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ABSTRACT

EFL INSTRUCTORS’ EMOTIONS AND EMOTIONAL LABOR STRATEGIES
DURING THE COVID-19 PANDEMIC IN TURKEY

KEMALOGLU, Nazlinur
M.A., The Department of English Language Teaching
Supervisor: Assist. Prof. Dr. Miige GUNDUZ

March 2022, 151 pages

This explanatory sequential mixed methods study investigated beginning and
experienced English language instructors’ emotions that they demonstrated, emotional
labor strategies they used during interaction with their students, and the effects of years
of experience on them during the COVID-19 pandemic were investigated. The setting
for the study was English language preparatory schools of state and foundation
universities located in Ankara, Turkey. One hundred fifty-six participants took part in
the quantitative study and responded to an online questionnaire that addressed
instructors’ positive and negative emotions and emotional labor strategies. Follow-up
semi-structured interviews were conducted with ten participants. Quantitative findings
were given priority in this study. Quantitative data analysis, which included descriptive
statistics, paired samples t-test, independent samples t-test, and MANOVA, was
performed via IBM SPSS (28) while the qualitative data analysis was conducted
manually according to the thematic analysis approach. Findings revealed that the
participants demonstrated significantly more frequent positive emotions than negative
ones. They also used expressing genuine emotions emotional labor strategy more than

surface acting and deep acting. Years of experience had a significant effect on the
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experience of negative emotions. It also influenced the use of expressing genuine
emotions and surface acting strategies. The answers to the research questions were
elaborated on via the qualitative findings by extracting eight themes after the verbatim

transcriptions of the interviews and the coding processes.

Keywords: English Language Teacher Emotions, English Language Preparatory

Programs, Emotional Labor, Emotional Labor Strategies
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TURKIYE’DEKiI INGILiZCE OGRETIM GOREVLILERININ COVID-19
PANDEMISI SIRASINDAKI DUYGU VE DUYGUSAL EMEK STRATEJILERI

KEMALOGLU, Nazlinur
Yiiksek Lisans, Ingiliz Dili Ogretimi Boliimi
Tez Yoneticisi: Dr. Ogr. Uyesi Milge GUNDUZ

Mart 2022, 151 sayfa

Bu sirali agiklayici karma metot arastirma c¢alismasinda, COVID-19 pandemisi
siirecinde meslege yeni baglamis ve deneyimli Ingilizce 6gretmenlerinin gosterdikleri
duygulari, 6grencileriyle etkilesim sirasinda kullandiklar1 duygusal emek stratejileri
ve deneyim yilinin onlar {izerindeki etkileri arastirilmistir. Calismanin ortamu,
Ankara'da bulunan devlet ve vakif {iniversitelerinin Ingilizce hazirlik okullaridir. 156
katilimci nicel ¢alismaya katilmis ve 6gretmenlerin olumlu ve olumsuz duygularini ve
duygusal emek stratejilerini ele alan ¢evrimigi bir anketi yanitlamislardir. On katilimer
ile yar1 yapilandirilmis muilakatlar gergeklestirilmistir. Bu ¢alismada nicel bulgulara
oncelik verilmistir. Tanimlayici istatistikler, bagimli 6rneklem t-testi, bagimsiz
orneklem t-testi ve MANOV A'y1 igeren nicel veri analizi IBM SPSS (28) araciligiyla,
nitel veri analizi ise tematik analiz yaklasimina gore el ile yapilmistir. Bulgular,
katilimcilarin olumsuz duygulara gore anlamli 6lgiide daha sik olumlu duygular
sergiledigini ortaya koymustur. Ayrica, yiizeysel rol yapma ve derinlemesine rol
yapma stratejilerine kiyasla, daha sik olarak samimi duygular sergileme duygusal
emek stratejisini kullanmislardir. Deneyim yili, olumsuz duygularin yasanmasi

uzerinde 6nemli bir etkiye sahiptir. Ayn1 zamanda, samimi duygular sergileme ve
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yuzeysel rol yapma stratejilerinin kullammmin1 da anlamli sekilde etkiledigi
goriilmiistiir. Arastirma sorularina verilen cevaplar, goriismelerin birebir desifreleri ve
kodlama streclerinden sonra sekiz ana tema cikarilarak nitel bulgular tizerinden

detaylandirilmistir.

Anahtar Kelimeler: Ingilizce Ogretmeni Duygulari, Ingilizce Hazirhik Programlari,

Duygusal Emek, Duygusal Emek Stratejileri
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CHAPTER 1

INTRODUCTION

In this chapter, the background of the study, statement of the problem, purposes and

significance of the study will be presented.
1.1. Background of the Study

The emotional nature of the teaching profession has been emphasized by many
researchers (Buric, 2017; Fried et al., 2015; Hargreaves, 1988 Schutz & Lee, 2014).
Teachers can experience emotions such as utmost joy or heartbreaking sadness
depending on the various classroom situations (Schutz et al., 2007). The dynamic
(Intrator, 2006) and uncontrollable (Hagenauer & Volet, 2013) nature of classrooms
makes teachers' and students' emotions open to change, which could be challenging,
especially for beginning teachers. This also makes it quite crucial for teachers to
manage their emotions in the right ways that are expected from them by the
institutions, authorities and public. Like other service-required jobs, teaching requires
emotional labor. Arlie Russel Hochschild developed the theory of emotional labor
(1979), and most research in the literature has taken its framework from her approach.
Emotional labor is related to how teachers express or demonstrate their emotions in
the class, which are crucial determinants of the ‘emotional climate’ of the classroom
(Fried et al., 2015). If there is a large and constant gap between how teachers feel and
how they display their emotions, emotional labor could lead to emotional exhaustion
or burnout (Zapf, 2002). There has been an increasing amount of empirical research
dealing with teachers' emotional labor, and they primarily investigated the relationship
between emotional labor and teacher burnout (Acheson et al., 2016; Akin et al., 2013;
Zhang & Zhu, 2008). The studies mostly adopted qualitative research methods and

tried to explain teachers' emotional labor practices (Li & Liu, 2021). Preventing the



possible negative outcomes of emotional labor depends on understanding the strategies

that teachers employ to manage or regulate their emotions.

In the field of English language teaching, emotions were perceived as difficult to
define, and study compared defining and studying cognitive aspects affecting the
language learning and teaching processes (Richards, 2020). However, a growing
interest in teacher emotions in the field of Education is reflected on applied linguistics
area in the last 20 years and even led some researchers to mention an "emotional turn™
that followed the "social turn” (De Costa et al., 2019). Many different aspects of how
language teaching takes place in the classroom have an emotional side. Language
classrooms are environments where language is not only the content that the students
are supposed to achieve to communicate with the speakers of the target language; but
also, the channel via which the classroom interaction takes place (Yazan, 2018). It is
in the nature of this interactional structure of language learning and teaching process
that there is a close relationship between teachers' emotions and their classroom
practices, thus students' investment in learning English (Li & Liu, 2021; Richards,
2020).

The COVID-19 pandemic and transitioning to online teaching were drastic changes in
education and have affected teachers and learners emotionally worldwide. Changes in
the educational contexts and policies are intense sources of changes in teachers'
positive and negative emotions (Lee & Yin, 2011; Tsang, 2013). One reason for this
is that the educational policies are not generally constructed with a point of view that
favors teachers' emotional well-being (Tsang, 2013). In their study, Hagenauer and
Volet (2013, p.253) obtained findings that they discussed by saying, "...anything that
was perceived as 'new' could make teachers feel unsettled, uncomfortable, insecure,
anxious or nervous.". In December 2019, the whole world witnessed a major onset of
a global pandemic that stemmed from an unknown coronavirus, which would be called
SARS-Cov2 in January 2020 (Marinoni et al., 2020). Having emerged in Wuhan
(Hubei, China), it has become the primary topic that influenced nearly all aspects of
people’s lives, including education. Drastic measurements and regulations of social
life, such as lockdowns or closure of public spaces, came with the quick spread of the
pandemic globally. In March 2020, a significant majority of university campuses were
closed in Europe (Gaebel, 2020) and 185 countries worldwide by April 2020
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(Marinoni et al., 2020). The measurements taken by different countries and higher
institutions varied; however, transitioning to distance education was the most common

regulation worldwide.

The year 2020 was quite significant in that a vast majority of learners and teachers had
to experience distance education for the first time (Gaebel, 2020). As Jones and
Kessler (2020, p. 1) state, "teachers literally responded overnight" to adapt to this
extraordinary situation and the term ‘emergency remote teaching’ (Hodges et al.,
2020) has been used to refer to this compulsory and sudden change. Even though
different names like ‘distance education, online education or remote teaching’ have
been used to cover this term, emergency remote education has been used to distinguish
from a planned and prepared transition to distance education. This situation naturally
brought many problems such as the lack of infrastructure for online education in a lot
of countries, unequal access to technological tools by students, inexperienced staff,
and so on. In addition, how long online education was going to last was unknown to
everyone (Al Shlowiy et al., 2021). Psychological problems, emotional burdens, and
increasing stress and anxiety were serious issues for students and teachers, and they
were "as contagious as the Coronavirus" (Bozkurt et al., 2020, p. 11). Auger and
Formentin (2021) state that an important component of teachers' emotions is shaped
by attending to students’ feelings. During the COVID-19 pandemic, the emotions
teachers heard from their students were mostly negative, like anxiety or fear. This
naturally affected teachers' emotions and their strategies to manage their emotions. It
is also possible that remote teaching during the pandemic decreased the rewarding and
positive aspects of the emotionality of teaching and turned them into increasing stress,
anxiety and expectations from teachers (Jones, 2020). Besides, the compulsory
isolation of teachers and separation from schools, which are valuable professional

learning environments, were adverse outcomes of the pandemic (Alwafi, 2021).

In Turkey, after the announcement of the first COVID-19 case on 11" March 2020,
one of the earliest precautions was moving all formal education to remote education.
The Council of Higher Education (CoHE) is responsible for the decisions regarding
higher education in Turkey. Therefore, COVID-19 pandemic measurements regarding
higher education institutions (HEI) were taken by CoHE. After getting interrupted for

a while on 16th March (CoHE, 2020a), universities started carrying out educational
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practices via online services starting from 23rd March (CoHE, 2020b). Providing and
maintaining distance education requires many aspects to consider in terms of
technology, economy, or equality in accessing education (Can, 2020). Transitioning
to remote teaching made it also compulsory for teachers to engage with technology
more than ever. For many years, technology use in language education has been a topic
of interest (Tiimen Akyildiz, 2020). Integrating digital tools or online communication
methods to lessons has a relatively richer background in language teaching than other
fields of Education. According to Azzaro and Martinez Agudo (2018a) "negative
emotions clearly hinder the cognitive development of technological know-how and the
will to test new possibilities™ (p. 185). Therefore, whether or not language teachers
were successful in using technology so intensely all of a sudden can also be related to

their emotions.

Universities used online video conference tools like Google Meet, Google Hangout,
Cisco WebEx, or Zoom (Telli Yamamato & Altun, 2020). A study conducted by
Kavuk and Demirtas (2021) revealed that most of the teachers who participated in the
study mentioned the difficulty of conducting online lessons and problems stemming
from technological inadequacies, increasing stress related to their health and economic
issues. In addition, they faced different problems depending on the level they were
teaching and student profile. Online education has made it necessary for teachers to
use technology in their lessons even though most of them were not provided with
special training to conduct their lessons from a distance. Unfamiliarity with digital
tools and pedagogies might have made teachers who were efficient during face-to-face

teaching feel unsuccessful in online education (Altuntas et al., 2020).

Similar to what teachers faced, transitioning to distance education created many
problems or increased the effects of already existing issues for learners. Thuy (2021)
states that transitioning to online learning had negative influences on learners'
emotions due to increasing ‘loneliness’ and ‘isolation’. Most universities asked
students to leave the campus and dormitories where there were opportunities to access
the internet or computers. Students abandoned the campuses leaving their belongings
in their dorms or apartments. Staying physically away from the campuses meant
lacking the digital facilities that universities provided. A study by Karadag and Yiicel
(2020) included 17.939 university students as participants and showed that only 63%

4



of the participants had an internet connection at home during the pandemic in Turkey.
Another study conducted in Turkish HE setting by Goksu, Ergiin, Ozkan and Sakiz
(2021) revealed that university students who used their computers attended to online
lessons more frequently than the ones using smartphones and the students living in
urban areas could attend the lessons more than the students living in rural areas.
Students' socioeconomic states positively correlated with the frequency of attending
the lessons. These findings are not surprising yet important and informative. Besides,
it is argued that the main purpose, especially for higher education, was to sustain
education. On the other hand, more than having access to information was needed for
students in HE (Bozkurt et al., 2020). Like young learners, young adults and adults
also needed a psychologically supportive learning environment. It seemed that the

responsibility of creating such an environment were mostly attributed to teachers.

Turkey, having 129 state-based and 78 foundation-based institutions (CoHE, 2020c),
has one of the biggest higher education systems in the world (Esen, 2020). According
to the CoHE Information System (YOKSIS) data, more than 3.7 million students were
enrolled in formal education in the 2018-2019 academic year (CoHE, 2020c). HEIs
are grouped under four categories in Turkey: state universities, foundation universities,
post-secondary vocational schools, and military institutions (Tekneci, 2016). The
medium of instruction depends on institutions' language policies in that some state or
foundation universities have English-only, English, and Turkish, or Turkish-only
systems. Depending on the university policies, students are either expected to succeed
in English exams to continue their undergraduate courses or are given the option to
study at English language preparatory programs (ELPPS). In general, the tradition of
English education in Turkish higher education involves ELPPs (either obligatory or
optional) to provide students with essential English components and additional English
courses for the rest of their undergraduate studies depending on their department
requirements (Oztiirk, 2019). In 2019, a regulation that requires obtaining a master’s
degree from the instructors to be employed in the preparatory schools was started to
be implemented (Oztiirk, 2019). On the other hand, instructors who do not fulfill this

requirement can still work as part-time instructors.

The setting of this study is basic English departments of the ELPPs at state and

foundation universities in Ankara, Turkey. Due to the mentioned employment
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requirement, both full-time and part-time instructors are included as participants. A
study by Demir (2015) revealed that most English instructors working at preparatory
programs think that it is more prestigious to work at universities than at other levels.
However, the majority of the participants also believe that within the university, they
are not hierarchically perceived and respected like a "real" academician, but they are
approached more as teachers. Ergul Bayram (2020) identifies several features of
ELPPs in Turkish state and private or foundation universities. Firstly, she estimated
that there will be more foundation universities which means that the number of ELPPs
will continue to increase, so will the need to hire more English teachers in these
programs. Secondly, ELPPs have the function of displaying the quality of education
in an institution to the public. Finally, she proposed that the increase in the variety of
roles that are assigned to instructors at preparatory programs and increasing workload
will create more emotional problems such as burnout. She also argues that this
situation will make it necessary for authorities to consider the emotional aspects of

teaching and take necessary precautions.

Hargreaves states that teachers' reactions towards educational changes depend on
many factors, and years of experience is an important one (2005). Teachers who do
not have much experience in the field can experience positive and negative emotions
more intensely than their more experienced colleagues (Intrator, 2006). This can be
related to the fact that the rate of quitting the profession is higher in the first years of
teaching (Nichols, 2016). Intrator (2006) calls the process of how beginning teachers
try on different roles to balance their emotional states and what their institutions expect
from them as ‘emotional drama’. This situation also occurs due to the fact that teachers
start the profession with previously formed expectations and beliefs. Inconsistency
between these and the actual conditions may create emotional burdens for them
(Nichols et al., 2016). Along the same line, researchers emphasize that novice EFL
teachers' emotions deserve a special research focus (Li & Liu, 2021). On the other
hand, some research findings support the argument that teachers who are new in their
careers could approach educational reforms more positively than their more
experienced colleagues (Hargreaves, 2005). Still, the literature does not provide us
with enough data related to the effects of years of experience on teachers' emotions.
Nevertheless, teachers may experience different positive and negative emotions as

they gain experience in teaching (Mevarech & Maskit, 2015).
6



As mentioned above, the background of the study involves theoretical information
related to language teacher emotions and emotional labor with a specific focus on the
effects of COVID-19 pandemic and years of experience in the Turkish higher

education context.
1.2. Statement of the Problem

The existing literature on experienced and beginning teachers' emotions and emotional
labor strategies does not depict a consistent picture. One reason for this is that there is
still limited research investigating this phenomenon. The second reason is that the
studies conducted so far have employed different research methodologies, taken place
in different contexts and not with large numbers of participants (Mevarech, 2015).
Qualitative research design is widespread in teacher emotions literature (Tsang, 2013;
Xu, 2013). This situation creates findings that are quite valuable, however not
generalizable. On the other hand, studies having adopted quantitative methods may
lack comprehensive information related to the explanation of the research problem.
When quantitative or qualitative findings do not adequately respond to researchers'
need related to a phenomenon, further mixed-method studies are needed (Creswell &
Clark, 2007). This study aims to contribute to the literature by providing the analysis

of both quantitative and qualitative data.

As well as personal aspects, the phenomenon investigated in this study is directly
related to the evaluation of institutional, social, and historical systems that surround
English language teachers working in higher education institutions. In order to inform
policymakers, teacher education programs, and using research studies as tools to
contribute to teachers' well-being, the above-mentioned systems need to be
investigated by more researchers. Besides, the visibility of emotional labor, which is
mostly invisible in the academic roles that the instructors officially and unofficially
take on, is critical to reach this goal. Lawless (2017) suggests instructors to document
emotional labor in order to contribute to the recognition of emotion labor as part of
academic labor. The literature does not provide us with a large amount of data that
deals with these aspects concerning teacher emotions and emotional labor. Having
adopted a holistic point of view that integrates cognitive, social, and historical factors,

it was aimed to contribute to this gap in the literature.



