmenlerine tiikenmislikle basa ¢ikilarak
daha iyi profesyonel sonuglar nasil elde edilecegi konusu da yeterince arastirilmamaistir.

Bu sebeple, tezimizde, Ingilizce Ogretmeni Tiikenmislik Olgegi gelistirerek Tiirkiye'deki
Ingilizce gretmenleri icin iiniversite diizeyinde literatiirde eksik kalan konulari, baglama 6zgii bir
yaklasimla zenginlestirerek tilkenmislik olgusunun anlasilmasi amaglanmaktadir. Olgek gelistirme veri
araclar1 olarak makale/ kompozisyon yazma ve bireysel goriismeler yapilacaktir. Oncelikle Tiirkiye nin
dort bir yanindaki devlet, 6zel ve vakif iiniversitelerinde gorev yapan Ingilizce &gretmenlerinden,
Ingilizce Ogretmenleri tiikenmisligi hakkindaki fikir ve duygular1 iizerine bir yazi yazmalari
beklenmektedir. Yazilar sonrasi goniillii olarak bireysel goriismelere katilmak isteyen ingilizce
Ogretmenlerinin e-posta yoluyla sahsima bildirmesini saygilarimla rica ederim.

Olgek gelistirme siirecindeki katkilariniz ve degerli zamanimiz i¢in simdiden tesekkiir ederim.
Zekiye SEIS
Anadolu Universitesi Doktora Ogrencisi

E-posta adresi: zekiye seis@anadolu.edu.tr

“Ingilizce Ogretmeni Tiikenmislik Olgegi” Maddelerinin Gelistirilmesine Yonelik Veri
Toplama Araclan

Makale / Kompozisyon Yazma

Konu:Universitede ¢alisan bir Ingilizce 6gretmeni olarak, kendinizi hi¢ tilkenmis hissettiniz mi?
Cevabiniz evet ise, tiikenmislik mesleginizi nasil etkilemistir? Kendi hayatinizdan érneklerle agiklayabilir
misiniz?
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APPENDIX-2

TURK YUKSEKOGRETIM DUZEYINDE iNGILiZCE OGRETMENI TUKENMISLiGi
OLCEK GELIiSTIiRME SURECI

(GORUSME)

Saym Uzman/Meslektagim,

Anadolu Universitesi Lisansiistii Egitim Enstitiisii Ingilizce Egitimi Doktora Programi 6grencisi
olarak, danismanim Prof. Dr. Ali Merg ile “Ingilizce Ogretmeni Tiikenmisligi" konulu tez arastirmasi
yuriitmekteyiz.

"Tiikenmislik" kavrami bir hastalik degil, isle ilgili bir sorundur ve isten kaynaklanan uzun siireli
stresin yonetilememesi nedeniyle ortaya ¢ikan bir dizi semptomu igeren bir sendrom olarak tanimlanir.
Bu nedenle, tiilkenmislik yasayan bir kisi, kendini yorgun ve duygusal olarak tiilkenmis hisseder ve ise ilgi
duymaz. Ayrica, bireyin motivasyonu ve ¢alisma tutkusu, sonunda onun yetkinligini ve mesleki sonucunu
olumsuz yonde etkiler ¢iinkii isten kaynaklanan uzun siireli stres, bireyin stresi yonetememesine veya
basarili bir sekilde bas edememesine yol acar. Tiikenmislik, bireyin kendi benligi hakkindaki fikrini ve
diger bireylere, meslege ve kosullara verdigi anlami da degistirir. Ingilizce dili 6gretimi baglaminda,
Ogretmen beklentileri akademik, idari, duygusal, mesleki, kisisel, fiziksel, politik ve teknik alanlara
odaklandigindan, Ingilizce &gretmeni tiikenmisliginin nedenleri ¢ok yonli ve karmagsiktir. Yiiksek
dgretim diizeyine 6zgii ve Ingilizce dgretmenlerinin tilkenmislik diizeyini etkileyen ek faktdrler vardir.
Ayrica bu konuya literatiirde olduk¢a az yer verilmistir ve dil egitmenlerine tiikenmislikle basa ¢ikilarak
daha iyi profesyonel sonuglar nasil elde edilecegi konusu da yeterince arastirilmamaistir.