Another problem that the study aimed to deal with is that teachers who teach in
different subject areas may be experiencing different emotions from the others.
Therefore, it was stated by several researchers that there is a need for empirical
research that has their participants from the teaching of different subjects (Loh & Liew,
2016; Xu, 2013). Language teaching includes some factors to make it even more
emotionally investing since there is more focus on building interpersonal relationships
and including elements related to personal lives (Talbot & Mercer, 2018). Language
teaching methodologies are changing often. Besides, low language learner motivation
could be one of the factors that damage the well-being of language teachers, as well as
linguistic lack of confidence for nonnative English teachers (Talbot & Mercer, 2018).
Besides, language teachers communicate with the students mostly in a language that
they are not native speakers of (Xu, 2013). In this case, more research studies exploring
emotions and emotional labor strategies of English language teachers who teach at

different levels and in different contexts.

It is also frequently emphasized that there is still a need for theoretical and empirical
studies to reach more commonly accepted theorization of teacher emotions and
emotional labor. The fact that cognitive aspects related to language learning and
teaching have a richer historical background has made it possible to use research to
develop language teaching theories, models, and methods. Empirical data will help
teachers, teacher educators, and researchers to better understand the issues related to

the affective (or emotional) aspects of language learning and teaching.

Given the detected problems in the field, the study aims to contribute to the literature
by adopting a mixed-method research design and analyzing both personal and socio-

historical factors affecting teacher emotions and their emotional labor strategies.
1.3.  Purpose and Research Questions

The purpose of this mixed methods study is to investigate English language instructors'

emotions that they demonstrated and emotional labor strategies that they employed

during the interaction with their students in the duration of the COVID-19 pandemic

in the Turkish higher education context. In order to better comprehend the research

problem and obtain explanatory data, a sequential (QUAN-—qual) design was

preferred. The quantitative phase of the study aimed to describe positive and negative
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emotions and emotional labor strategies demonstrated by 156 English language
instructors working at ELPPs of the higher education institutions in Ankara, Turkey.
To achieve this aim, questionnaire data was collected and analyzed. The qualitative
phase of the study aimed to reach findings that would help explain the quantitative
data by utilizing semi-structured interviews as data collection tools. Ten instructors
participated in the qualitative phase of the study. Answers for the following research

questions have been found in the present study:

1. What was the frequency of English language instructors' positive and
negative emotions that they demonstrated during the COVID-19 pandemic?
2. What emotional labor strategies did English language instructors employ in
online classes during the COVID-19 pandemic?

3. Is there a significant difference between the beginning and experienced
English language instructors' emotions that they demonstrated during the
COVID-19 pandemic?

4. Is there a significant difference between the beginning and experienced
English language instructors' emotional labor strategies that they employed in

online classes during the COVID-19 pandemic?
1.4.  Significance of the Study

One of the crucial elements that affect the well-being of teachers is their emotions
(Chen, 2019). Emotions are essential factors that influence the personal lives of the
teachers and their teaching and their students' learning (Xu, 2013). Even though this
study investigated the higher education context, it was aimed that it would hold an
empowering aspect for teachers who are working in different levels of education and
will give insights to other researchers to explore different facets of language teacher
emotions. It is necessary to have a deeper understanding of teacher emotions in order

to take action to transform conditions that hinder teacher well-being.

In addition, an essential component of teaching deals with classroom management and
evoking positive social behaviors in students, which are influenced by teacher
emotions (Rodrigo-Ruiz, 2016). It is also vital for teachers to understand this effect of

emotions on others to prevent themselves from being intensely vulnerable to students'



negative emotions. It can provide insights for them to realize how they display their

own emotions and how students get affected by them (Mottet & Beebe, 2000)

Another significance of this study is that it provides data related to the emotions of
English teachers working in HEIs. The number of research studies dealing with HEI
teachers' emotions are limited compared to other levels of education (Hagenauer &
Volet, 2013). However, several factors are effective on teacher emotions unique to
HE, such as teaching young adults, different expectations from teachers and students

or the design of classroom activities (Hagenauer & Volet, 2013).

In Kimura's (2010) study, it was shown that experienced teachers develop their
individual understandings related to emotion management in the class gradually during
their professional lives (2010). Another significance of this study is that by aiming to
understand the different perspectives of beginning and experienced teachers, it
provides insights for the members of the profession all around the world. It was also
aimed that the experiences of more experienced teachers could provide teachers and
teacher educators with insights in relation to emotion management, as well. Besides,
it is argued by many researchers that emotional rules vary depending on many
contextual factors (Cribbs, 2015). These rules are not explicitly visible to the
knowledge of teachers most of the time. Additionally, the need for teacher education
programs to provide pre-service teachers with adequate knowledge related to the
emotional aspects of teaching is expressed by several scholars (Chen, 2016, Chen,
2019). In fact, by some, this deficiency of programs is viewed as possibly "the greatest
failure" of the current teacher education programs (Azzaro & Martinez Agudo, 2018b,
p.370). This study is significant because it includes data from Turkish higher education
context and contributes to the visibility of the emotional rules for English language

instructors who may have trouble detecting and adapting to these rules.

Lastly, the COVID-19 pandemic has drastically affected educational practices and
interaction between teachers and learners (Jones & Kessler, 2020). A study by
Maclntyre, Gregersen and Mercer (2020) revealed that the most common stress-
creating situations were workload and family health for English language teachers
during the pandemic. This shows that the two factors that changed with the pandemic

became the most significant stressors for the teachers. The COVID-19 pandemic has
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resulted in a sudden change in all kinds of educational practices, and it is significant
to investigate the effects of such a major outbreak to repair its damages on learners
and teachers as well as to get prepared for a similar situation that might occur in the

future.
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CHAPTER 2

LITERATURE REVIEW

Inthis chapter, the theoretical and empirical literature on emotions and emotional labor
is reviewed, focusing on English language teaching. Even though researchers' interest
in teacher emotions has increased in recent years, there is still a need for empirical
studies all around the globe that can contribute to our understanding of emotions. In

Turkey, the literature still seems scarce to this researcher's knowledge.

2.1.  Theoretical Background of Teacher Emotions

The definition of emotions has been a topic of discussion for many academic fields
like philosophy, psychology, sociology, or anthropology for a long time (Schutz,
2002). Even though there have been different definitions of emotions proposed by
various researchers, it is widely the agreed upon that they involve both interpersonal
and intrapersonal components (Fried, Mansfield & Dobozy, 2015). While
interpersonal aspects address individuals' psychological and biological characteristics,
intrapersonal aspects address the social factors. Early arguments on emotions mainly
dealt with the contrast between ‘emotion’ and ‘reason’ (Schutz & DeCuir, 2002).
Besides, they were perceived as personal and private and could be best analyzed
psychologically or cognitively (Parkinson, 1996). The cognitive approach to emotions
perceives them as related to interpretation of events, which means that emotions follow
thinking about their sources (Parrott, 2001b). This process is called appraisal by some
scholars like Lazarus (1996). According to this view, events trigger emotions
depending on how individuals perceive them and the kinds of meanings they attribute
to these events either consciously or unconsciously (Kiefer, 2005). In educational
settings, the same type of student behaviors can be appraised differently by different
teachers. Therefore, the teachers’ reactions towards these behaviors or how they

choose to regulate their emotions are viewed as strongly related to the cognitive and
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individual processes. The cognitive approach to emotions aims to study how cognition
functions in appraising an event and how it triggers certain emotions. Thus, it can be
possible to find ways to contribute to individuals' well-being when they take charge of

their emotions cognitively (Benesch, 2017).

On the other hand, a sociocultural perspective towards emotions perceives them as
related to "our appearance to others, our relationships with others, our duties toward
others, and our expectations of others." (Parrott, 2001a, p. 379). Emotions are
perceived as culturally structured constructs and highly related to the individuals'
social surroundings (Encinas Sanchez, 2014). The universality of emotions across
different cultures is also challenged within this approach towards emotions. It is aimed

to understand the structure of emotions that is related to the social factors and culture.

Another approach that challenges the cognitive point of view is the poststructuralist
approach to emotions, which views them by focusing on "how they are constructed
discursively" rather than "...what emotions are, biologically or cognitively" as Sarah
Benesch explains (2017, p. 27). Similarly, Kocabag-Gedik and Ortagtepe-Hart (2020)
view emotions as belonging to personal and social spaces and formed and reformed
within the power relationships between cultural, social, and educational actors. The
purpose of studying emotions within this framework is to use emotions to challenge
unfavorable social and political situations rather than fostering individual cognitive

regulations to increase well-being (Benesch, 2017).

These three approaches to emotions have been supported and criticized by many
scholars in the literature. The psychological approach to emotions generally perceives
them as individual and private states, while the social constructivist approach
understands them as socially and culturally structured (Chubbuck & Zembylas, 2009).
On the other hand, critical theorists such as Michalinos Zembylas (2003) argue that
categorizing emotions either as individual or social does not depict a comprehensive
picture. Adopting an integrated approach that brings together personal, cultural, and
socio-political aspects together is needed to study teachers' emotions and emotional
labor strategies in order to comprehend the issue better as well as contribute to the
development of the conditions that has negative influences on teachers’ well-being and

language learning and teaching processes.
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In the present study, this integrated point of view that concerns psychological, cultural
and socio-political aspects together was adopted. The purpose of adopting such a point
of view was not to ignore any factors that could be influential for teachers’ emotions.
That is why, the analyses and discussion of the data collected for the purposes of this

study approached in an integrated way.
2.1.1. Classification of Emotions

Even though emotions are difficult to define, their functions, their influence on
language teaching, and how they are socially formed have been examined in the
literature (Richards, 2020), which is enhancing day by day (De Costa et al., 2019).
Since the interest in studying emotions scientifically started to emerge, researchers
have proposed different methods to deal with emotions categorically, as well.
However, there is not a single agreed-upon definition or categorization of emotions
(Chen, 2018; Bahia et al., 2013). As well as the definition and classification of
emotions, it has also been a controversial topic for researchers in the field of
psychology to identify a way to objectively measure emotions (Barret, 2006a). Ekman
(1992) argues that there must be observable, distinctive signals (like facial
expressions) for some basic emotions to be used as objective measurement tools. Other
classifications of emotions include Parrot’s (2001b) tree structure, which categorizes
emotions as primary, secondary and tertiary. He proposes that there are six primary
emotions (joy, love, sadness, anger fear and surprise), and there are other secondary
and tertiary emotions grouped under these primary emotions. For example, fear is a
primary emotion; nervousness is its secondary, and anxiety is its tertiary emotion. On
the other hand, as Barret (2006a) proposes, it is not scientifically possible to prove an
individual's distinct emotions or what kind of distinction exists among emotions. Using
self-report strategies to measure emotions is one of the most frequently used methods
to deal with emotions, however, it is also not clear if emotion words are perceived in
the same way by individuals (Barret, 2006a). Depending on the situation, the same
unpleasant emotional state might be described as feeling bad, sad or afraid by different
people. It is also possible that some people better interpret their emotions and
categorize them (Barret, 2006b). Therefore, emotions can be broken into a
fundamental component: their valence (pleasant- unpleasant) (Barret, 2006b;

Feldman, 1995). This dichotomous classification of emotions perceives them as either
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positive or negative. The studies dealing with emotions in higher education settings
mostly adopted a dichotomous perspective so far (Badia et al., 2019). Emotions are
classified as positive when they are delightful or align with people's goals (Brendl &
Higgings, 1996; Sutton & Wheatley, 2003). They are often claimed to have
‘broadening’ effects on individuals' abilities to be more responsive, creative, and
productive (Becker, 2015). Love, care, and joy are three of the most commonly
researched positive teacher emotions. Similarly, anger and anxiety are the most
encountered negative emotions in teacher emotions literature (Sutton & Wheatley,
2003).

According to the points made above regarding the classification of emotions, a
valence-based (positive-negative or pleasant-unpleasant) approach to the analysis of
emotions was adopted in the present study. The tree-structure of basic, secondary, and
tertiary emotions developed by Parrot (2001b) was also used, since in the present study
two scales developed by Junjun (Chen, 2016; Chen, 2018) based on these distinct
emotions were adapted. These scales that are based on the five basic emotions (love,
joy, anger, sadness, and fear) have been proven to be reliable and valid within the
literature (Aral & Mede, 2018; Atmaca et al., 2020; Chen, 2016; Chen, 2018).
Therefore, distinct emotion categories by Parrot (2001b) were used as indicators of the

broader positive and negative emotions.
2.1.2. Sources of Teacher Emotions

Being one of the most interactive and social professions, teaching involves emotions
from various sources. One of the most significant of them is teachers’ relationships
with students, which has been supported by several studies (Chen, 2019; Hagenauer
& Volet, 2013; Kimura, 2010). Students are very influential on teachers’ decisions to
stay in the profession and be enthusiastic about teaching (Spilt et al., 2011). Therefore,
investigation of teachers and students’ relationships carry a lot of importance to
understand the teaching and learning processes better. Even though teachers may
employ various strategies to manage their emotions, students generally realize their
teachers' emotions (Sutton & Wheatley, 2003) and are influenced by them. This
relationship exists in the other way in that teachers are most of the time aware of how

their students are feeling. The positive emotions displayed by the students are
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important sources of teachers’ positive emotions, as well. "Emotional contagion"
theory supports that participating in an interactional activity makes people susceptible
towards others' emotions (Mottet & Beebe, 2000). Some recent studies supported this
within instructional settings by revealing the relationship between teachers' emotional
expressions and how students experience their own emotions (Becker et al., 2014;
Keller & Becker, 2020). A study by Toraby and Modarresi (2018) showed that
students' perceptions related to their teachers' emotions affect how pedagogically
successful their teachers are for them. It means that unless a teacher displays positive
emotions towards their students, they are not perceived as academically successful
teachers. it is possible to say that there is a constant cause and effect relationship
between teachers' emotions, their instructional behaviors, and student outcomes
(Frenzel et al., 2009). There is enhancing literature on how teachers' emotions are
related to students' academic success and classroom behaviors (Rodrigo-Ruiz, 2016).
Keeping a positive emotional relationship between themselves and students needs
emotional effort and knowledge about the proper ways to manage that (Woolfolk Hoy,
2013). In addition, these relationships depend not only on teachers, but it is also highly
related to students' ideas, behaviors, and expectations. Depending on many factors like
students' and teachers' age, educational level, institutional factors, or subject areas, the
elements that are required to maintain positive relationships may vary. Taking an
interactionist theoretical perspective as a framework, Andy Hargreaves (2000) argued
that there is a strong relationship between teachers' emotions and their interactions
with educational actors, like students, colleagues, or parents. He defines the
components of emotional geographies as "...the spatial and experiential patterns of
closeness and/or distance in human interactions and relationships that help create,
configure and color the feelings and emotions we experience about ourselves, our
world, and each other.” (Hargreaves, 2000, p. 815). He suggests that there are five

different emotional geographies in educational spaces:

1. Sociocultural geographies: These geographies refer to the possibly different
social and cultural personalities of teachers and other agents of education like
students, administrators, or parents. Yongcan Liu (2015, p. 5) includes the
factors such as "gender, race, language, ethnicity and culture” under these

geographies.
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2. Moral geographies: They refer to whether or not there is harmony between
teachers' and other educational agents' purposes. When there is a mismatch
between what teachers aim and what they are expected to accomplish, this
might require extra emotional work from teachers (Hargreaves, 2000; Liu,
2015).

3. Professional geographies: Differences between what teachers, institutions
and the public understand from ‘being a professional teacher’ may create
professional geographies. Hargreaves (2000) refers to the definition of teacher
professionalism by saying, "classical, masculine model of the professions, that
creates a distance between teachers and the clients they serve..." (p. 816). On
the other hand, teachers have different professional expectations depending on

the context, educational level, and culture (Liu, 2015).

4. Political geographies: These geographies refer to the emotional effects of
power relationship between teachers and people around them (Hargreaves,
2000).

5. Physical geographies: These geographies are the consequences of the
factors related to the space and time of teachers' interactions with others, like
students, colleagues, or parents. How frequent, intense, and (in)formal these
interactions are has an effect on teachers' emotional relationships (Hargreaves,
2000).

According to the emotional geographies of teaching, how large the distances between

teachers, students, colleagues, administrators, or parents are in terms of sociocultural,

moral, professional, political, and physical aspects affects teachers’ positive and

negative emotions (Hargreaves, 2000). Hargreaves's (2000) emotional geographies

align with Urie Bronfenbrenner's Ecological System theory (1979). According to this

theory, people are surrounded by five embedded environments: microsystem,

mesosystem, exosystem, macrosystem and chronosystem. As well as emotional

geographies, these ecological systems are highly significant to assist a systematic

evaluation of teachers' emotions, which are closely related to the close and distant

actors. Detailed descriptions of ecological systems around teachers are given below:
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1. Microsystem refers to the centermost system that covers teachers' relations

to students, parents, colleagues, or administrators (Bronfenbrenner, 1979).

2. Mesosystem covers the relationships between the actors that are in the
microsystem around teachers (Bronfenbrenner, 1979). Cross and Hong (2012,

p. 959) states that it involves "the relationships of microsystems".