Bu sebeple, tezimizde, Ingilizce Ogretmeni Tiikenmislik Olgegi gelistirerek Tiirkiye'deki
Ingilizce dgretmenleri igin iiniversite diizeyinde literatiirde eksik kalan konulari, baglama 6zgii bir
yaklasimla zenginlestirerek tiikkenmislik olgusunun anlasilmasi amaglanmaktadir. Olgek gelistirme veri
araglar1 olan makale/ kompozisyon yazilari sonrast sizinle bireysel olarak goriisiilecektir.

Olgek gelistirme siirecindeki katkilarmiz ve degerli zamanmiz i¢in simdiden tesekkiir ederim.
Zekiye SEIS
Anadolu Universitesi Doktora Ogrencisi

E-posta adresi: zekiye seis@anadolu.edu.tr

GORUSME SORULARI

Yiiksekogretim diizeyinde ne kadar siiredir Ingilizce 6gretiyorsunuz?
Ingilizce 6gretim gorevliligi, kariyeriniz agisindan ulagmak istediginiz meslek midir?
Ingilizce 6gretmeyi seviyor musunuz? Bu isten memnun musunuz? Neden / Neden degil?

e

Ingilizce dilini 6gretmenin zorlu bir is oldugunu diisiiniiyor musunuz? Neden / Neden degil? Ingilizce
6gretmenin zorluklari nelerdir?
Mesleginizde kendinizi nasil tanimlarsiniz?

o o

Ayni soru aile iiyelerinize sorulsa, onlar sizi bir ingilizce dgretim gérevlisi olarak nasil tanimlar?

7. 1Is hayatnizda kendinizden herhangi bir beklentiniz var mi? Bu beklentiler, Ingilizce &gretim
hayatinizda sizi nasil etkiliyor?

8. Ingilizce 6gretirken kendinizi yorgun hissetmenize yol agan nedenler ya da stres etkenleri nelerdir?

9. Kendinize, ailenize, derslerinize ve 6gretmenliginize ayiracak yeterli zamaninmiz var midir? Neden /
Neden degil?

10. Yiiksekogretim diizeyinde kadin ya da erkek 6gretim gorevlisi olmak hakkinda ne diisiiniiyorsunuz?
Cinsiyetin etkisi var midir?

11. Yiiksekogretim diizeyinde kadin ya da erkek dgretim gorevlisi olmanin kolayliklar1 ya da zorluklari

nelerdir?
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12. Ogretim gorevlisinin yasmin ingilizce 6gretimi {izerinde herhangi bir etkisi var m1? Var ise nasil bir
etkisi vardir?

13. Deneyimin, yiiksekdgretim diizeyinde ingilizce dgretiminde herhangi bir etkisi sizce var midir? Var
ise nasil bir etki saglar?

14. Medeni haliniz nedir? Mesleginizde medeni halinizin etkisi var midir?

15. Calistiginiz tiniversitenin tiirl (devlet, vakif ya da 6zel) nedir? Bu tiir bir iiniversitede (devlet, vakif ya
da 6zel) ¢alismak size nasil hissettiriyor?

16. Universitede calistigimiz boliim nedir? Boliimiiniizde ya da gorev yaptigmiz boliimde caligmayi
seviyor musunuz? Neden / Neden degil?

17.So6zlesme tiirtiniiz nedir? Ve sdzlesmenizin tiiriiniin, is hayatimzi / 6zel hayatimzi etkiledigini
diisiiniiyor musunuz? Neden?

18. Is giivenceniz olduguna inaniyor musunuz?

19. Mesleginizde duygulariizi nasil tanimlarsiniz?

20. Duygularinizi kolayca denetim altina alabilir misiniz? Neden / Neden degil?

21. Sizce kisilik 6zellikleri ile Ingilizce 6gretim gérevlilerinin tiikenmisligi arasinda bir iligki var midir?
Evet ise, bunlar nelerdir?

22.Giinde / haftada / ayda kag¢ saat ¢alistyorsunuz? Giiniin / haftanin / aym sonunda kendinizi nasil
hissediyorsunuz? Sizce is yogunlugunuz sizi tiikenmislige itiyor mu?

23. Giinliik ders dis1 evrak isiniz var m1? Var ise ne tiir ve ne kadar evrak isiniz oluyor? Evrak isinizin ¢ok
oldugunu / az oldugunu diisliniiyor musunuz? Sizce bu islerin tilkenmislik iizerine etkisi var midir?

24. Kurumunuzda baskalariyla birlikte caligmaktan memnun musunuz? Neden / Neden degil?

25. Meslektaglarinizla ¢alisirken hi¢ sorun yasadiniz mi1? Ne zaman ve neden?

26. Sizce meslektaslarinizin Ingilizce dgretim gorevlilerinin tiikkenmisligi iizerinde etkisi var midir? Nasil?

27. Kurumunuzdaki yoéneticilerinizle iliskiniz nasil? Yoneticilerinizle ¢alisirken hi¢ sorun yasadiniz m1?
Ne zaman ve neden?

28. Mesleki gelisiminizde yoneticileriniz tarafindan destekleniyor musunuz? Nasil?

29. Kurumunuzda mesleki gelisim faaliyetleri var midir? Varsa nelerdir? Kurumunuzda ingilizce 6gretim
gorevlilerinin akademik kariyer yapmalarina izin veriliyor mu veya kendinizin bdyle bir amaci var
mi1?

30. Kurumunuzda ne gibi zorluklarla karsilasiyorsunuz? Sizce kurumlar, yabanci dil olarak Ingilizce
Ogretim gorevlilerinin is tiikkenmisligine katkida bulunuyor mu? Nasil?

31. Sinifinizdaki yabanci dil 6grenen dgrencilerinizi nasil tanimlarsiniz?

32. Ogrencilerinizle iliskiniz nasil?

33. Ogrencilerinizin Ingilizce 6grenmeye yonelik tutumlarini begeniyor musunuz? Neden? Neden degil?

34.Ingilizce dgrenenlerin, yabanci dil olarak Ingilizce 6gretim gorevlilerinin is tiikkenmisligi iizerinde bir
etkisi oldugunu disiiniiyor musunuz? Nasil?

35. Ingilizce dgretme ydnteminizi dgrencilerinizle hig tartistyor musunuz? Onlarin istegini dikkate aliyor
musunuz?

36. Yasadiginiz yer neresi? Yasadiginiz yer, ruh halinizi etkiliyor mu? Nasil?

37. Yasadigmiz toplumun tilkenmislige neden olma da rolii var midir? Nasil?

38. Yasadiginiz yerin mesleginize herhangi bir etkisi var midir? Evet ise, bunlar nelerdir?

39. ingilizce derslerinizde teknolojiden hangi siklikla faydalantyorsunuz?

40. ingilizce derslerinizde teknoloji araglarini ne kadar etkin kullantyorsunuz?

41. Ogrencileriniz, Ingilizce derslerinde teknoloji araglarini hangi siklikla kullantyor?

42.Sizce, teknoloji araglarinin  kullaniminda yasanan Ogretmen ve Ogrenci kaynakli sorunlar,
tilkenmislige neden olabilir mi? Ne sekilde olabilir?

43.Bir akademisyen olarak geliriniz hakkinda ne diistiniiyorsunuz? Sizce geliriniz yeterli mi, degil mi?
Neden?

44. Sizce gelirinizle arastirma yapmak ve bunu finansal olarak yiirtitmek kolay midir?

45. Sizce finansal kosullarla tiikenmislik arasindaki iligki nedir? Neden?

46.Kendinizi yorgun ya da tlikenmis hissettiginizde herhangi bir rahatlama teknigi var midir? Varsa
nelerdir? Ornegin, miizik dinlemek, uyumak, yiiriiyiis yapmak, diger (liitfen belirtiniz).
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APPENDIX-3.

Tiirk Yiiksekogretim Diizeyinde ingilizce Ogretmeni Tiikenmislik Olcegi: Giivenirlik ve Gegcerlik
Calismasi

Degerli Katilimc,

Bu cahigma, Tiirk Yiiksekogretim diizeyinde Ingilizce Ogretmeni Tiikenmislik Olgegi olusturmak
amaciyla olusturulmustur.