3. Exosystem refers to the social system that has a direct influence on
microsystems and indirectly affects teachers and their emotions
(Bronfenbrenner, 1979).

4. Macrosystem encompasses the norms, rules and principles related to law,
politics, or economics (Chen, 2019; Cross & Hong, 2012) that exist in the more

extensive societal system.

5. Chronosystem constitutes the outermost circle and includes the effect of time

on teachers’ emotions (Bronfrenner, 1988).

Being at the center of these systems, teachers have their own identities, beliefs, goals,
which equally impact their emotions (Cross & Hong, 2012). In the present study,
ecological systems theory developed by Bronfenbrenner (1979, 1988) aids the analysis
and discussion of the findings in the present study, as well. The purpose of adopting
these frameworks was to understand teachers’ emotions that they demonstrated during
the COVID-19 pandemic with regards to the close and distant environments that
surrounded them, their interactions with others and the effects of social, historical, and

political factors.

Another important source of teacher emotions is the expectation that they should be
successful in classroom management and, at the same time, maintain a positive
emotional atmosphere in the classroom. Therefore, the effort shown to deal with
unwanted student behaviors in appropriate ways causes emotional burdens for teachers
(Woolfolk-Hoy, 2013). When they successfully carry out this responsibility, it can also

be a source of positive emotions and self-efficacy.

Deskilling and intensification of teachers' work are found to be two other sources of

teachers' emotions, especially the negative ones (Tsang, 2015). Deskilling refers to the
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teachers' loss of control over their work and increasing supervision by the government
and public over themselves due to the managerialism in education (Tsang, 2015). In
addition to deskilling, intensification of the work that is expected from teachers besides
teaching, such as planning and conducting extracurricular activities or working to
maintain a positive public image of the institutions, leads to negative emotions (Tsang,
2015).

In summary, teachers may experience diverse positive or negative emotions that result
from different factors such as their relationships with students, colleagues, parents or
administrators. While investing the emotions that they demonstrate, it is crucial to take
these factors into consideration. In the present study, it was aimed to get help from the
emotional geographies (Hargreaves, 2000) and ecological systems (Bronfenbrenner,

1979, 1988) while analyzing and discussing the findings.

2.1.3. English Language Teachers' Emotions

There has been a growing interest in applied linguistics regarding how learners'
positive or negative emotions influence learning a language (King, 2016). It has been
argued that the field of applied linguistics experienced an "affective turn,” which made
it possible to reconsider affective factors as important as the "quantifiable and rational
facts” related to language learning and teaching (Richards, 2020, p.2). The start of the
research on the affective factors in applied linguistics dates to humanistic teaching
literature (Moskowitz, 1978). Krashen's affective filter hypothesis (1985) and the
effects of anxiety on language learners' academic success was followed by research on
motivation and multilingualism, and emotions. Until recently, the main focus was on
how affective factors influenced language learning. As well as the effects of emotions
in language learning, language teachers' emotions, which are shaped mostly by the
interaction with their students, has been a topic of interest since the 2010s (Barcelos
& Aragao, 2018). However, how language learning (or teaching) affected emotions

was hardly studied (Ferreira Barcelos, 2015).

With the increasing focus on communication between English language teachers and

their students in the ELT field, it has been a vital necessity to create caring and

empathetic relationships with the students (Ergul Bayram, 2020). Additionally,

language teachers may be experiencing emotions specific to their subject areas such
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as language anxiety and the situations that affect all teachers (King & Ng, 2018). For
example, using English as the medium of instruction to teach English or addressing
learners’ negative emotions related to language learning may result in emotional
problems (Richards, 2020). Additionally, teaching students from various cultural
backgrounds, which is a prevalent situation in Turkish higher education institutions
and dealing with English while integrating the elements from other cultures may lead

to additional emotional burdens.

According to the points made above, investigation of English language teachers’
emotions deserve special research attention because of the unique elements related to

the emotional sides of language teaching and learning.

2.1.4 Studies on Teacher Emotions

The developing literature on teacher emotions includes several studies that guided
the theoretical and empirical structure of the present study. Their detailed review is

given below:

Hargreaves (2005) focused on how teachers emotionally react towards educational
changes and specifically examined the differences due to their ages and experiences.
Via interviews with 42 teachers in Canada, it was revealed that teachers who were in
their early careers (Hargreaves defined the limit as having 5 or less years of
experience) were more optimistic and adapted to changes more easily than their more
experienced colleagues, who had had already experienced adapting to many different
educational changes, were more unwilling to put effort to adjust their classroom

practices.

Cross and Hong (2012) conducted a longitudinal case study with two elementary
teachers in the US by making use of a number of diverse qualitative data collection
tools like interviews and classroom observations. Taking Bronfenbrenner's ecological
systems theory (1979) as a framework, they investigated the emotional effects of
teachers' relationships to their surrounding environments. It was revealed that many
elements within these systems negatively influence teachers' emotions, such as
inadequate parent support for students (mesosystem) or obligations coming from

regular test administrations (macrosystem). Nevertheless, these teachers' most potent
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emotions were positive, mainly from their relationships with the students
(microsystem). Primarily teaching disadvantaged children their own goals and beliefs

related to their profession made it also possible to overcome emotional challenges.

Hagenauer and Volet (2013) provided the literature with data from the Australian
higher education context by conducting interviews with 15 teachers educating pre-
service teachers from different subject areas. The frequency of positive and negative
emotions was close, and the intensity of these emotions stemmed from whether their
expectations from their students were fulfilled or not. In addition, the years of
experience had a mediating effect on the nervousness and anxiety of teachers. Besides,
changes in the educational contexts, such as new students or new teaching atmosphere,

were sources of negative emotions, especially anxiety.

A recent study by Chen (2019) dealt with primary school teachers' emotions in China
concerning Bronfenbrenner's ecological framework (1979). Data collected via
individual interviews with 25 teachers and survey responses of 1,492 teachers revealed
that more experienced teachers had respectively more negative emotions than the less
experienced teachers. Additionally, teachers had more positive emotions in relation to
the micro-system and less in relation to macro-system levels. Teachers' positive and
negative emotions were more intense regarding their students; therefore, it was
suggested to pay attention to their relationships with students. Another finding of the
study was that for beginning teachers, it was challenging to balance their positive and
negative emotions due to the cultural understandings of hierarchical relationships

between students and teachers.
2.1.5. Studies on English Language Teachers’ Emotions

The literature on English Language teachers’ emotions have been informed from the
developments in the broader teacher emotions literature. However, the literature is
scarcer than the studies on teacher emotions to the researchers’ knowledge. Several
studies that aided the language-teacher specific content of the present study are given

below:

Cowie (2011) investigated the emotions of nine experienced EFL teachers working in

universities in Tokyo. Arguing that experienced teachers' emotions deserve attention
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as much as beginning teachers', it aimed to find out what emotions they had and what
kind of implications the study can offer for teacher development. The data was
collected through three consecutive individual interviews. It was revealed that creating
an emotionally warm relationship with their students was essential for them, too and
‘caring’ for them was crucial in relation to various Situations aiming to go beyond
language teaching. It was also found their relationships with their colleagues and
institutions were not the main sources of positive emotions but could be a strong
influence on the negative emotions like anger or disappointment. It was stated that
negative emotions towards students were more temporary than the ones towards

institutional agents.

A multiple case study by Xu (2013) focused on three beginning EFL teachers'
emotions within the framework of emotional geographies (Hargreaves, 2001) in
China. It was revealed that political geographies between teachers, students,
colleagues, and administrators were highly influential in determining teacher emotions
since they were the structures that created emotional rules in the workplace. In terms
of physical geographies, it was argued that effective use of technology outside the
school made it easy for teachers to develop relationships with students and parents.
This shows that even when face-to-face interaction is possible, the need to keep the
interaction constant in and out of the school is present for experiencing positive

emotions.

Gkonou and Miller (2018) investigated tertiary level English language teachers'
emotions, emotional labor, and language teacher agency via mixed research
methodology in the UK. A questionnaire was administered, and semi-structured
interviews were conducted. The study revealed that teachers mostly experienced
positive emotions more than negatives. In addition, the primary source of their
experience of joy was their relationships with their students. The researchers
emphasize that perceiving teaching as a "caring “profession and understanding
emotion management as teachers' personal, natural decisions should not lead us to
ignore social and political control on their emotions. Parallel to the ideas proposed by
Zembylas (2003) and Benesch (2017), Gkonou and Miller also support that emotional
labor does not necessarily have negative consequences since it has agentive power for

teachers to reflect upon and find ways to confront them when needed.
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2.1.6. Studies on Teacher Emotions in the Turkish Context

A study by Argon (2015) explored the factors affecting primary school teachers’
emotional states with a particular focus on school administrators as influential actors
in Turkey. With the participation of 65 teachers, data was collected via interviews. It
was revealed that institutional characteristics, administrators' approaches, teachers'
personalities, relationships with the students, colleagues, parents, and administrators
were some of the critical factors for teacher emotions. It was also revealed that
emotional problems could result in administrators' ignorance of teachers' emotional
states and not giving enough attention to the affective factors in the educational
settings. These findings also support that the microsystem around teachers has the most

significant influence on their emotions.

Another study by Aral and Mede (2018) was conducted with 66 English language
instructors working at preparatory programs at foundation universities. Their most
frequent positive and negative emotions and the effect of years of experience on their
emotional well-being were investigated. Via mixed methods design, a survey and
instructors' reflections were used as data collection tools. It was found out that joy was
the most frequently experienced emotion while the least experienced one was fear.
The years of experience made a difference in the experience of joy since less
experienced teachers (having less than 10 years' experience) demonstrated lower levels
of joy. Lastly, parallel to the other studies, it was found that instructors' relationships

with their students were the most prominent source of their positive emotions.

A recent study by Atmaca, Rizaoglu, Tirkdogan and Yayli (2020) explored the
relationship among teachers' emotions, burnout, and job satisfaction with 564 teachers
working at different levels ranging from preschools to high schools. The quantitative
data showed that their most frequently experienced emotion was a joy while the least
one was fear. These findings supported the other studies, and it was found that fear
was a strong and negative predictor of job satisfaction, while it was a positive predictor
of burnout. This kind of relationship also existed between positive emotions and job

satisfaction and between negative emotions and burnout.

23



2.2. Emotional Labor

The terms emotional labor and emotional regulation are often used interchangeably,
however, the literature reveals that they have different meanings (Cribbs, 2015) and
constitute different lanes of studies. While emotional labor refers to the work of
displaying or suppressing certain emotions, emotional regulation refers to the
accomplishment of this work (Gross, 2007; Hochschild, 1983). Besides, Taxer and
Frenzel (2015, p.79), who studied emotional regulation, argue that while the emotional
regulation tradition has focused on "hiding the expression of negative emotions”, the
emotional labor tradition has focused on "up-regulating the expression of desired

positive emotions”.

Emotional labor is defined as "...the forced emotion management in work for a wage"
by Tsang (2011). Workers, who mostly provide service to other people, are expected
to display, or hide certain emotions. For most service work, the aimed profit is related
to the emotions shown by the workers. Thus, the control of the emotions is not held
by the workers themselves, but by the organizations they are working for (Tsang,
2011). While the emotions are generally private and personal matters, most service
workers' emotions become ‘products’ with economic value (Argon, 2015). Sociologist
Arlie Russel Hochschild (1983) explains this phenomenon with the distinction of
private and public selves. Normally, emotions and emotional processes, like emotion
management, are individuals' private systems. This situation is perceived problematic
since this kind of emotional management is performed in favor of profit-making and
not controlled by the employees. That is why it is different from how people regulate
their emotions in their everyday lives in society (Tsang, 2011). Hochschild’s inquiry
on flight attendants revealed that however much disrespectful the customers behave,
flight attendants were explicitly reminded that they needed to stay calm and always
smile (1983). It was followed by different examinations of the emotional labor of other
workers like ‘nurses, police officers, retail sales, bank, and hotel employees’ (Wrdbel,

2013).

After Hochschild coined the term into the literature, there have been essential revisions
to the conceptualization of emotional labor. Hochschild proposed the theory of

emotional labor essentially depending on the Marxist point of view and Goffman's
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dramaturgical perspective (Wouters, 1989). She contributed to Goffman's perspective
that views individuals as ‘passive actors’ in obeying the socially accepted rules.
According to Hochschild (1983), individuals are actively involved in emotion
management according to feeling rules. Additionally, Ashforth and Humphrey (1993)
perceived emotional labor as "impression management” by mainly focusing on
behavioral outcomes. They argued that the consequences of emotional labor do not
have to be negative. On the other hand, according to Morris and Feldman (1996),
emotional labor has more to do with the expression of emotions rather than how people
try to manage what they feel. Consistent with what Hochschild proposed, they agree
that there are appropriate emotional labor consists of four dimensions: "1) frequency
of appropriate emotional display, 2) attentiveness to required display rules, 3) variety
of emotions required to be displayed, and 4) emotional dissonance resulting from
expressing emotions which are not genuinely felt” (Morris & Feldman, 1996, pp. 989-
994). They approached the concept of emotional labor from an interactionist point of
view in that, social factors to have an influence on the judgment and display of
emotions. In addition, they argued that emotional labor occurs even when the
institutional emotional expectations are in harmony with how employees actually feel

them.

There are individually and culturally varying expectations whether to display, hide,
feel or not feel specific emotions (Woolfolk-Hoy, 2015). While Ekman, Sorenson and
Friesen (1969) called them ‘emotional display rules’, Hochschild (1983) identified
‘feeling rules’, according to which individuals are expected to manage their emotions
appropriately. On the other hand, these rules were named ‘emotional rules’ by
Michalinos Zembylas (2002). Display/feeling/emotional rules depend on the contexts
and what kind of emotional expressions that these contexts require. Therefore, they
are pretty much bound to the cultural and social norms. Additionally, since these rules
determine which emotions are ‘allowed’, ‘appropriate’ or ‘deviant’, they are

embedded in certain power relations (Zembylas, 2002).

The emotional labor theory developed by Hochschild (1983) is adopted as the
framework during the analysis and the discussion of the findings in the present study.

In addition, according to the points made above, the investigation of the emotional
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rules is perceived as a prerequisite so as to better comprehend teachers’ emotional

labor processes and emotional labor strategies, which are explained in the next section.

2.2.1 Emotional Labor Strategies

It is argued that emotional labor either results in emotional harmony or dissonance
(Cribbs, 2015). When the employees' actual emotions match with the ones they ought
to show, there is harmony. However, emotional dissonance occurs when there is a lack
of harmony between the real and shown emotions (Hochschild, 1983). When the level
and frequency of emotional dissonance is high, it may lead to negative situations like
‘alienation, dehumanization, and depersonalization’ (Tsang, 2011). Both when there
is a harmony or dissonance between how individuals feel and how they are expected
to show certain emotions, there are certain emotional labor strategies that they make
use of. Hochschild (1983) identified two strategies of emotional labor: surface acting
and deep acting. In addition to these two strategies, according to Ashford and
Humphrey (1993), expressing genuinely felt emotions is also an emotional labor

strategy. They are explained in detail below:
2.2.1.1 Surface Acting

Surface acting is defined as "trying to change how we outwardly appear” by
Hochschild (1983, p.35). Demonstrating unfelt emotions or hiding the actually felt
emotions are two ways of performing surface acting. A teacher's preference to smile
and continue the lesson when feeling sad or angry could be an example of surface
acting (Wrobel, 2013). Surface acting is generally associated with emotional

dissonance and burnout (Mikolajczak, Menil & Luminet, 2007).

2.2.1.2 Deep Acting

Deep acting is defined as "trying to feel institutionally desired emotions” by Smith and
King (2018, p.334). Even though both surface and deep acting aim to demonstrate the
organizationally appropriate emotions, they involve different processes. Unlike
surface acting, deep acting does not only involve changing behaviors but also changing
the inner emotional states. It is mostly claimed to be not as harmful as surface acting
(Lee & van Vlack, 2017). The purpose of using deep acting as a strategy is believed

to look more genuine related to one's emotions (Kiral, 2016).
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2.2.1.3 Expressing Genuinely Felt Emotions

Ashforth and Humphrey (1993) argued that expressing genuinely felt emotions is
also a part of emotional labor since evaluating if the expression of genuine emotions
matches with institutional expectations requires energy and effort, as well (de Ruiter
etal., 2021).

Most studies in the literature of emotional labor have taken their framework from
this 3-dimensional perspective. In the present study, teachers’ emotional labor
strategies are also addressed within these three emotional labor strategies: surface

acting, deep acting and expressing genuinely felt emotions.
2.2.3. Teachers’ Emotional Labor

The concept of emotional labor became visible in the educational research field in the
1980s (Gkonou & Miller, 2018). As Anita Woolfolk-Hoy (2013, p.264) argues
"Teachers are neither warned about nor prepared for the reality that their chosen
profession will require emotional labor to enact a myriad of sometimes contradictory
display rules." Teachers are also service workers (Tsang, 2011) who are possibly
practicing emotional labor. Within this point of view, teachers are perceived as similar
to service workers, and it is accepted that the teaching profession requires special
emotions from teachers to display. Isenbarger and Zembylas (2006, p. 122) argues that
"when emotions are underplayed, overplayed, neutralized or changed according to
specific emotional rules and in order to advance educational goals, teachers perform
emotional labor.” These kinds of emotion work is frequently performed by the teachers

to serve various purposes

Hochschild proposes three important features of jobs that requires emotional labor:
including face-to-face or voice-to-voice interaction with the public, employees put
effort to create specific emotions in other people and employers have the right to
control employees' emotion to different degrees (Hochschild, 1983; Tsang, 2013). .
Even though most of the time there is no explicit supervision on teachers' emotions,
there are some culturally and historically structured rules according to which teachers
are expected to show, hide or regulate their emotions in the classroom (Schutz & Lee,

2014). Even though they are not explicitly stated, teachers become familiar with these
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‘emotional rules’ (Zembylas, 2002), or ‘feeling rules’ as called by Hochschild (1983),
in the profession. The emotional expectations from the teachers are not very different
from those required for other service jobs. Some of them are identified as displaying
positive emotions and suppress the negative ones (Cribbs, 2015), refraining from
expressing strong emotions (Tsang, 2013) or approaching students with love and joy
(Winograd, 2003, as cited in Tsang, 2013). In addition, Zembylas (2005) states that
emotional rules for teaching are embedded in the necessity to act "professional™ and
maintain "self-control™. It is argued that the teaching profession involves the three
criteria defined by Hochschild (1983) (Yin et al., 2017). However, some features
differentiate teachers' emotional labor. One of them is that most of the time, their
relationship with the same students lasts a long time and might result in repetitive

emotional states (Wrdbel, 2013).

There have been essential discussions on whether teachers' emotional "regulation™,
"management,” or "work" was in fact emotional labor. Some argue that teachers'
emotional "work" should not be classified as emotional labor, since generally there are
no explicitly defined expectations from their institutions, and it does not have a
financial contribution to teachers. However, teachers' do not perform emotional labor
for their own well-being (Lawless, 2018). Most of the time they use emotional labor
strategies for their students’ motivation or some institutional purposes. It has positive
effects on students and institutions, which is similar to “customer positive affect” in
Hochschild's theory. Teachers need to put special effort and employ several strategies
to achieve this. It can be more effortful for beginning teachers to learn how and when
to employ these strategies. Besides, emotional rules show variance depending on many
factors such as the type of the institution, educational stages or cultural and historical
effects. This requires teachers to adapt to the present emotional rules in an academic
context, which are most of the time implicit and require energy from the teachers to
figure them out. For example, teachers need to employ different emotional labor
strategies when they are working at primary, secondary or tertiary schools. Similarly,
when historical and political events, such as a pandemic and change in the mode of
education, affect students' emotions and motivations, they may be expected to mediate
the situation by showing more positive emotions and "caring" more for the students.
When they cannot succeed in this, they may be blamed by the students, their

institutions or the public. Even though caring demands from the teachers might have
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increased during the pandemic, caring constitutes an integral part of education and can
have emotionally exhausting and rewarding consequences at the same time (Isenbarger
& Zembylas, 2006). As stated by King (2016): "The emotional labor of having to
induce context-appropriate caring emotions or suppressing inappropriate non-caring
onesis likely to prove draining over time.". Caring about students might guide teachers
when they are constructing their professional identities and help them make
pedagogical decisions (King, 2016). On the other hand, it might have negative
emotional consequences, as well. The effects of emotional labor on teachers are further

elaborated in the next section.
2.2.4. Effects of Emotional Labor on Teachers

There are different views on whether the outcomes of teachers' emotional labor are
positive or negative (Tsang, 2011). Hochschild (1983) viewed emotional labor
negatively and argued that it has harmful outcomes for the employees. Hargreaves
(2000) added that consequences of emotional labor might also be harmful if the goals
of emotion suppression or showing some specific emotions are determined by other
people, not the teachers themselves. Even though the terms used by different
researchers vary, many have argued that hiding and faking emotions or surface acting
damages teachers' well-being (Ruiter et al., 2021). Evidence shows that emotional
exhaustion and deep acting are correlated, as well (Wrdébel, 2013). On the other hand,
some scholars such as Isenbarger and Zembylas (2006) claimed that emotional labor
also has positive effects. Similarly, Chubbuck and Zembylas (2008), adopting a critical
perspective, argued that emotions can be both a tool for social control because of the
predetermined emotional rules and an opportunity to resist these rules and create
transformations in the educational spaces. Similarly, Hargreaves (2000) argued that
when teachers have their own objectives to perform their jobs in a better way,
emotional labor could be beneficial for teachers. Besides, being successful in

emotional management could have a satisfactory influence on teachers (Tsang, 2016).
2.2.5. English Language Teachers’ Emotional Labor

In the ELT field, language teachers' emotional labor has not been a topic of much

interest (Ergul Bayram, 2020). Even though researchers started to show interest in

teachers' emotional labor in the 1980s, a special attention given to language teachers'
29



emotional labor was found in the literature starting from the 2000s (Gkonou & Miller,
2018). Therefore, to the researcher’s knowledge, both the theoretical and empirical
literature on emotional labor practiced by English language teachers lacks adequate
conceptualization and strong evidence. Benesch (2017, p.54) contributed to the
conceptualization of emotional labor in the ELT field and defined it as "teachers’ self-
monitoring to achieve ‘appropriate’ emotions guided by institutional policies and
professional guidelines.” Approaching from a poststructuralist point of view, Benesch
(2017). argued that the emotional labor of language teachers results from teachers'
agency. Since language teachers are in charge of their emotions, it can contribute to
unraveling political and hierarchical relationships in the formation of feeling rules. In
away, she perceived emotional labor as a tool to documenting and resisting the power

relationships that form and force the emotional rules for teachers.
2.2.6. Studies on Teachers’ Emotional Labor

Studies on teachers’ emotional labor and their emotional labor strategies have been
conducted mostly via qualitative methods and in relation to their effects or sources.

Three of these studies are explained in detail below:

Isenbarger and Zembylas (2006) conducted an action research study with one
participant, Lynn Isenbarger, who was the first author of the study and an elementary
school teacher. They mostly focused on the ‘caring’ of the students and its relationship
to teaching and emotional labor. The study revealed that emotional labor performed
by the participant had both positive and negative consequences. Suppressing negative
emotions like sadness, disappointment, or frustration negatively influenced the
teachers' professional life. On the other hand, caring for children made the teacher
"feel good" and become satisfied.

Another study by Kimura (2010) used classroom observations of three secondary-
school teachers and semi-structured interviews with them as data collection tools.
During the observations, the emotional expressions of teachers, such as their voice or
body language, were paid attention. Interview data supported these findings, and it was
revealed that teachers expressed their positive emotions without using any strategy to
hide or suppress them. It is also shown that teachers' negative emotions mainly
stemmed from students' lack of engagement and impoliteness. They tried to regulate
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their negative emotions even though they did not think that negative emotions needed
to be controlled all time. Expressions of negative emotions such as anger functioned
as tools to manage the class and prevent unwanted behaviors and maintain the cultural

norms that perceive teachers and students as hierarchically related.

Taxer and Frenzel (2015) investigated different aspects of teacher emotions, especially
focused on emotional regulation and which emotions they preferred to show, hide or
fake. The study with 266 teachers showed that teachers most often genuinely showed
positive emotions while hiding negative emotions and faked the positive ones. The
authors suggest that the findings show that teachers do not show their true selves in
the classroom most of the time. Besides, genuinely expressing and hiding negative
emotions and often faking positive emotions can be related to outcomes such as

damaged physical and mental health and low self-efficacy.

The emotional labor experiences of teachers of other subjects and English language
teachers can show differences, as already mentioned above. Therefore, studies on
English language teachers’ emotional labor are presented separately in the next

section.
2.2.7. Studies on English Language Teachers' Emotional Labor

King (2016) explored experienced five EFL instructors' perceptions of emotional labor
via interviews in a Japanese university. It was revealed that showing caring emotions
to students was an essential aspect of a teachers' responsibilities in the Japanese higher
education setting. The participants also stated that they had to suppress negative
emotions like anger or frustration mostly stemming from student behaviors. The
reason for this type of emotional labor was that they believed it was teachers' job to
maintain the positive atmosphere in the classroom and student motivation towards
language learning. In addition, institutional problems like new system-related

regulations were other sources of negative emotions for the instructors.

Another study by Talbot and Mercer (2018) investigated the emotional well-being of
ESL and EFL teachers working in HEIs and their regulation strategies via interviews
with 12 teachers. The study was conducted with the participation of teachers from the

United States, Japan, and Austria. Findings revealed that one of the primary sources

31



of teachers’ emotional well-being was their relationships with the students, which
supports the findings of previously mentioned studies. To regulate negative emotions,
the teachers used several strategies like trying to adapt to the negative situations via

methods like cognitive reappraisals.

A recent study by Li and Liu (2021) investigated 484 beginning EFL teachers', who
had less than 7-year experience and were working at secondary schools, emotional
labor practices in the Chinese contexts and emphasized that novice teachers' emotions
deserve special attention. In this quantitative study, the researchers developed a
questionnaire ("Beginning EFL Teachers' Emotional Labor Strategy Scale™) consisting
of 20 items measuring 4 emotional labor strategy categories: surface acting, deep
acting, negative consonance, and positive consonance. Mikolajzcak and his colleagues
(2007) defines positive consonance as an employee's expression of emotions that they
are supposed to feel. In contrast, negative consonance is defined as an expression of
emotions that conflict with the present emotional rules. The findings revealed that the
teachers mostly used positive consonance followed by deep acting. It is found out that
Chinese EFL teachers did not prefer negative consonance to regulate their emotions.
This showed that beginning Chinese EFL teachers successfully managed their
emotions according to the emotional rules. Even though this study provides us with
the emotional labor strategies used by EFL teachers, it does not give insights into how

the teachers were affected by their emotional labor.

Another recent study by Thuy (2021) investigated EFL teachers' emotions and emotion
regulation strategies during the COVID-19 pandemic in a private higher education
setting in Vietnam. 6 EFL teachers who practiced online teaching during this period
participated in the study and data was collected through semi-structured interviews. It
was revealed that at the beginning of the process, the most common emotion was
excitement for these teachers. Being able to stay at home while working and the urge
to support students during this change in the mode of teaching was their priority. It
was also shown that as the years of experience of the teachers increased, so did their
anxiety to adapt to the pedagogical changes, especially the ones including intense use
of technology. Additionally, the most preferred emotion regulation strategy was a

reappraisal of the situation rather than suppressing the negative emotions.
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2.2.8. Studies on Teachers' Emotional Labor in Turkish Context

As well as teachers’ experiences related to their positive or negative emotions, their
experiences regarding the emotional labor are very much context bound. Therefore,

the studies conducted in Turkey were presented separately below:

A study by Akin, Aydin, Erdogan and Demirkasimoglu (2014) dealt with the
relationship between emotional labor and burnout via mixed methods research. After
a focus group session with nine teachers to assist the questionnaire development, 370
Turkish primary school teachers in Ankara participated in the survey study. It was
revealed that teachers expressed genuine emotions the most, which is consistent with
the other studies conducted in the Turkish context. Additionally, while the use of
surface acting was found to be related to emotional exhaustion, there was a negative
relationship between deep acting and expressing genuine emotions strategies and

burnout.

Ergil Bayram (2020) also conducted a recent study that examined emotional labor and
burnout states of 179 EFL teachers working at preparatory schools in Istanbul, Turkey.
Similarly, the findings revealed that the most practiced emotional labor strategy was
expressing genuinely felt emotions and the least used one was surface acting. In
addition, teachers working at state universities practice deep acting significantly more
than teachers working at foundation universities. Years of experience also created a
difference in emotional labor strategies. Experienced teachers (with 10 or more years
of experience) preferred expressing their emotions genuinely and deep acting more
than their less experienced colleagues. Besides, emotional exhaustion levels
negatively correlated with the years of experience. Lastly, there was a significant

relationship between the use of surface acting and the burnout levels of the teachers.

Another recent longitudinal case study by Kocabas-Gedik and Ortagtepe-Hart (2020)
investigated two native speakers (NESTSs) English language instructors at a foundation
university in Ankara, Turkey. Their emotional labor and language teacher identities
were under researchers' examination. Qualitatively collected data revealed that in
order to be successful in navigating emotions, there are important factors for NESTs
such as obtaining a degree in teaching, being competent in the language locally spoken
and having institutional support. Analysis from the "communities of practice"”
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perspective found that both individual factors like beliefs and context-specific factors
such as relationships to colleagues or conflicting power relationships at work were

influential in participants' emotional labor and language teacher identity development.

The enhancing literature focused on teachers' emotions, specifically English language
teachers' emotions and labor, has shown that emotions constitute an essential aspect of
teachers' personal and professional lives. Teacher attrition, burnout, emotional
exhaustion, and leaving the profession are some of the outcomes of negative emotions.
Besides, exploring and finding ways to create opportunities to increase positive
emotions experienced by teachers needs attention to contribute to their well-being. The
complex and multilayered nature of emotions makes it necessary to develop broad
perspectives to investigate them. It is also crucial to understand how teachers' and
students’ emotions are interrelated and therefore significant factors influencing
academic outcomes. Individual, contextual, social and political factors, which are
highly dynamic and open to changes, should be examined. Even though the literature
on emotions in the field of psychology assisted this study, the sociological aspects
which are especially visible in the emotional labor studies have been paid attention to,
as well. Contributing to the literature on these issues would help future studies and
researchers to develop their insights related to the conceptualization, definition, and

functions of emotions and emotional labor.
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CHAPTER 3

METHODOLOGY

This chapter presents the research design, participants, data collection instruments, and

data analysis methods.
3.1. Purpose and the Research Questions of the Study

The purpose of this study was to explore positive and negative emotions demonstrated
by the EFL instructors and the emotional labor strategies that they employed during
the COVID-19 pandemic. A valence-based classification of positive and negative
emotions and Hochschild’s (1983) emotional labor theory were adopted as
frameworks to investigate the research problems. In addition, it was also aimed to find
outifthe instructors’ years of experience had an effect on them. The research questions

are given below:

1. What was the frequency of English language instructors' positive and
negative emotions that they demonstrated during the COVID-19 pandemic?
2. What emotional labor strategies did English language instructors employ in
online classes during the COVID-19 pandemic?

3. Is there a significant difference between the beginning and experienced
English language instructors' emotions that they demonstrated during the
COVID-19 pandemic?

4. Is there a significant difference between the beginning and experienced
English language instructors' emotional labor strategies that they employed in

online classes during the COVID-19 pandemic?
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3.2. Research Design

The review of the related literature revealed that teacher emotions and their emotional
labor has been mostly explored qualitatively (Atmaca, 2020; Azzaro & Martinez
Agudo, 2018b) and primarily via interviews as data collection tools (Chen, 2016).
Therefore, in order to enrich the literature with more generalizable data, further
quantitative or mixed methods studies are needed (Chen, 2016). A comprehensive
understanding of the research problems can be best achieved via multimethod studies
especially for phenomena such as emotions, whose scientific and objective
measurements are relatively more complex. As suggested by Creswell and Plano Clark
(2007) when only quantitative or qualitative methods are inadequate to reach a
comprehensive understanding of the research problem, mixed methods research is

preferred. Therefore, mixed methods research was selected for the present study.

13

Mixed methods research is defined as “...using both qualitative and quantitative
approaches or methods in a single study or program of inquiry” (Tashakkori &
Creswell, 2007, p. 4). It began to be used as a research methodology in the 1980s and
helps researchers to access a greater scope of data to investigate a research problem
than employing only quantitative or qualitative research designs (Creswell &
Creswell, 2018; Creswell & Plano Clark, 2007). Among different kinds of mixed
methods research, an explanatory-sequential design was adopted in this study
(QUAN—qual) (Creswell & Plano Clark, 2018). In sequential mixed designs, the
quantitative and qualitative data collection takes place chronologically, and in
explanatory-sequential designs, qualitative data collection and analysis follow the
quantitative ones (Teddlie & Tashakkori, 2009). Adopting this type of design used the
qualitative data findings to better comprehend the data collected through quantitative
design (Creswell, 2003). That is why the priority was assigned to the quantitative
results (Teddlie & Tashakkori, 2009). The quantitative data collection was made via
an online questionnaire, and it was followed by the qualitative study conducted via

semi-structured follow-up interviews.
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3.3. Participants and Sampling

The research setting, sampling method and detailed information related to the
participants of the quantitative and qualitative studies are presented below under four

headings.
3.3.1. The Research Setting

The research setting for this study was the Basic English Departments of ELPPs at the
state and foundation universities in Ankara, Turkey. The most significant effect of the
COVID-19 pandemic on higher education in Turkey was the interruption of face-to-
face education for about a year and a half, which constitutes three semesters.
Emergency remote teaching started on 23" March 2020 in Turkey and ended at the
beginning of the 2021-2022 academic year (September 2021) (CoHE, 2021). Since the
purpose of the study was to investigate instructors’ emotions and emotional labor
strategies during the pandemic, the call for participants for this study addressed the
English language instructors who worked at ELPPs in Ankara. The only inclusion
criterion was having taught online at least one semester in the emergency remote
teaching period. There were several reasons for choosing HEIs in Ankara as the
research setting. First of all, it is the capital city of Turkey and home to several state
and foundation universities. Since the focus of this study is emotional experiences
during the COVID-19 pandemic, it was essential to include institutions that shared
similar conditions and were in a city having the same number of COVID-19 cases and
the same kind of educational COVID-19 measurements. Additionally, researchers are
recommended to choose research settings that are relatively easier to access (Bailey &
Burch, 2002). Having more personal connections and more information about the

institutions, the HEIs in Ankara was chosen as the research setting.
3.3.2. Sampling

Sequential mixed methods sampling was utilized in this explanatory sequential mixed
methods study, in which the semi-structured interviews followed quantitative data
collection via an online questionnaire. Participants in the qualitative study had already
taken place in the quantitative research. Therefore, interviews were conducted with a

subsample of participants who responded to the questionnaires.
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In the quantitative study, convenience sampling was used since the instructors who
were accessible via announcements, e-mails, and social media posts responded to the
online questionnaire. It was aimed to explore the emotional experiences of beginning
and experienced teachers. Therefore, the data was analyzed by making comparisons
between them. Beginning and experienced teachers are categorized as having less than
7-years of experience. Having less than seven years of experience was a criterion in
several studies dealing with beginning and experienced teachers’ emotions and
emotional labor (Lassila et al., 2021; Li & Liu, 2021). Besides, Day and Gu (2012)
describe the first seven years of teaching as the “early professional life phase.”
Therefore, this classification was found appropriate for the grouping of the sample for

this study.