. Bu caligmaya katilmak tamamen gonillillik esasmna dayanmaktadir. Calismanin amaci
dogrultusunda, anket/6l¢ek yoluyla sizden veriler toplanacaktir.

. Arastirmada katilimeilarin kisisel bilgileri gizli tutulacaktir.

. Arastirmadan elde edilecek veriler herhangi bir platformda paylasilmayacak ve sadece bilimsel
amaglar dogrultusunda kullanilacaktir.

. Arastirmaya katilima karar1 verdikten sonra arastirmanin herhangi bir agamasinda c¢alismadan
¢itkma hakkina sahipsiniz.

Calisma kapsaminda etik kurul izni alinmustir.

Goniilli katilm formunu okumak iizere ayirdiginiz zaman igin ve katilimmizla bu ¢aligmaya yaptiginiz
destek i¢in tesekkiir ederim.

Bu calismaya tamamen kendi rizamla, istedigim takdirde ¢aligmadan ayrilabilecegimi bilerek verdigim
bilgilerin bilimsel amaglarla kullanilmasini kabul ediyorum.

Evet

Hayir

DEMOGRAFIK BILGILER

Cinsiyet

Kadin

Erkek

Yas

21-30 31-40 41-50 50'nin Uzerinde

Egitim durumu

Lisans Master Doktora

Alan

Amerikan Kiiltiirii ve Edebiyati  Ingiliz Dili ve Edebiyat1 Ingiliz Dilbilimi Ingilizce Egitimi
Ogretim deneyimi

1 yildan daha az 1-5y1l 6-10 y1l 11-15 y1l 16-20 yil 20 yildan fazla

Mevcut Universitede 6gretim siiresi

0-5 yil 6-10 yil 11-15 y1l 16-20 yil 20 yildan fazla
Medeni hal
Bekar Evli Diger
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Haftalik Ders Yiikii

15 saatten az 16-20 saat 21-25 saat 26 saat ve Uzeri
Kurum Tuara
Devlet Universitesi Ozel Universite Vakif Universitesi

Sozlesme tipi

Siireli sdzlesmeli Siiresiz sdzlesmeli

Yasam Yeri

Kiigiik sehir Biiyiik sehir

Calisilan boliim

Yabanci dil egitimi Test Ofisi Miitercim Terciimanlik Bolimii ~ Hazirlik Okulu
Malzeme Gelistirme Ofisi Miifredat Gelistirme Ofisi

isyerindeki Teknik Olanaklar

Yeterli Yetersiz

Tiikenmislikle Basa Cikma Stratejileri

Var Yok

TURK YUOKSEKOGRETIM DUZEYI iNGILiZCE OGRETMENI TUKENMISLiK OLCEGi

1: Kesinlikle Katilmiyorum 2: Katilmiyorum 3: Kararsizim 4: Katihyorum 5: Kesinlikle
Katiliyorum

Is yogunlugumdan dolay1 bitkin hissederim.
Is yogunlugumdan dolay1 kendimi gergin ve huzursuz hissederim.
Ayn1 anda birden fazla ig yaptigimdan dolay1 kaygilanirim.

Geceleri isimi diistindiigiim i¢in uyumakta zorluk yasarim.

1

2

3

4

5. Is yogunlugum saglik sorunlarimu arttirir.

6 Is yogunlugumdan dolay1 kendimi endiseli hissederim.

7 Is yogunlugumun zihnimi yormasindan dolay1 unutkanliky asarim.
8 Ingilizce dgretirken isteksiz hissederim.

9 Isimde bosuna ¢abaladigim diisiiniiriim.

10. Ingilizce dgretirken sikilirim.

11. Ingilizce derslerini planlamaktan bunalirim.

12. [s tatminsizligi yasarim.

13. Isimdeki zorluklar karsisinda kendimi yalmz hissederim.

14. Is yiikiim fazladir.

15. Ogretmenlik haricinde ek sorumluluklarim olmasi beni mutsuz eder.
16. Farkli ders igerigi hazirlamak beni yorar.

17. Isimdeki sorumluluklarim beni tiiketir.

18. Is sorumluluklarim nedeniyle bunalirim.
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19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.

Ogrencilerin Ingilizce 6grenmeye yonelik isteksizlikler beni tiikenmis hissettirir.
Ingilizce dgretirken sorunlarla karsilastigimda sakinlesmekte zorlanirim.