The purposeful sampling method was utilized in the qualitative study. As defined by
Maxwell (2005), it is ““...a strategy in which particular settings, persons, or events are
deliberately selected for the important information they can provide.” (p. 235). It was
aimed to find out the experiences of beginning and experienced teachers. Therefore,
an equal number of participants from both groups were intended to be reached. In
addition, a heterogeneous sample of participants was tried to be formed in terms of

age, gender, and working at state or foundation universities.
3.3.3. Participants in the Quantitative Study

Quantitative data was collected via an online questionnaire in this study. One
hundred fifty-six participants provided valid responses to the questionnaire. Detailed

demographic information related to the participants are given in table 1 below:

Table 1

Demographics of the Participants in the Quantitative Study

Participant Characteristics Number of Percentage (%)
participants (n)

Age <25 6 3.84
25-30 57 36.53
31-35 39 24.99
36 — 45 30 19.23
46 — 50 10 6.41
51-64 14 8.97
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Table 1 (continued)

Gender Female 128 82.1
Male 25 16
Did not state 3 1.9
Experience 1-3 23 14.7
(years) 4-6 44 28.2
7-9 10 6.4
10-12 25 16
13-15 8 51
16-18 16 10.3
19-21 5 3.2
22-24 10 6.4
25-27 4 2.6
28+ 11 7.1
Type of the State 63 404
university Foundation 93 59.6
Academic Degree Bachelor’s Degree 52 33.3
Master’s Degree 96 61.5
Doctoral Degree 8 5.1

3.3.4. Participants in the Qualitative Study

Participants who responded to the questionnaire were asked if they would like to
participate in a follow-up interview. Among the 156 participants who took part in the
quantitative study, 24 participants volunteered to participate in the individual follow-
up interviews. They stated their email addresses for the researcher to contact them.
Eventually, interviews were conducted with ten participants (with 5 beginning and 5
experienced teachers) who were chosen according to the purposeful sampling method.
All participants were assigned pseudonyms, and no information that can reveal their
identities is presented in the study. Detailed demographic data of the participants is

shown below in Table 2.
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Table 2

Demographics of the Participants in the Qualitative Study

Pseudonyms Experience Age Gender Type of the Academic
university Degree

Merve 6.5 years 28 Female Foundation  Bachelor’s
Degree

Nazli 3 years 27 Female Foundation  Master’s
Degree

Gizem 6 years 28 Female Foundation  Bachelor’s
Degree

Selin 17 years 39 Female State Master’s
Degree

Aynur 35 years 59 Female State Bachelor’s
Degree

Berna 10 years 40 Female State Bachelor’s
Degree

Ahmet 10 years 32 Male Foundation Doctoral
Degree

Biisra 6 years 27 Female Foundation Bachelor’s
Degree

Yasemin 20 years 45 Female State Bachelor’s
Degree

Damla 6 years 31 Female Foundation  Master’s
Degree

3.4. Data Collection Instruments

Two main data collection instruments were used in this mixed methods study: an
online questionnaire and a semi-structured follow-up interview. Detailed information

related to both of them is presented separately in this section.
3.4.1. Questionnaire

Even though using a self-report methodology to explore emotions has some
drawbacks, it is still the most widely preferred one (Buric, 2017). It was also adopted
for this study. Initially, a questionnaire (see Appendix B) consisting of three parts
(personal information, teacher emotions, and emotional labor) were utilized. Each part

of the initial questionnaire is described below:
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Part A, Personal Information: This part addresses teachers’ personal
information such as years of experience, educational degrees, or gender and it includes

sixX questions.

Part B, Teacher Emotions Questionnaire (TEQ): Including 29 items, this part
of the questionnaire aimed to determine the frequency of the positive and negative
emotions experienced by the instructors during the COVID-19 pandemic. It was
presented to the participants on a 5-point frequency rating scale (1=never, 5=almost
always). Twenty-three items were adapted from previously developed scales, and six
items were added by the researcher. Necessary permissions to adapt the scales have
been taken from the researchers via e-mail. Teachers’ emotions were aimed to be
evaluated according to their valence (positive and negative). Therefore, items from
three scales that addressed positive and negative emotions were adapted. 13 items were
adapted from Chen’s “Teacher Emotions Inventory” (TEI) (2016), which originally
consisted of 26 items, and five items were adapted from the scale developed by Chen
(2018). Items in these two scales addressed five distinct emotions (joy, love, sadness,
anger, and fear) identified by Parrot (2001b) only with the omission of “surprise.”
They were found appropriate to indicate positive or negative emotions for the purposes
of this study. Additionally, four items were adapted from Frenzel and colleagues’
“Teacher Emotion Scales” (TES) (2016), which initially involved 12 items that
measured the frequency of 3 emotions: joy, anger, and anxiety. Finally, the researcher
added six items that specifically addressed English language teaching during the

pandemic.

Part C, Emotion Labor Questionnaire (ELQ): “Emotional Labor Strategies
Scale” (ELS) developed and validated by Diefendorff et al. (2005) was utilized with
some adaptations, such as changing the word “customers” to “students” in order to
analyze these strategies during teachers’ interactions with students or using the past
tense to refer to the emergency remote teaching period. The original scale has 14 items
under the dimensions of “’surface acting, deep acting, and expression of naturally felt
emotions.” A 5-point frequency rating scale (1=never, 5=almost always) was
presented to the participants. Permission to adapt the scale was taken from the

researchers via e-mail.
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3.4.1.1. Pilot Study

To test the reliability and validity of the questionnaire, a pilot study was conducted.
The call for participants for the pilot study was made through personal connections, e-
mails, and social media posts during November and December 2021. When the aimed
50 instructors responded to the questionnaire, the search for more participants ended.
50 instructors took part in the pilot study. Their age varied between 24 and 50. 26 were
beginning teachers and had less than 7 years of experience, while 24 of them were
experienced teachers. While 76% of the participants (n=38) worked as full-time
instructors, 12% (n=24) worked as part-time instructors. They were also asked how
many terms they taught online during the remote teaching period due to the COVID-
19 pandemic, which lasted three terms. The majority of the participants (60%, n=30)
taught for three terms, 16 of them (32%) taught for two terms, and only 4 participants

(8%) taught for one term.

After the data was collected through a pilot study, the analysis aimed to learn the
reliability and validity of the scale. Part B (Teacher Emotions Questionnaire) and Part
C (Emotional Labor Questionnaire) were analyzed separately since they addressed
different constructs and were developed for different purposes. To determine the
reliability of the items in the questionnaire, Cronbach’s alpha (or coefficient alpha)
was calculated using the IBM SPSS (28) program. It is defined as “a formula that
provides an estimate of the reliability of a homogeneous test or an estimate of the
reliability of each dimension in a multidimensional test” (Johnson & Christensen,
2019, p. 479). In the field of Education, when the value of Cronbach’s alpha is .70 or
greater than .70, a test is claimed to have internal consistency (Johnson & Christensen,
2020, .479). The emotions were going to be analyzed according to their valence and
in two dimensions (positive and negative). Therefore, the Cronbach’s Alpha score was
calculated for both positive and negative emotions items. It was found as .795 for the
12 items addressing positive emotions, and it was .850 for the 17 items addressing

negative emotions. Since they were acceptable, no modifications were made.

Then, exploratory factor analysis (EFA) was performed via IBM SPSS Statistics for
both parts of the questionnaire in order to gain information related to the validity of

the scale. The researcher asked SPSS to create only two factors. Varimax rotation was
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utilized. Kaiser-Meyer-Olkin Measure of Sampling Adequacy (KMO) Test was .602.
According to Tabachnick and Fidell (2007), if it is above .60, the study's sampling is
adequate. Bartlett’s Test of Sphericity was found to be <.001 (Approx. Chi-
Square=759.85, 851; df=406). KMO test gives information related to the adequacy of
the sampling. Bartlett’s Test of Sphericity was significant, and this showed that the
data was suitable to perform factor analysis. Factor loadings showed that most items
loaded successfully under either positive or negative factors. See table 3 for the items

which loaded under the intended factors:

Table 3
Factor Loadings of the Items in TEQ
Items Factors
Negative Positive
Emotions Emotions
9. | often had reasons to be angry while | was 746
teaching.
18. | felt pressured about imbalance of work and life. 711
16. I got really mad while | was teaching. 692
22. 1 felt annoyed when my students didn’t get along 690
well with me
15. | felt frustrated because of strict policies about 672

online teaching in my institution.

23. | felt pressured from heavy workload (e.g., 649
preparation work).

8. | felt disappointed when my coordinators/ 648
administrators ignored my efforts and contributions.

11. 1 felt nervous that my students couldn’t accept 647

my new teaching style which was adjusted to fit the
new regulations.

13. | felt angry when | was treated unfairly (i.e., 603
workload arrangement, salary level).

10. I was worried that students didn’t take 594
responsibility for their study.

25. | was nervous about using English to express my 468
feelings during online classes.
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Table 3 (continued)

20. I was often worried that my teaching wasn’t 467
going so well.
4. 1 was worried about how to improve student 464

engagement and achievement.

27. 1 was nervous when | thought that my English 306
proficiency was not enough to teach online
effectively.

26. | enjoyed trying new methods to teach English .792
during online classes.

5. | felt proud when | saw my students make .645
progress.

7. 1 loved my teaching job because of the respect and 631
recognition from the society.

1. I loved being a teacher since | could gain a sense 627
of achievement.

21. | enjoyed adopting innovative ideas in my 625
teaching.

6. | generally taught with enthusiasm. 617
24. 1 enjoyed using online teaching. 582
19. I was glad that my students enjoyed my teaching. 572
17. 1 was motivated by support from my colleagues .383
and administrators.

29. | loved communicating in English during online 433
classes.

The items (28, 3, 2, 12, 14) that had loadings smaller than .30 or created misleading
correlations with the opposite dimensions were omitted. See table 4 for the factor

loadings:
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Table 4
Factor Loadings of the Omitted Items in TEQ

Omitted Items Factors
Negative Positive
Emotions Emotions

28. | was pressured that my lessons were 264

recorded/observed by my superiors.

3. | was annoyed when the society and/or public ,258 ,240

blamed teachers without any evidence.

2. | felt really sad when my students shared their 111 ,269

negative emotions with me.

12. I loved teaching because my job was stable. -,172 ,299

14. I loved teaching because the wage was reasonable ,166

considering the work I did.

After these 5 items were omitted, EFA was performed again, revealing that KMO
increased to 674. Bartlett’s Test of Sphericity was found to be <.001 (Approx. Chi-
Square=591.91, 851; df=406). See table 5 for the KMO and Bartlett’s test results:

Table 5
KMO and Bartlett’s Test Results
KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. 674

Bartlett's Test of Sphericity Approx. Chi-Square 591.91
df 276
Sig. <.001

Lastly, three more items were omitted with the academics' suggestions in the ELT
departments and feedback collected from the participants. Iltem number 16 (I got really
mad while | was teaching.) addressed a stronger emotion than the other items that
included negative emotions. Besides, items number 6 (I generally taught with
enthusiasm.) and 9 (I often had reasons to be angry while | was teaching.) were
omitted since they already included strong frequency statements. In total, eight items
were omitted from the TEQ, and its final form included 21 items (see Appendix C).
No further modifications were made. Categorization of the items under distinct

emotions and positive and negative emotions are given in table 6 below:
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Table 6

Categorization of the Items in TEQ

Positive Emotions

Joy

5. | felt proud when | saw my students make progress.

17. 1 was motivated by support from my colleagues and administrators.
19. I was glad that my students enjoyed my teaching.

21. | enjoyed adopting innovative ideas in my teaching

24. 1 enjoyed using online teaching.

26. | enjoyed trying new methods to teach English during online classes.

Love

1. 1 loved being a teacher since | could gain a sense of achievement.

7. 1 loved my teaching job because of the respect and recognition from the society.
29. | loved communicating in English during online classes.

Negative Emotions

Sadness

8. | felt disappointed when my coordinators/ administrators ignored my efforts and
contributions.

15. | felt frustrated because of strict policies about online teaching in my institution

Anger

13. | felt angry when | was treated unfairly (i.e., workload arrangement, salary
level).

22.1 felt annoyed when my students didn’t get along well with me.

Fear

4. 1 was worried about how to improve student engagement and achievement.

10. I was worried that students didn’t take responsibility for their study.

11. I felt nervous that my students couldn’t accept my new teaching style which was
adjusted to fit the new regulations.

18. | felt pressured about imbalance of work and life.

20. | was often worried that my teaching wasn’t going so well.

23. | felt pressured from heavy workload (e.g., preparation work).

25. 1 was nervous about using English to express my feelings during online classes.
27. 1 was nervous when | thought that my English proficiency was not enough to
teach online effectively.
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After validity and reliability analyses of the TEQ, the same procedures were followed
for Part C of the scale (Emotional Labor Questionnaire). With the initial 14 items, a
reliability analysis was run. Cronbach’s alpha (or coefficient alpha) was calculated
using the IBM SPSS program, and it was found as .651. Omission of item number 9
increased the reliability to .742. This item was deleted to reach a score closer to .70.
With the 13 items, EFA was performed. Kaiser-Meyer-Olkin Measure of Sampling
Adequacy (KMO) Test score was .854. Bartlett’s Test of Sphericity was <.001
(Approx. Chi-Square=381.134; df=78). These tests showed that sampling and the
correlation among the items were adequate to perform an EFA. 12 items loaded under
the theoretically intended factors. See table 7 for the EFA results of the 12 items which
loaded under the intended factors:

Table 7
Factor Loadings of the Items in ELQ

Items Factors

SA DA GE
13. The emotions | showed students came naturally. 754
4. The emotions | showed students matched what | 402

felt at that moment.

5.1 just pretended to have the emotions | needed to  .844
display for my job.

1. | faked a good mood when interacting with .768
students.

3. | showed feelings to students that were different .750
from what | felt inside.

8. | acted in order to deal with students in an .664
appropriate way.

14. | faked the emotions | showed when dealing with 558
students.

11.1puton a“mask” in order to display the emotions  .503
that my job requires.

6. | perceived teaching similar to a “show” where I ~ .575
didn’t have to show my true emotions.

7. 1 tried to actually experience the emotions that | .852
must show to students.

12. 1 made an effort to actually feel the emotions that 382
| needed to display towards others.

10. I worked at developing the feelings inside of me 537

that | needed to show students.
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During the EFA, item number 2 (I worked hard to feel the emotions that | needed to
show to students.), which was theoretically intended to be under deep acting, loaded

under surface acting. See table 8 below for its factor loading:

Table 8
Factor Loading of the Omitted Item in ELQ

Omitted ltem Factors

SA DA GE

2. 1 worked hard to feel the emotions that | neededto .828
show to students.

Item number 2 was omitted according to these calculations. The final 12 items were
determined, and no further modifications were made in this step. Categorization of the

final items under emotional labor strategies are given in the Table 9 below:

Table 9

Categorization of the Items in ELQ

Surface acting

1. | faked a good mood when interacting with students.

3. I showed feelings to students that were different from what | felt inside.

5. 1 just pretended to have the emotions | needed to display for my job.

6. I perceived teaching similar to a “show” where I didn’t have to show my true
emotions.

8. l acted in order to deal with students in an appropriate way.

11. 1 put on a “mask” in order to display the emotions that my job requires.

14. | faked the emotions | showed when dealing with students.

Deep acting

2. 1 worked hard to feel the emotions that | needed to show to students.

7. 1 tried to actually experience the emotions that | must show to students.

10. I worked at developing the feelings inside of me that | needed to show students.

Expressing genuine emotions
4. The emotions | showed students matched what | felt at that moment.
13. The emotions | showed students came naturally.
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After several more regulations were made in Part A (Personal Information) such as
adding a question related to online teaching tools according to academicians’ opinions,

the scale took its final form (see Appendix C).

During the analysis of the quantitative study, two separate reliability analyses were
conducted for the revised Part B of the questionnaire (TEQ), the Cronbach’s Alpha
score was .818 for positive emotions and .824 for negative emotions. These scores

showed that the questionnaire was reliable at an acceptable level.