Sansim olsa Ingilizce 6gretmeni olmak yerine farkli bir meslegi tercih ederim.
Ingilizce gretmeye odaklanmakta zorluk gekerim.

Ingilizce dgretmek yorucudur.

Bir Ingilizce dgretmeni olarak isimin anlamini sorgularim.

Ogrencilerimin duygu durumlarini anlamak igin empati yapmak beni zorlar.
Ogrencilerimi motive etmeye calismaktan sikilirim.

Isimle ilgili olumsuz diisiincelere sahibim.

Isimde kararli ve disiplinli olmaya ¢aligmaktan bikkin hissederim.
Meslektaslarimla iletisimimde keyifsiz olurum.

Yoneticilerimle konusurken kaygilanirim.

Meslektaslarimin tavirlar: hayal kiriklig1 yasamama neden olur.

Saglik sorunu yasadigimda yoneticilerin desteginin yetersiz oldugunu diigiiniiriim.
Ogrencilerin Ingilizce diline kars1 olumsuz tutumlar1 beni biktirir.

Ogrencilerin derslerde Tiirkge konugmaya egilimleri benim igin yipraticidir.

Ogrencilerin dil becerileri performansi benim igin hayal kirikligidir.

Ogrencilerin olumsuz tutumlar1 nedeniyle sinifin kontroliinii saglamaya calismaktan yorulurum.

Ogrencilerin Ingilizce diline kiiltiirel baglamda ilgisizli§i motivasyonumu diisiirir.
Ogrencilerin siif i¢i olumsuz davranislari kendimi degersiz hissettirir.
Siniflarimin kalabalik olmasi enerjimi diistirtir.

Benimle ilgili akademik beklentilerden dolay1 yipranmis hissederim.

Akademik ¢alismalarim i¢in finansal destek arayisindan olmaktan bunalirim.
Akademik ¢alismalarim i¢in gelisimsel destek yoklugu beni olumsuz etkiler.
Degisen akademik standartlar ile miicadele etmekten bikarim.

Tiirkiye’de akademik kadro elde etmenin zorlugundan dolay kotiimser hissederim.
Akademik zorluklara karst dayanikliliktan yoksun oldugumu disiintiriim.

Ingilizce dgretmenligi mesleginin statiisiiniin diisiik olmas1 beni iizer.

Akademik kariyer firsatlarinin sinirli olmasi benim i¢in bir engeldir.

Akademik rekabet ortaminda zay1f hissederim.

Is sonrasi evde istedigim aktiviteleri yapamayacak kadar yorgun olurum.

Is yogunlugundan dolay1 evdeki sorumluluklarimi ihmal ederim.

Evde bile isimle mesgul olurum.

Isimden dolay1 aileme zaman ayirmakta zorlanirim.

Is stresiyle basa ¢ikmak i¢in olumlu bas etme yontemleri kullanirim.

Is stresiyle basa ¢ikmak igin olumsuz bas etme yontemleri kullanirim.
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APPENDIX-4.

Tiirk Yiiksekogretim Diizeyinde Ingilizce Ogretmeni Tiikenmislik Olgegi:Ana Calisma
Demografik Bilgiler

1. Cinsiyet

Kadin Erkek Belirtmek istemiyorum

2. Yas

21-30 31-40 41-50 51'nin Gzerinde

3. Egitim durumu

Lisans Yiiksek lisans  Doktora

4. Lisans Alanm

Amerikan Kiiltliri ve Edebiyati Ingiliz Dili ve Edebiyat: Ingiliz Dilbilimi
Ingilizce Dili Egitimi/ ingilizce Ogretmenligi Uygulamali ingilizce Cevirmenlik
Miitercim Terctimanlik

5. Ogretim deneyimi

1 yildan daha az 1-5y1l 6-10 y1l 11-15 yil 16 yildan fazla

6. Mevcut iiniversitede 6gretim siiresi

0-5 yil 6-10 y1l 11-15 yil 16-20 yil 21 yildan fazla
7. Medeni hal
Bekar Evli Belirtmek istemiyorum