The quantitative analysis of the main data with the 12 items in Part C of the
questionnaire (ELQ), a reliability analysis was run. Cronbach’s alpha (or coefficient
alpha) was calculated using the IBM SPSS 28 program, and it was found as .797, which

was again acceptable.
3.4.2. Semi-Structured Interview

To gain a deeper understanding of the data gathered through questionnaires, semi-
structured interviews were conducted with the participants who volunteered. Itinitially
consisted of 12 main questions, four of which were adapted from Acheson (2016).
Permission to adapt the questions was taken from the researcher via e-mail. The
researcher added eight questions to learn about the COVID-19 pandemic and English
language teaching specific issues. A semi-structured pilot interview was conducted
with one participant among the 24 participants who volunteered to participate in the
qualitative study. In addition, an expert opinion was taken, and two questions were
omitted after this step since it was realized that the other questions already covered

them (see Appendix D).
3.5. Procedures

In all phases of the study, data was collected through online methods since it was more
convenient and practical while the effects of the pandemic were still lasting. METU
Online Service Survey was utilized as an online survey tool for the quantitative pilot
study. In explanatory-sequential mixed methods design, qualitative data collection and
analysis generally follow the quantitative analysis (Teddlie & Tashakkori, 2009). In
this study, this method was employed, and the data collection and analysis process

started with the quantitative phase via an online questionnaire. Then, with ten
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voluntary participants, semi-structured interviews were conducted. The data collection
for the main study ended in February 2022. Detailed information related to quantitative

and qualitative data collection is given below.
3.5.1. Data Collection for the Quantitative Study

After the necessary permissions were taken from the HEIs in this study, the instructors
were invited to participate via e-mails, institutional announcements, and social media
posts. The questionnaire, which was modified after the pilot study, was given a format
suitable for online surveys (see Appendix E) and administered on METU Online
Service Survey. One hundred fifty-six instructors took part in the quantitative phase of

the study, and 24 of them volunteered to participate in individual follow-up interviews.
3.5.2. Data Collection for the Qualitative Study

For the qualitative study, ten participants participated in the follow-up interviews. The
participants were given a consent form that asked their permission to use the
information they provided for scientific purposes and recording the interview.
Interviews were conducted using the Zoom program, and they took 40 minutes on

average. After participants’ consent was taken, interviews were recorded.
3.6. Data Analysis

Data analysis for this explanatory-sequential mixed methods study took place in two
steps: quantitative data analysis and qualitative data analysis. They are explained

below separately:
3.6.1. Quantitative Data Analysis

In order to answer the research questions, several descriptive and inferential analyses
were made. The analyses of the quantitative data were made via IBM SPSS (28)
program. First of all, it was checked if the data was entered accurately, there were any
missing values or outliers. Descriptive statistical analysis was performed to find out
the demographics of the participants. For the first research question, Kolmogorov-
Smirnov normality test and paired samples t-test between positive and negative

emotions; for the second research question a descriptive analysis of the emotional
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labor questionnaire; for the third research questions Kolmogorov-Smirnov normality
test and independent samples t-tests; and for the fourth research question multivariate

analysis of variance (MANOVA) were performed.

3.6.2. Qualitative Data Analysis

Data collected through individual follow-up interviews were transcribed verbatim by
the researcher. Analysis of the qualitative data was made following a thematic analysis
approach. Within this approach, one of the first steps of the analysis is getting familiar
with the data (Braun & Clarke, 2006). Verbatim transcriptions of the interviews gave
the researcher, who also conducted the interviews, the opportunity to familiarize
herself with the data. The initial coding followed transcriptions of the interviews. The
manual coding technique was adopted by applying various strategies like taking notes,
using different colors, and constantly going back and forth the data (Braun & Clarke,
2006). When the initial coding phase was completed, they were compared and
contrasted with one another with a particular focus on the repetitive phrases. To find
out how the codes are related and reach a broader understanding of the data, themes

and subthemes were generated.
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CHAPTER 4

FINDINGS

In this chapter, the findings of the quantitative and qualitative data analyses are

presented separately with regard to the research questions.
4.1. Findings of the Quantitative Study

The quantitative study aimed to find out the frequency of positive and negative
emotions experienced by the EFL instructors and the emotional labor that they
employed. In addition, the differences between experienced and beginning teachers
were explored. The data were analyzed by using the IBM SPSS program, and research

questions were answered according to the findings.
4.1.1. Descriptive Analysis Findings

Several descriptive statistics were performed to describe the data's general properties.
These statistics revealed that the mean age of the participants was 34.77 (min=23,
max=64, SD=34.77). While 82.1% of the participants were female (n=128), 16% was
male (n=25), and 3 participants (1.9%) did not want to state their gender. The majority
of the participants taught for three terms (64.7%), while 22.4% taught for two terms
and 12.8% taught for one term during the emergency remote teaching period. While
57.1% of them (n=89) had more than seven years of experience, 42.9% (n=67) had
less than seven years of experience. Besides, while most of them had masters’ degrees
(61.5%, n=96), 52 of them (33.3%) had bachelor’s degrees, and 8 of them (5.1) had
PhD degrees. Among the online teaching tools that the participants used, Zoom was
the most widely used one by 80% of the participants. It was followed by Microsoft
Teams (30.1%) and WebEXx (21.1%). Other than these tools, participants also stated
that they used other ones such as Perculus, Blackboard, and learning management

systems (LMS) of their universities.
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4.1.2. Findings Related to the Research Questions

Research Question 1: What was the frequency of English language instructors'
positive and negative emotions that they demonstrated during the COVID-19

pandemic?

In order to answer the first research question, two new variables called “positive
emotions” and “negative emotions” were created by calculating the means of the
related items in the teacher emotions questionnaire via IBM SPSS. In order to check
if the data was normally distributed, a Kolmogorov-Smirnov test was performed. It
was found that the data was normally distributed on positive (D(156)=0.065, p>0.001)
and negative emotions (D(156)=0.057, p>0.001). Since the normality assumption was
met, a paired samples t-test was conducted to compare the means of the positive and
negative emotions. The result showed that teachers reported significantly more
positive emotions (M=3.73, SD=.65) than the negative ones (M=2.91, SD=.65)
(t(155)=9,183, 95% CI[0.64, 0.99], p<.001). See table 10 for the paired samples t-test

results:

Table 10
Paired Samples T-test Results
n M SD Std. Error t df Sig. (2-
Mean tailed)
Positive Emotions 156 3.72 .65 .052 9.183 155 <.001

Negative Emotions 156 2.91 .64 021

In an exploratory manner, the means of the distinct positive and negative emotions
(love, joy, sadness, anger and fear) were calculated. When the emotions were
examined distinctly, it was revealed that the mean score of joy was the highest
(M=3.76, SD=.70), which was followed by love (M=3.64, SD=.74), anger (M=2.93,
SD=.89), sadness (M=2.93, SD=1.13) and fear (M=2.90, SD=.32). See table 11 for the

descriptive statistics for the distinct emotions:
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Table 11

Descriptive Statistics for the Distinct Emotions

n M SD
joy 156 3.76 .70
love 156 3.64 74
anger 156 2.93 .89
sadness 156 2.93 1.13
fear 156 2.90 .32

Again, inan exploratory manner, the mean scores for all items in the Teacher Emotions

Questionnaire were calculated. It was found out that item 3 (I felt proud when | saw

my students make academic progress.) had the highest mean score (M=4.23,

SD=.864), which was followed by item 21 (I loved communicating in English during

online classes.) (M=4.17, SD=.871). The items with the lowest mean scores were item

18 (I was nervous about using English to express my Feelings during online

education.) (M=1.79, SD=.971), and item 20 (I was nervous when I thought that my

English proficiency was not to teach online.) (M=.35, SD=.660). See table 12 below

for the descriptive analysis:

Table 12
Descriptive Statistics for the Items in TEQ

Items in the Teacher Emotions Questionnaire M SD

3. | felt proud when | saw my students make academic 4.23 .864
progress.

21. 1 loved communicating in English during online classes. 4.17 871
14. | enjoyed adopting innovative ideas in my teaching 3.99 .887
12. I was glad that my students enjoyed my teaching. 3.90 949
19. | enjoyed trying new methods to teach English during 3.74 970
online classes.

2. 1 was worried about how to improve student engagement 3.70 1.031
and achievement.

6. I was worried that students did not take responsibility for 3.67 1.011
their study.

11. | felt pressured about imbalance of work and life. 3.66 1.110
1. I loved being a teacher during the pandemic. 3.44 1.061
8. | felt angry when | was treated unfairly. 3.44 1.170
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Table 12 (continued)

10. I was motivated by support from my colleagues and
administrators.

16. | felt pressured from heavy workload.

4. 1 loved my teaching job because of the respect and
recognition from the society.

17. 1 enjoyed using online teaching.

5. | felt disappointed when my coordinators/ administrators
ignored my efforts and contributions.

9. | felt frustrated because of strict policies about online
teaching in my institution.

7. | felt nervous that my students could not accept my new
teaching style which was adjusted to fit the new regulations.
13. 1 was often worried that my teaching was not going so
well.

15. 1 felt annoyed when my students did not get along well
with me.

18. | was nervous about using English to express my
Feelings during online education.

20. | was nervous when | thought that my English
proficiency was not to teach online.

3.44

3.42
3.33

3.31
3.03

2.83

2.83

2.81

244

1.79

1.35

1.181

1.158
1.160

1.174
1.307

1.343

1.148

1.118

1.131

971

.660

Research Question 2: What emotional labor strategies did English language

instructors employ in online classes during the COVID-19 pandemic?

In order to answer the second research question, the means of the items under three
emotional labor strategy categories were calculated, and three new variables were
created (surface acting, deep acting, expressing genuine emotions) via IBM SPSS. A
descriptive analysis was run, and the findings revealed that the mean score of
expressing genuine emotions was the highest (M=3.37, SD=.92). It was followed by
surface acting (M=3.03, SD=.94) and deep acting (M=2.92, SD=.91). See table 13

below for the descriptive statistics:

55



Table 13

Descriptive Statistics for the Emotional Labor Strategies

EL Strategies n SD
Expressing genuine emotions 156 3.37 .92
Surface acting 156 3.03 94
Deep acting 156 2.92 91

In an exploratory manner, descriptive statistics were performed. It was revealed that

items number 11 (The emotions | showed students came naturally.) (M=3.58,

SD=.977) and number 7 (I acted in order to deal with students in an appropriate way.)
(M=3.57, SD=1.160) had the highest mean scores and items number 10 (I made an

effort to actually feel the emotions that | needed to display towards students.)(M=2.83,
SD=1.102) and 12 (I faked the emotions | showed when dealing with students.)
(M=2.67, SD=1.193) had the lowest mean scores. See table 14 below for the

descriptive statistics:

Table 14
Descriptive Statistics for the Items in the ELQ

Items in the ELS Questionnaire M SD
11. The emotions | showed students came naturally. 3.58 977
7. 1 acted in order to deal with students in an appropriate 3.37 1.160
way.

3. The emotions | showed students matched what | felt 3.17 1.089
at that moment.

2. | showed feelings to students that were different from 3.10 1.067
what | felt inside.

5. | perceived teaching similar to a show where | did not 3.05 1.233
have to show my true feelings.

4. 1 just pretended to have the emotions | needed to 3.04 1.130
display for my job.

1. | faked a good mood when interacting with students. 3.03 1.124
6. | tried to actually experience the emotions that | must 3.01 1.059
show to students.

9. I put ona "mask™ in order to display the emotions that 3.01 1.167

my job requires.
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Table 14 (continued)

8. 1 worked at developing the feelings inside of me that | 2,95 1.082
needed to show students.

10. I made an effort to actually feel the emotions that | 2,83 1.102
needed to display towards students.

12. | faked the emotions | showed when dealing with 2,67 1.193
students.

Research Question 3: Is there a significant difference between the beginning and
experienced English language instructors' emotions that they demonstrated during the
COVID-19 pandemic?

In order to answer the third research question that addresses the differences between
experienced and beginning instructors, the participants were grouped under two
subsamples in SPSS. Participants who had seven years or more experience in teaching
were identified as experienced teachers, while the ones with less experience were
identified as beginning teachers. In order to check the normality assumption, a
Kolmogorov-Smirnov test was performed for both groups. It was revealed that the data
was distributed normally on positive emotions both in the beginning (D(67)=0.092,
p>0.001) and experienced teachers subsamples (D(89)=0.095, p>0.001). Similarly, the
normality assumption was also met on negative emotions of beginning teachers
(D(67)=0.071, p>0.001) and experienced teachers (D(89)=0.067, p>0.001). Therefore,

between these two groups of teachers, independent samples t-tests were performed.

It was found that there was no significant difference between the positive emotion
mean scores of beginning (M=3.62, SD=.59) and experienced teachers (M=3.80,
SD=.68), ((t(154)=-1,675, 95% CI[-0.38, 0.03], p=.096). On the other hand, there
found to be a significant difference in negative emotion mean scores of beginning
(M=3.06, SD=.59) and experienced teachers (M=2.80, SD=.66), ((t(154)=2500, 95%
CI[0.05, 0.45], p=.013). See table 15 for the independent samples t-test results:

Table 15
Independent Samples T-test results
Participants M SD t(154) Sig (2-tailed)
Positive Emotions  Beginning 3.62 .59 -1.675 .096
Experienced 380 .68
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Table 15 (continued)

Negative Beginning 3.06 .59 2500 .013
Emotions Experienced 280 .66

According to these results, beginning EFL instructors reported significantly more

negative emotions than experienced instructors.

Research Question 4: Is there a significant difference between the beginning and
experienced English language instructors' emotional labor strategies that they

employed in-class during the COVID-19 pandemic?

In order to find out the difference between experienced and English language
instructors’ emotional labor strategies, which consists of three levels (surface acting,
deep acting, and genuine emotions), multivariate analysis of variance (MANOVA)
was performed via IBM SPSS. The homogeneity of variance assumption was tested
with Levene’s test of equality of error variances for all three variables of emotional
labor strategies (see table 16). The results were not significant other than the deep
acting variable, which meant that the variance was equal between the groups. For the
deep acting variable, the test revealed an almost nonsignificant result (F(1,
154)=4.758, p=.031). Therefore, the MANOVA was performed considering that the

outliers and missing data had already been checked.

Table 16
Levene’s Test of Equality of Error Variances Results
Levene dfl df2 Sig.
Statistics
Surface acting 1.116 1 154 292
Deep acting 4.758 1 154 031
Expressing genuine emotions 647 1 154 422

The results showed that there was a main effect of years of experience on surface
acting (F(1, 155)=10.884, p=.001) and expressing genuine emotions F(1,
155)=10.785, p=.001) strategies. The mean of surface acting strategies reported by
beginning teachers (M=3.31, SD=.85) was significantly higher than the ones reported

by experienced teachers (M=2.82, SD=.96). In addition, experienced teachers reported
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using more expressing genuine emotions strategies (M=3.57, SD=.87) than beginning
teachers (M=3.10, SD=.91). On the other hand, there was no significant main effect of
experience on deep acting strategy (F(1, 155)=2.782, p=.097). See table 17 for the
MANOVA results:

Table 17
MANOVA Results

Measure Beginning  Experienced F(1, 155) Sig.
M SD M SD

Surface acting 331 .85 282 96 10.884 .001

Deep acting 3.06 .79 282 98 2.782 .097

Expressing genuine emotions  3.10 91 357 .87 10.785 .001

4.2. Findings of the Qualitative Study

The present sequential explanatory mixed methods research aimed to generate follow-
up explanations to the quantitative findings via semi-structured interviews. Individual
interviews conducted with ten participants, who had already participated in the
quantitative study, were analyzed according to the thematic approach. After the
participants’ consent was taken, the interviews were recorded. Then, the recordings
were transcribed verbatim, the initial coding process began. During this process, 165
different codes were generated. In the next step, it was aimed to reach general themes
and subthemes. Eight themes and 15 subthemes were elicited from the 165 codes. All
of the themes determined in the qualitative analysis served an aim to enhance the
understanding of the answers that were found to the research questions via quantitative
analysis. The themes and subthemes are given in Table 18 below with their relations

to the research questions:
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Table 18

Themes and Subthemes in relation to the Research Questions

Research  Themes Subthemes
Questions
RQ1 1. Teachers’ Emotional The beginning of the emergency
Turbulence during the remote teaching period
Emergency Remote Teaching Learning to teach online
Achieving the outcomes
Future of teaching and learning
2. Emotional Effects of Students’ emotions
Teacher-Student Relationships ~ Online interactions
Students’ access to online
education
Caring for the students
3. ELT-specific Emotions and The uniqueness of language
Emotional Labor Strategies teaching
Requirements of language learning
and teaching
English language teachers’ online
education experiences
4. Collaboration with the
Colleagues and Administrators
RQ2 5. Emotional Rules of Teaching  Being professional
English Online Institutional emotional display rules
6. Emotional Labor during the Surface acting
Pandemic Deep acting
Expressing genuinely felt emotions
RQ3- 7. The Effect of Years of
RQ4 Experience on Managing

Emotions

8. Lack of Training in
Managing Emotions
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The themes and subthemes are presented below with a detailed description and
explanation via direct quotations from the participants and the researcher’s

interpretation.