8. Haftalik Ders Yiikii

15 saatten az 16-20 saat 21-25 saat 26 saat ve Uzeri
9. Kurum Turu

Devlet Universitesi Vakif Universitesi

10. Yasadigimz Sehir

11. Cahsilan Boliim (Coklu Secenek)
Yabanci Diller Egitimi Bolimii ~ Test Ofisi Miitercim Tercimanlik Bolimii

Yabanci Diller Yiiksek Okulu Malzeme Gelistirme Ofisi Miifredat Gelistirme Ofisi

Lisansustu Programlar Ozel Amagli ingilizce Boliimii Ogretmen Gelisim Birimi
Erasmus+ Ofisi Kalite Birimi
Diger:

12. idari Gorev
Var Yok
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TURK YUKSEKOGRETiIM DUZEYINDE iNGILiZCE OGRETMENi TUKENMISLiK OLCEGi
UYGULAMA CALISMASI

Degerli Katilimet,

Bu calisma, Tiirk Yiiksekogretim diizeyinde Ingilizce Ogretmeni Tiikenmislik Olgegini uygulamayi
amaglamaktadir.

* Bu caligmaya katilmak tamamen goniilliiliik esasina dayanmaktadir. Calismanin amact dogrultusunda,
anket/6l¢ek yoluyla sizden veriler toplanacaktir.

= Arastirmada katilimcilarin kisisel bilgileri gizli tutulacaktir.

= Arastirmadan elde edilecek veriler herhangi bir platformda paylasilmayacak ve sadece bilimsel amaglar
dogrultusunda kullanilacaktir.

= Arastirmaya katilima karar1 verdikten sonra arastirmanin herhangi bir asamasinda ¢aligmadan ¢ikma
hakkina sahipsiniz.

Calisma kapsaminda etik kurul izni alinmistir.

Gontlli katilim formunu okumak {izere ayirdiginiz zaman icin ve katiliminizla bu ¢alismaya yaptigimiz
destek i¢in tesekkiir ederim.

Agiklama: Asagida, Tiirk Yiiksekogretim diizeyinde Ingilizce Ogretmeni tiikenmisliginizi degerlendirmek
lizere olusturulmus ifadeler yer almaktadir. ifadelerin dogru ya da yanlis cevabi yoktur. Liitfen asagidaki
Olgegi kullanarak, her bir ifadeye katilma ya da katilmama diizeyinizi uygun segenegi isaretleyerek
belirtiniz.

1: Kesinlikle Katilmiyorum 2: Katilmiyorum 3: Kararsizim 4: Katihyorum 5: Kesinlikle
Katiliyorum

Olgek Maddeleri

1.ingilizce dgretirken sikilirim.

2.Ingilizce dgretirken isteksiz hissederim.

3.Ingilizce derslerini planlarken bunalirim.

4.Ingilizce 6gretmeye odaklanmakta zorluk gekerim.

5.Sansim olsa Ingilizce 6gretmeni olmak yerine farkli bir meslegi tercih ederdim.
6.1simde bosuna ¢abaladigimi diisiiniiriim.

7. Isimle ilgili olumsuz diisiincelere sahibim.

8.Bir Ingilizce 6gretmeni olarak isimin anlamimi sorgularim.

9.1simde kararli ve disiplinli olmaya ¢alismaktan bikkinlik duyarim.
10. Is yogunlugumdan dolay1 kendimi endiseli hissederim.

11. Is yogunlugumdan dolay1 kendimi gergin ve huzursuz hissederim.
12.Geceleri igimi diisiindiiglim i¢in uyumakta zorluk yasarim.

13.1s yogunlugumdan dolay1 bitkin hissederim.

14. Ayn1 anda birden fazla is yaptigimdan dolay1 kaygilanirim.

15. Is yogunlugum saglik sorunlarimi arttirir.

16. Is yogunlugumun zihnimi yormasidan dolay1 unutkanlik yasarim.

17. Akademik calismalarim i¢in finansal destek arayisinda olmaktan bunalirim.
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18. Akademik ¢aligsmalarim i¢in gelisimsel destek yoklugu beni olumsuz etkiler.