4.2.1. Teachers’ Emotional Turbulence during the Emergency Remote Teaching

The semi-structured interviews conducted with ten participants revealed that the
COVID-19 pandemic and the unique conditions of emergency remote teaching
resulted in intense arousal of both negative and positive emotions. Participants’
feelings related to their work, relationship with the students, colleagues, and
administrators, and teaching in general varied depending on several personal and
general factors, which are explained with regards to the different periods of the
emergency remote teaching: The beginning of the emergency remote teaching period,
learning to teach online and achieving the outcomes. A focus on these periods and
their specific effects on teachers’ positive and negative emotions provides a better
understanding of the quantitative research finding regarding the frequencies of the

emotions.
4.2.1.1. The beginning of the emergency remote teaching period

The outbreak of the COVID-19 Pandemic and a very sudden transition to remote
teaching was one of the factors that affected instructors’ emotions. In March 2020,
after the CoHe (YOK) announced that the HEIs would be suspended for three weeks,
it was decided that the spring term would be conducted online. Most participants (n=7)
mentioned the specific difficulty that they experienced at the beginning of this
transition, which primarily generated negative emotions such as feeling overwhelmed,
anxious, nervous, unhappy, or panicked. These emotions were mainly the result of
uncertainty related to the upcoming educational regulations and not having the
necessary knowledge and skills to successfully manage online teaching. Two

participants stated that:

When | just started teaching online courses, | think most of us were really,
really unprepared for it, about technology that we were going to use, about the
platforms. We were in a panic, and we did not know what to do, how to do the
things. The students were also in the same situation with us. So, | felt panicked.
1 felt nervous (...) (Merve, 28, 6.5 years of experience)
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I was skeptical in the very beginning. Online teaching is not suitable for
language teaching; I used to think. I started with anxiety and skepticism. (Selin,
39, 17 years of experience)

It was the first online teaching experience for most teachers, which required hard work
and difficulty in balancing professional and personal lives. Some participants (n=3)
referred to the negative emotions resulting from increasing workload and longer

working hours. One of the participants said:

We worked really hard, and there was no balance between work and life,
private life. So, I remember myself sitting in front of the computer, starting
from 8:00 in the morning until 9:00, and then after 9:00, | was working on my
own, completing some documents, arranging things like that. So, it was
stressful. (Yasemin, 45, 20 years of experience)

The extensive learning process and trying to adapt herself and her students to online
teaching conditions lead one of the participants to experience burnout in the first term

of the emergency remote teaching. She stated that:

I was a novice in remote teaching, the students were also novice, and | had a
hard time adjusting myself and my students to the new process. That is because
1 felt tired and even burnout, (...) even before the end of the term. (Berna, 40,
10 years of experience)

On the other hand, the very beginning of the COVID-19 pandemic, which was
accompanied by quick measures in the implementation of teaching and learning
processes in Turkey, created awareness related to the seriousness and the
extraordinariness of the situation. Two of the participants decided to postpone focusing
on their emotions until everything was under control. Acting with a feeling of
responsibility to help resolve the crisis, they stated that their main attention was
coming up with immediate solutions and providing support to their students and

colleagues. One of the participants said:

Rather than feelings, at first, I just left the feelings alone, and | was more like
solution-oriented. So, that is why my feelings came later on, not at the
beginning. It was like, “let us handle this crisis first, and then we can cry.
(Aynur, 59, 35 years of experience)

It was also the case for some participants (n=3) to approach the transition positively
because they were more prepared and more familiar with the concepts related to online

teaching. Thus, teachers’ personalities and attitudes were a significant factor in
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determining their emotions at the beginning of the process. Participants who had
familiarity with online education and previous experiences related to the use of
technology in English language teaching had more positive emotions. Two of the

participants illustrated that:

I like using Web 2.0 tools, so | found those really effective also to communicate
with the students. I think I felt, at first, as | said, it was different, but then I got
used to it. So, | like using technology, so this helped me also. (Nazli, 27, 3 years
of experience)

I never felt, and | never had any issues when it came to using technology in
remote teaching situations, so | was able to adapt to the process very quickly.
(Ahmet, 32, 10 years of experience)

The face-to-face education risks created positive emotions to remote teaching at the
beginning of the process. They also considered the contagion risks that face-to-face

education had, making remote teaching preferable. One of the participants stated that:

| first felt prepared. | was one of the advocates of transitioning to online
education because the situation did not appear very bright in March 2020. It
felt like, because it was the first time all schools, including higher education
institutions, had to close in Turkey. This was a drastic measure, so | thought
the situation will not directly change in three weeks, which was the first
announcement made. (Ahmet, 32, 10 years of experience)

In addition, finding it more convenient and comfortable than face-to-face education,
some participants (n=3) stated that they also had positive expectations in the
beginning. Factors such as not having to commute to work, not spending so much time
to get started with the lesson, or personal issues such as being able to support family
members who needed help at home assisted teachers to begin the process positively.
Among the positive emotions that they demonstrated, there were excitement related to
the new mode of teaching and love towards working from home. Regarding the

beginning of the emergency remote teaching period, two participants said that:

I was a little bit excited because like most people or like most teachers, | was
fed up with commuting to work every day. | was fed up with excessive
workload...So, COVID-19 outbreak was even like a relief for me. (Berna, 40,
10 years of experience)

| found it easier and convenient than face-to-face education. For example,
when | went to the classroom in face-to-face education, it would take me ten or
fifteen minutes to plug in the computer, turn on the online book and get ready
to teach. But, here, because everything is already on the computer and we
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directly start teaching, | felt like that it was easier for me to start the lesson
immediately. (Gizem, 28, 6 years of experience)

The beginning of the process was followed by gaining more experience in online

education, which is explained in the next subtheme.
4.2.1.2. Learning to teach online

After the very beginning of the process, it was more common for instructors to
experience diverse aspects related to online teaching, which generated both positive
and negative emotions that were sometimes different that the ones they had in the

beginning of the process. It is stated by one participant that:

I was feeling a little bit more relaxed in the second or let's say in the last part
of the teaching, the online teaching. But at the beginning, oh my god, | do not
even want to remember those days. | was completely lost. I was up all the time.
(Berna, 40, 10 years of experience)

All participants who took part in the interviews stated that poor internet connection
constituted a serious impediment to effective teaching. Issues related to physical
conditions at schools and homes like this were sources of negative emotions. Two of

the participants mentioned this problem by saying:

They did not start the heaters, we were freezing, and we were teaching at
school. I was really, really, really angry. And also, the internet connection of
our school was quite bad. And again, we had to go to school, and we had to
teach online. And | was really angry about that, too. (Damla, 31, 6 years of
experience)

(...) And, two weeks later [I said] “Okay, I want to quit, retire and just leave”.
But it was just a very short moment when | felt | could not have a good internet
connection. (Aynur, 59, 35 years of experience)

On the other hand, most teachers (n=5) mentioned that adapting to the online teaching
conditions and getting more knowledgeable about online tools helped them overcome

negative emotions. A participant explained:

How can | write things on the blackboard? | personally use the blackboard or
whiteboard quite often in my teaching. That was something that was quite scary
in the very beginning. But in a couple of weeks, | started to use Microsoft Word,
sharing my screen, sharing the book, making use of the online books, and all
those features. (Selin, 39, 17 years of experience)
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Some instructors (n=4) perceived getting to know the online tools and practicing new
teaching methods as an experiment, which contributed to their professional careers.
They thought that transitioning to online education and gaining experience in teaching
that they had not tried before were opportunities for professional development.

Participants stated that:

I'm a three-year-experienced teacher, and | like dealing with technology.
Therefore, | had also some fun with it. | had a chance to experiment and see
this side of the education. (Nazli, 27, 3 years of experience)

I have learned a lot of things thanks to pandemic. So, | think it is an
opportunity. I am not regretful that I worked that hard. Now | have new skills,
new empowerment. So, I'm happy. (Yasemin, 45, 20 years of experience)

As well as contributing to their professional development, being part of this drastic
change and being an active agent to resolve the crisis were other factors that helped

teachers positively. Two of the participants illustrated that:

I just said ‘Okay, this is accelerating, the whole world is going through
COVID, and we are going through this with online education. This is crazy,
but | want to be a part of it.” (Aynur, 59, 35 years of experience)

In some classes, they keep their cameras off, they do not show any reactions.
Just one or two students are talking to you. Even this was the case, | was really
having fun with my students. Even if there is just one student talking to me or
two students, | was able to get their emotions and so | was reflecting positively.
It was like creating a happy classroom environment with two or three people.
(Biisra, 27, 6 years of experience)

In several HEISs, the lessons were recorded so that the students could watch the lessons
which they could not attend afterwards. This was the source of negative emotions for

some participants (n=3) as given below:

That [recording] was completely annoying for me. Even, | remember that we
were supposed to deliver the recordings to some upper-level office within our
institution. | could not believe that, really.(...). It is like monitoring,
supervising. No, | did not enjoy that, and | was not comfortable. (Berna, 40, 10
years of experience)

The thing that | hated the most in online lessons is that we were recording the
lessons so that our students can go back again and watch if they miss a class
and if they want to practice more. But the students were not watching the
recordings again, but our administrators and other teachers can reach these
documents, recordings, and they watched us. (Merve, 28, 6.5 years of
experience)
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Gaining experience in online education was followed by achieving the outcomes,

which had several emotional effects.

4.2.1.3. Achieving the outcomes

The interviews were conducted when the emergency remote period ended, which gave
the present study an opportunity to find out about the academic, professional,
emotional, and social outcomes of the process. Most of the instructors (n=8) stated that
despite their negative expectations, difficulties they have encountered, and all the
problems that resulted in negative emotions initially, the online education outcome

was successful for them. One of the participants stated that:

There were some personal issues, both on our part and students’ part, but I did
not feel like we did a bad job. | think we did a pretty good job considering the
unique conditions of that period. (Ahmet, 32, 10 years of experience)

Feeling efficient and successful as teachers with the ability to overcome the obstacles
was a source of positive emotions and satisfaction with their profession for the

instructors.

We believed that it [online education] would not work in terms of English, but
it worked. It also increased my satisfaction because “I can do this, I can even
do this online”. It was wonderful, really. (Damla, 31, 6 years of experience)

The feeling of success in online education also created opportunities to be hopeful
about its functions and power in times other than the emergency of the COVID-19
pandemic. For instance, some HEIs implemented the policy of offering courses and

lessons accessible to people in other cities and countries.

Online teaching just gives them [HEIs] that opportunity to provide their
teaching, their learning opportunities to other people all around the world and
in Turkey, if you want to. So, | am quite positive to online teaching. | have
positive emotions. (Selin, 39, 17 years of experience)

Instructors’ emotions that started as negative at the beginning of the emergency remote

teaching period were quite positive when they achieved successful outcomes.
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4.2.1.4. Future of teaching and learning

A significant subtheme that was reached as a result of the interview data was
participants’ opinions and emotions related to the future of teaching. The universities
are applying both online and face-to-face teaching methods, which still carry the
effects of the collective experience of online English language teaching. A participants

stated:

We cannot just stay out of technology even if we get back to face-to-face teaching,
we have to find another way to integrate it into our teaching. Otherwise, | cannot
think of a world without it. It is like resisting the big thing that is coming (...).
Before the pandemic we had teachers like | want you to keep your mobiles away
we re having a lesson”. Excuse me? (Aynur, 59, 35 years of experience)

Some participants (n=3) thought that teaching English online needed to be supported
by face-to-face teaching in the future of education, making hybrid teaching an essential

option for upcoming teaching practices. A participant explained that:

I would like to say that online teaching should not disappear completely. Maybe it
should be used as a supplementary, emergency mode of teaching at all times. But
it cannot be compared to face-to-face teaching, it is very valuable. (Berna, 40, 10
years of experience)

On the other hand, for some (n=2) entirely face-to-face teaching with utmost
interaction between the teachers and students was required to succeed in teaching

English. One of the participants stated that:

It was not as effective as face-to-face education. They need to see my mouth (...)
But in online education, because of the image, because of the voice, it is not
beneficial | think in English. Also, in face-to-face education we wear masks now,
it is also very ridiculous. (Merve, 28, 6.5 years of experience)

This shows that even though the emergency remote teaching period has ended, the

negative effect of the pandemic is still effective in the future of teaching and learning.
4.2.2. Emotional Effects of Teacher- Student Relationships

Since there was a specific question asked by the researcher addressing their
relationship with the students, all participants mentioned this theme. Good
relationships with their students and creating a positive class atmosphere were

essential priorities for all instructors who took part in the interviews. They were also
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one of the most significant factors which created either positive or negative emotions
depending on instructors’ perceptions of these relationships and the class setting. The
pandemic and conducting lessons via online tools naturally affected the nature of the
communication and connection between students and teachers. A detailed description
and explanation of the aspects related to this theme were given under four subthemes:
Students’ emotions, online interactions, students’ access to online education, and

caring about the students.
4.2.2.1. Students’ emotions

All participants stated that there was a relationship between students’ emotions that
they demonstrated and instructors’ own emotions. The emotions that were experienced
by the students and how they reflected them on their interaction with their teachers
carried significance for the findings of the present study. It was revealed that the
students share negative emotions more than positive ones because of several factors
such as their desire to be on the campus, their worries related to their and their families’

health, and dissatisfaction with the quality of instruction. A participant stated that:

(...) they had the same worries that I had, although they were not at the same
level. Of course, they were also anxious, and most of them were unhappy that
they were not able to meet their friends face-to-face, especially towards the end
of the year. Some students complained that they are a member of the school for
ayear, but they do not know of the campus. (Ahmet, 32, 10 years of experience)

The instructors stated that they noticed the difficulties experienced by the students and
how these difficulties made them demotivated learners of English. It was frequently
mentioned (n=8) that there was a strong relationship between students’ lack of
motivation and instructors’ negative feelings during the COVID-19 pandemic. Two

participants said:

I am always influenced from learners’ motivation. Every time I see motivated
people, | feel more motivated and vice versa. That is the case because most of
my students were usually demotivated. Yes, | lost my motivation. (Berna, 40,
10 years of experience)

But whenever | saw students not being very responsible for their own learning
and creating more and more and more excuses over time, it made me have
mixed feelings. Sometimes it was a bit of anger; sometimes it was a bit of
disappointment. Sometimes it was being disillusioned because | started the
process with very high expectations (...) (Ahmet, 32, 10 years of experience)
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This situation also made it necessary for the teachers to put more effort into finding
ways, methods, or techniques to show students positive emotions and motivate them
to learn in English, participate in the lessons, and make academic progress. A

participant stated that:

I am an energetic person, but there is also one purpose of this, too: | want my
students to be energetic as well. Because when they are not, | start to feel like less
and less and less energetic. Or when | see my students unhappy it really makes me
sad, as well. (Damla, 31, 6 years of experience)

Similarly, when the students showed positive emotions such as eagerness, it positively

affected the instructors’ emotions. Two of the participants illustrated that:

(...) when I am having my lesson, if my students are motivated, this also made me
happy and motivated to teach. (Merve, 28, 6.5 years of experience)

Some students are just there to be there, but some of them are there to learn. It
changes also with the profile of the students. | was a bit lucky because | had a
couple of cases like this. Therefore, I did not have to deal with these emotions
[negative emotions] a lot. (Nazli, 27, 3 years of experience)

4.2.2.2. Online Interactions

It was very frequently stated by the majority of the participants (n=8) that online
education was the source of negative emotions and more effort than usual to establish
effective interaction with the students. The lack of more personal relationship that was
present during face-to-face teaching was mentioned by some participants (n=3). The

instructors said that:

There was no connection between me and my students. Of course, there was some
connection, but not as much as in the face-to-face education. So, during the online
education, | really, again, understood the importance of a good communication.
(Merve, 28, 6.5 years of experience)

I lost the main interaction with my students, and I lost their interest. 1 know that
they did not have anything wrong with me personally, but they did not enjoy online
teaching at all. So, they were all cross with everything. (Berna, 40, 10 years of
experience)

And, in online education, | could not get to know them, I could not share anything

in the lessons, for example. In the break time, we just turned off our cameras and
we just left. But in the face-to-face education, you have the chance to talk to your
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students, get to know about their lives, personal ideas about something in the
break time. (Merve, 28, 6.5 years of experience)
Other factors constituted impediments and gave harm to creating strong bonds with
the students. One of them was the decrease in students’ attending and participation in

the classes (n=8).