19. Degisen akademik standartlar ile miicadele etmekten bikarim.

20. Tiirkiye’de akademik kadro elde etmenin zorlugundan dolay1 kotiimser hissederim.
21. Ogrencilerin derslerde Tiirk¢e konusmaya egilimleri benim igin yipraticidir.

22. Ogrencilerin Ingilizceye kars1 olumsuz tutumlar1 beni biktirir.

23.0grencilerin Ingiliz kiiltiiriine ilgisizligi motivasyonumu diisiiriir.

24. Ogrencilerin dil becerileri performansi benim igin hayal kirikligidir.
25.0Ogrencilerin Ingilizce 6grenmeye yonelik isteksizligi beni tilkenmis hissettirir.
26. Is yogunlugundan dolay1 evdeki sorumluluklarimi ihmal ederim.

27.Isimden dolay1 aileme zaman ayirmakta zorlanirim.

28.1s sonras1 evde istedigim aktiviteleri yapamayacak kadar yorgun olurum.

29 Meslektaslarimin davraniglart hayal kiriklig1 yasamama neden olur.

30. Meslektaglarimla iletisimimde keyifsiz olurum.

31.Saglik sorunu yasadigimda yoneticilerin desteginin yetersiz oldugunu diisiiniiriim.

32.Isimdeki zorluklar karsisinda kendimi yalniz hissederim.

295



APPENDIX-5.

(Goriisme Sorular: Tiirkce Versiyonu)

Yiiksekogretim Diizeyinde Ingilizce Ogretmeni Tiikenmisligi

Goriisme Sorulari

1.

a) Ingilizce 6gretmenligi mesleginin toplumdaki degeri hakkinda ne diisiiniirsiiniiz?

b) ingilizce 6gretmek zorlayict midir? Cevabiniz “Evet” ise, ne gibi zorluklar1 vardir?

2.

a) Gectigimiz birkac hafta veya ay icinde, isyerinde fiziksel ve psikolojik olarak nasil hissettiniz?

b) Isiniz nedeniyle herhangi bir fiziksel ya da psikolojik saglik sorunu yasadimz mi1? Yasadiysaniz sizce
sebepleri nelerdir?

3. Son zamanlarda ¢aligma aligkanliklarinizda veya performansinizda herhangi bir degisiklik fark ettiniz
mi? Cevabiniz “Evet” ise, bu degisiklikler nelerdir?

4. Is oncesinde, swrasinda ve sonrasinda duygularinizi tanimlayabilir misiniz?Sizce duygusal
dayanikliliginizi koruyabiliyor musunuz?

5. Isinizde karar verme veya sorun ¢ézme konusunda yaraticilik veya yenilikgilik diizeyinizle ilgili ne
diistiniirsiiniiz?

6.
a) Isyerinizde meslektaslarinizdan ve yoneticilerinizden sosyal destek aldigimiz diisiiniir miisiiniiz?

b) Evet ise, bu destek iiniversitenizdeki bedensel ve zihinsel is yogunlugunuzu nasil etkilemektedir?
Ingilizce 6gretimine yonelik egitim politikalarina iliskin goriisleriniz nelerdir?

7. Universitenizde Ingilizce dgretmenlerinin kariyer gelisimi nasildir?
8. Is yerindeki sorumluluklarmiz ev hayatiizi nasil etkiliyor?

9. Isyerindeki stres veya baskiyla nasil basa ¢ikarsmiz? Stresin ve baskmin sonucunda olusan
titkenmislikle basa ¢ikma stratejileriniz var midir? Var ise bu stratejiler nelerdir?

*Gorisme sorulari, Davramigsal-biligsel Stres ve Biligsel Degerlendirme teorisi (Folkman-Lazarus-1984 , Kaynaklarin Korunmasi
(COR) teorisi (Hobfoll, 2001 ve Demerouti ve digerleri (2001)tarafindan gelistirilen Is-Talepleri ve Kaynaklar Teorisi temel
alinarak, tiikenmisligin “Kisisel, Davranigsal, Psikolojik, Duygusal, Bilissel, Fiziksel ve Sosyal” yonlerine odaklanarak
olusturulmustur.

(Interview Questions English Version)

English Language Teacher Burnout at the Tertiary Level

Interview Questions

1.

a) What do you think about the value of the English teaching profession in society?

b) Is teaching English challenging? If your answer is “Yes,” what are the challenges?

2.

a) How have you felt physically and psychologically at work over the past few weeks or months?

b) Have you experienced any physical or psychological health problems due to your work?If you have,
what do you think are the reasons?
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3. Have you noticed any changes in your work habits or performance lately? If yes, what are those
changes?

4. Can you describe your emotions before, during and after work? Do you think you can maintain your
emotional resilience?

5. What would you say about your level of creativity and innovation when it comes to decision making
and problem solving at work?

6.

a) Do you feel like you receive social support from your colleagues and managers at work?
b) If yes, how does this support affect your physical and mental workload at your university?
7. How is the career development of English teachers at your university?

8. How do your responsibilities at work affect your home life?

9. How do you deal with stress or pressure at work? Do you have any strategies for coping with burnout
that occurs as a result of stress and pressure? If so, what are these strategies?

*The interview questions were based on the Behavioral-cognitive Stress and Cognitive Appraisal theory (Folkman-Lazarus-
1984, Conservation of Resources (COR) theory (Hobfoll, 2001 and Job-Demands and Resources Theory developed by

Demerouti et al. 2001), focusing on “Personal, Behavioral, Psychological, Emotional, Cognitive, Physical and Social” aspects
of burnout.
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APPENDIX-6.

Aspects of Burnout, Corresponding Theories, Their Relationships & Interview Questions

Agﬁgﬁgsu(;f Cor_rreﬁggrnydlng Their Relationships Interview Questions
Qla. What do you think about the value of

A person's interpretation and the English teaching profession in society?
Cognitive reaction to stress are influenced by Q3.Have you noticed any changes in your

Cognitive  Appraisal Theory cognitive factors. And people who work habits or performance lately? If yes,

Aspects (Folkman &  constantly feel that their stressors what are those changes?
Lazarus, 1988) are overwhelming may experience Q6¢c. What are your views on educational
burnout. policies regarding English  language
teaching?

Insufficient resources and excessive Q1.b.ls teaching English challenging? If
job demands can lead to emotional your answer is “Yes,” what are the
tiredness and disengagement, which challenges?

in turn can affect the emotional

Job Demands-
Emotional  Resources Theory
Aspects (Demerouti et al.,

2001) aspects of burnout.

Q2a.How have you felt physically and
psychologically at work over the past few

weeks or months?
. . Q2.b.Have you experienced any physical or
gggpf:cusaszzsghls atggor)::cl)speon CV(:;?]I psychological health problems due to your
Cognitive ... work?If you have, what do you think are the

Psychological Appraisal Theory SUressors. When cognitive reasons?

Aspects (Folkman & assessments of demands exceeoll Q4.Can you describe your emotions before,

apparent resources, psychologica
burnout results, triggering a stress
reaction.

Lazarus, 1988) during and after work? Do you think you
can maintain your emotional resilience?
Q5.What would you say about your level of
creativity and innovation when it comes to
decision making and problem solving at
work?
The importance of connections and Q6a.Do you feel like you receive social
social interactions is emphasized by support from your colleagues and managers
the social support theory. Behaviors at work?
such as withdrawal or decreased Q6b.If yes, how does this support affect
performance might be caused by a your physical and mental workload at your
lack of social support. university?
Social networks' function as a Q7.How is the career development of
Social Support  stress-reduction buffer is one of the English teachers at your university?
Social Aspects Theory (Cohen & social elements. Negative social
Wills, 1985)  connections or a lack of support can
exacerbate feelings of burnout.
c . People experience stress and Q8.How do your responsibilities at work
onservation of

Personal burnout when they believe that their affect your home life?
Resources Theory

Social Support
Theory (Cohen &
Wills, 1985)

Behavioral
Aspects

Aspects (Hobfoll, 2001) resources are in danger or that they
are not able to replace them.
When  coping  strategies are Q9.How do you deal with stress or pressure
. ineffective in maintaining physical at work? Do you have any strategies for
. Conservation of . .
Physical Resources Theory ESOUTCes, such as energy and coping with burnout that occurs as a result
Aspects Y health, physical components of of stress and pressure? If so, what are these

(Hobfoll, 2001) burnout are associated with their strategies?

depletion.
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