And one day I taught only one person. The others did not even bother to come
or be online. It was frustrating; | was really angry and unhappy. (Damla, 31,
6 years of experience)

Their being shy and their being unactive, emotionally not prepared to talk, all
of these emotions also affected my emotions. I was also nervous, | was also, for
example, | wanted to ask this question to another person, but I know that
nobody was going to say anything, and it was just going to waste my time.
(Gizem, 28, 6 years of experience)
Participants frequently stated that they showed intense effort to reach out to their
students, get their attention and make them participate in the lessons. When their
efforts did not pay off, it was a source of negative emotions such as anger and
disappointment. Besides, learners’ participation was compulsory when teaching
English, especially to develop their speaking and communicative skills. Participants

exemplified their efforts to reach out to students:

I got really angry because my students did not say anything, they did not
answer any questions. I was asking “Are you here? Are you listening to me?
Shall we start? Why don’t you answer?” and nothing, they said nothing.
(Merve, 28, 6.5 years of experience)

I told their names for instance “X student, can you hear me? Is there a
problem? Is there an internet connection problem?” I was asking, but there
was no response. And then I tried to write from the chat box and there was no
response. And | got a bit annoyed because | was giving instructions, | was
trying to have a lesson. (Nazli, 27, 3 years of experience)

| was often angry, and | often felt disappointed at the students in the classes
because sometimes I call out somebody’s name and they do not answer, and |
often felt frustrated and | thought that they are not watching me, they are not
in front of the computers. (Gizem, 28, 6 years of experience)

In addition, during synchronous online teaching moments, both students and teachers
made use of online meeting platforms like Zoom, WebEXx, or Google Teams. That is
why their main interaction depended on seeing each other via cameras and hearing

themselves via microphones. Having their lessons in these conditions, most
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participants (n=9) stated that it was a significant source of negative emotions like
anger, sadness, annoyance, or disappointment when students did not turn on their

cameras. They stated that:

I think one of the most challenging parts of online education is to make students
start the camera. So, they do not usually have it on and we want as a teacher
to see them because if do not see them, then we do not know what they are
doing there. (Nazli, 27, 3 years of experience)

In the spring term during COVID times, I could not find that satisfaction in me
because students were not turning their cameras on, they were not
participating in the classes, they were not actually paying attention to what |
teach or what | do in the class. After that, | did not feel any satisfaction, and |
did not want to continue doing this, but I had to. (Gizem, 28, 6 years of
experience)

This situation made teachers extend more effort in a way to persuade and motivate

their students to turn on their cameras. They made constant reminders and spent more

time on creating a class environment where it is possible to see their students’ faces

and their reactions. Two of the participants explained these efforts by saying that:

There was only one student; sometimes nobody was opening their cameras.
They refused to open their cameras. I was reminding them “If you are okay, if
there is no problem, please keep your cameras on.” It was a little annoying for
me because you are talking as if you are talking to a wall. No mimics, no
reflection of the emotions. I sometimes thought that “Why do [ keep it open? |
should keep my camera off as well. (Biisra, 27, 6 years of experience)

I would say, “Come on, turn on your cameras, it’s very difficult for me to
continue without seeing you, etc.” But they would pretend as if I did not exist,
and they would never answer; they would not say anything. And after some
time, 1 had to move on, because you know I cannot wait for the whole lesson
for them to reply. (Gizem, 28, 6 years of experience)

Most of the students were away from their campuses and lived with their families,
mostly outside of Ankara, during the online teaching period. The conditions at their
home were not always suitable to create a comfortable environment where they could
interact with their teachers and friends without any distractions. It was stated by
several participants (n=5) that noticing that their students were distracted, carrying out
other activities like playing games, or when there are external distractions in their

homes created negative emotions. The participants stated that:
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Some of them had brothers and sisters in the same room. Some of them had,
you know, frequent visitors in their home who did not seem to be caring that
they were taking classes at that moment. There were background noises. Some
of them were sick and was still attending courses. (Ahmet, 32, 10 years of
experience)

In online lessons, sometimes the students were not alone in their rooms. Their
parents- | was hearing some voices, his mother or father. And again, | was
seeing their mother passing and | got so nervous (Merve, 28, 6.5 years of
experience)
Several teachers also mentioned that online teaching offers more limited classroom
management and monitoring opportunities, even though the importance of keeping the

classroom under control increased. A participant said:

When you do not see them, you also do not have enough control over what they
are doing, what they may be doing behind that screen or the camera. They may
have just TV series open there and they may just be smiling at it, but you may
think that they are having fun learning it. (Nazli, 27, 3 years of experience)
On the other hand, there were instructors (n=3) who succeeded in creating strong
bonds with their students and had positive feelings such as joy thanks to that. One of

them said that;

I thought I would not be able to do that in an online classroom, but surprisingly
I did it. I mean, in my prep school classes especially, | was also teaching in the
department English, I created this classroom environment together with the
students and in those times, | really felt connected. I really enjoyed. It gave me
satisfaction. (Gizem, 28, 6 years of experience)

In addition, for one of the participants, classroom management got easier and more
satisfactory during online education. Not seeing students’ faces and not focusing on
whether they are distracted or interested in the lesson made it more comfortable to

carry on teaching without having negative emotions. She said that:

During online education, I did not see my students’ faces [laughing], so I did
not see the frustration, the sleepy faces, the sleepyheads. And because of that
it was really more satisfying for me and because of classroom management, as
well. (Damla, 31, 6 years of experience)
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4.2.2.3. Students’ access to online education

One of the participants stated that students’ access to online education was the most
significant issue about online teaching and the main reason for her negative emotions.
She stated that:

I was only touched when my students did not have either a computer or a stable
internet connection. That was more touching to me, nothing else. (Aynur, 59,
35 years of experience)

Closing off the campuses and dormitories made students unable to use the facilities
that the universities typically offered, like free use of PC rooms or the internet. This
was also one of the reasons why students did not turn on their cameras. Two instructors

explained that:

The thing is, | had one student. He was supposed to attend the lesson, but he
could not because his family was in a remote part of eastern Anatolia, and he
was living in a village. In the village the mobile phones did not work, it was
out of reach. He said “How can I take this exam? How can I attend the lessons?
How can I do this? (Aynur, 59, 35 years of experience)

In some classes, some students did not turn on their cameras. This had two
reasons. One: privacy; number two: their quotas were so limited, if they turned
on their cameras, they could not hear. (Selin, 39, 17 years of experience)

In addition, the COVID-19 pandemic had negative economic influences on
individuals, which reflected itself on students’ online processes. One participant stated

that there were students who worked part-time during the pandemic:

After the closedown ended, some students said they worked at part-time jobs.
Sometimes | asked them to stay 15 minutes longer so that we could discuss a
few things. And they would say ‘Hocam I have to go because [ work as a waiter
at a part-time job at a restaurant. (Aynur, 59, 35 years of experience)

The negative emotions which emerged as a result of the issues related to the
accessibility of online education were overcome by efforts to find solutions to these

problems. A teacher said:

We did have a good network of help, we also managed to develop that. So we
got him to one of the apartments in 100. Yil [name of a neighborhood in
Ankara] where they shared a home, so we paid his rent and we helped him
financially. (Aynur, 59, 35 years of experience)
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Her statements show solidarity practices led by the teachers were some of these
efforts to overcome the negative emotions that resulted from students’ lack of proper

access to online education.

4.2.2.4. Caring for the students

Caring about the students was a common theme encountered in the interviews with all
the participants. Both the extraordinariness and the seriousness of the pandemic
conditions affected teachers in a way that they approached their students with more
care, empathy, and a desire to protect them from possible harm. That is why their wish
was to create a classroom environment filled with mostly positive emotions. A

participant stated that:

I believe that teaching is very connected with our emotions, so it is very difficult
to continue learning in an environment with negative emotions especially. So,
| tried to recreate an environment where students can feel happy, where
students can feel relaxed because a lot was going on outside. (Gizem, 28, 6
years of experience)

Even though online education limited the personal interaction between students and
teachers to a certain extent, instructors stated that they wanted to pay attention to
students’ problems and help them as much as possible. Reacting to students’ negative
emotions with care, empathy, and feeling the responsibility to comfort them were some

of the instructors' concerns. They said that:

I made one thing very clear for my students: If you are unable to open your
camera, if you are unable to participate orally in any class session, please let
me know in the chat box, sent me a private message and | will not ask you any
questions. Because, you know, it was a very complex period and not everyone
was entirely available or had the perfect conditions for online learning.
(Ahmet, 32, 10 years of experience)

1 often told my students not to worry about things, “everything is going to be
okay”. And I also listened to them because they were having problems (...) They
were allowed to go out only for a few hours during quarantine times, and they
were not happy about it. And I often listened to their stories, and I often listened
to their complaints about those difficult times. (Gizem, 28, 6 years of
experience)

In addition, with the COVID-19 pandemic, the instructors approached students with

more care related to their health. Sharing information when there are COVID-19
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positive cases around the students and teacher and following their recovery processes

were very common in online classes. A participant said:

I think a lot of things changed since March 2020. I did not use to feel worried
about their health. Well, since the last two years, | have been making a lot of
warnings in the classroom about why they should be wearing their masks, why
this disease can be more severe than they assume it to be at certain times.
(Ahmet, 32, 10 years of experience)

These statements show that the caring approach from teachers towards their students

increased during the pandemic.
4.2.3. ELT-specific Emotions and Emotional Labor Strategies

One of the purposes of the present study was to learn about the emotionally significant
aspects of English language teaching to contribute to the emerging literature on
language teacher emotions. The study's qualitative data revealed several essential
factors that make language teaching unique in terms of the emotions it involves and
requires teachers to demonstrate. The findings are categorized under a theme and three
subthemes: uniqueness of language teachings, requirements of language learning and

teaching, and English teachers’ online education experiences.
4.2.3.1. Uniqueness of language teaching

When they were asked, all participants thought that teaching English differed from
teaching other subjects in terms of emotional aspects. One main reason for this was
that language teaching content involves real-life issues, which can lead to positive and

negative emotions. Participants explained that:

Especially when we are dealing with something serious, my tone is serious, if
they are dealing with something funny, my tone is funny. So, it depends on what
you are teaching | would say. And sometimes you teach how to be emotional in
your speech, in your talk, in your writing. So, especially at that time | try to
show those emotions while acting out. (Selin, 39, 17 years of experience)

Always you need to be open to some different information, some unrelated
information that you would normally have no idea. It is keeping your mood up.
It makes you feel wondered and amazed, or sad for some people at some parts
of the world or some situations. (Biisra, 27, 6 years of experience)
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In addition, English is the content and the medium of communication in the class.
Therefore, the teachers and students used it to express their ideas or emotions. A

participant said that:

We are language teachers, so teaching a language means teaching how to
communicate, teaching how to use a language to survive in a place, how to
express your feelings, how to express your identity maybe. (Gizem, 28, 6 years
of experience)

As well as the unique features of language teaching, the participants also mentioned

special requirements, which are explained in the next subtheme.
4.2.3.2. Requirements of language learning and teaching

The interview data revealed that participants agreed that language teaching and
learning requirements are specific requirements, which locates it a different place in
terms of emotions than the teaching and learning of other subjects. All the instructors
who participated in the interviews explained that student motivation had a significant
role in determining how successful the language learning and teaching processes
would be. To make sure that the students were motivated and had positive emotions
towards language learning were some issues that were the responsibilities of the

English instructors. They stated that:

Everything [that teachers do] is for student motivation, but in the other lessons,
it is not like that. If the students do not like you, the students will not like
English, and he/she will not learn English. (Damla, 31, 6 years of experience)

I think it is required for us, the English teachers to be encouraging and seem
happy to be there, to show them that we are happy to teach them, and they
should also be happy to learn. (Nazli, 27, 3 years of experience)

As well as student motivation, according to the participants of the present study,
students’ relationships with language teachers are very significant factors for their

academic progress. A participant said that:

Given the nature of our profession as teachers of English, I think our job is
about the relationships we establish with our students as much as the specific
teaching practices we adopt in the classroom. Because you can use the perfect
method in class, you can be very knowledgeable. As a teacher, you might be
very experienced. But our relationship with the students is the primary medium
through which we communicate our activities. (Ahmet, 32, 10 years of
experience)
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Additionally, in order for their students to be successful in learning English, several
instructors (n=4) thought that they needed to show that they cared about their students.
In fact, one of the participants compared language teaching to “being a mother” in

terms of caring. She stated that:

You cannot just leave them with what you have given them. You have to maybe
help, but you have to monitor. You have to care about them all the time. It is
like, in my opinion, being a language teacher is very similar to being a mother.
(Berna, 40, 10 years of experience)

In addition, some participants (n=3) stated that monitoring the language product that
the students produced very frequently and taking more responsibility in their academic
achievements differentiated language teaching from teaching other subjects. A

participant said:

As language teachers, we feel more responsible than the teachers of other
subjects. Because we have to see we have to see the product. We have to see
production very frequently. We have to check, we have to monitor our learners
like every week, which is very frequent in my opinion. And we are always
awake. You know, being mentally and emotionally awake is something
demanding, really. (Berna, 40, 10 years of experience)

The failure of the students was most frequently attributed to language teachers, and
this responsibility may generate additional workload to regulate teaching

methodologies or emotional approaches towards students. A participant stated that:

If your students fail, you should question yourself. There must be something
wrong with your method, there must be something wrong with your techniques
or your attitude or something like that. This is a heavy emotional burden; this
is not fair. (Berna, 40, years of experience)

According to the participants, the specific requirements from the English language

teachers were the sources of some negative emotions.
4.2.3.3. English language teachers’ online education experiences

The instructors’ expectations related to online teaching were mainly negative. Most of
them (n=6) thought that teaching English would have its difficulties, and they would

have to invest energy and work to make it possible. One of the participants stated that:
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I knew that the online education was not going to be like the real classroom
atmosphere. | thought that it would not work, especially for English language
teaching. (Merve, 28, 6.5 years of experience)

While some of these negative expectations changed as teachers gained more
experience, some instructors’ (n=3) opinions related to the unsuitability of teaching
English remained the same in the end. Two participants who shared different views
said that:

I was quite skeptical in the very beginning, “How can you teach?” and
especially “how can you do listening and speaking stuff?”. But as we
progressed in those months, especially after we received the breakout rooms, |
got quite satisfied doing stuff online. (Selin, 39, 17 years of experience)

You have to use your gestures, your mime, your tone of voice. You have to have
eye contact because you are teaching a language, you are learning a language.
It should be real. And also, authenticity is important in learning any language.
Therefore, it should be real. I do not think using online platforms is efficient
while teaching. (Merve, 28, 6.5 years of experience)

The instructors (n=5) frequently mentioned the importance of using body language,

which was very limited during online education. A participant explained that:

The problem is body language. All they [students] see is the head and
sometimes the hands (...) as if you don’t have the rest of your body. (...) So,
Online teaching would have a negative impact in this sense on young people.
So, this kind of teaching should be present perhaps not with language teaching
but with others like calculus or engineering where what the teacher writes on
the blackboard is more important. (Aynur, 59, 35 years of experience)

Consequently, since there were limitations regarding the quality of interaction between
instructors and students, it also reflected on students’ practicing speaking English.
While it was common to encounter speaking anxiety experienced by the learners
during face-to-face education, other factors affected this situation in online education.

A participant stated that:

They never told me this, but I always thought that maybe they don't want to
speak in English when they have their parents around brothers and siblings
around. Speaking in English can be a stressful time, even when you are with
other learners of English in the class. But doing this when you have other
people around you, your family members. | thought it might think it might make
things difficult for them at times. (Ahmet, 32, 10 years of experience)

78



In terms of using English during online teaching, all participants stated that they were
comfortable and had no negative emotions. On the other hand, their preferences related
to using L1 differed depending on the various experiences they had. For example,
during technical issues that needed to be resolved immediately or because of poor
internet connection and its impediments for meaningful interaction between teachers
and students, some instructors (n=3) preferred using more Turkish. On the other hand,
since they thought exposure to English was more critical in the online teaching period,
they tried to use L2 more than face-to-face teaching. In both cases, instructors were

positive and comfortable.
4.2.4. Collaboration with the Colleagues and Administrators

Transitioning to online education did not give most instructors much time to prepare
and gain the necessary skills and knowledge to manage teaching English online
successfully. In that case, supporting and getting support from different sources
became critical. Participants (n=4) mentioned the importance of professional learning
environments in such conditions. When the needs were collaboration were fulfilled, it

led to positive emotions. They stated:

This was an intense period of learning, supporting, getting support and
collaborating with other colleagues. For me, | was never negative. | never felt
disappointed. I never felt too tired. But of course, there were ups and downs
throughout the journey. (Ahmet, 32, 10 years of experience)

And | hear that my colleagues try really hard. They never lose their hope with
their students. They can empathize with their students, and they are more
willing to produce solutions when they have got a problematic situation. Yes,
in that case, | try to remember my colleagues. I tried to adopt their way. (Berna,
40, 10 years of experience)

They [teachers] were neighbors in university lodgings. They found extremely
interesting solutions to this stuff'/online teaching problems]. They said, “Hey
this is my blackboard and here I am doing this.” Actually, he used two shoe
boxes, and he made a bridge over it. They had brilliant ideas. | made one for
myself, too. So, | was just writing on a piece of paper, but I was using my phone.
There | had my blackboard. (Aynur, 59, 35 years of experience)

On the other hand, online conditions changed the effectiveness of teachers’
relationships with people in the microsystems around them, such as their colleagues

or administrators. A participant stated:
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I also lose my motivation when | cannot see my colleagues, when | cannot go
to my workplace, when | cannot be heard in real in person. (Berna, 40, 10 years
of experience)

Not having this support and an uncollaborative workplace was a significant source of

negative emotions during face-to-face and online education. A participant stated that:

But when | started working here my love for my profession started to decrease
day by day, because of the administrators, because of the colleagues. Not
because of the students, or not because of the methods or strategies that | use
to teach English. There is nothing | hate about my profession, but my
administration, working conditions and my colleagues. Nobody told me that |
was going to encounter that kind of people in working life. And | got really
shocked. (Merve, 28, 6.5 years of experience)

Sometimes | had to be late to the class because of the internet connection in
our school. These students are paying money to that school; they cannot know
that their learning is delayed because we have very bad internet connections.
And | had to hide that, too. (Damla, 31, 6 years of experience)

The characteristics of the universities, such as being a foundation or a state university,
where participants worked, created a difference in terms of their relationships in the
workplace, the support they obtained, and the kind of expectations from their

institutions. It was revealed that it had a significant effect on instructors’ emotions.
4.2.5. Emotional Rules of Teaching English Online

One of the purposes of this study was to find out what kind of emotional rules existed
for the instructors during online education and how they got familiarized with these
rules, which is highly related to the emotional labor strategies, and the second research
question of the study. The interview data revealed that there were several emotional
expectations from the teachers that took their roots from various sources. It was agreed
upon by the participants that English language teachers are expected to display mostly
positive emotions or attitudes. Some of them were “energetic, crazy, different, not
boring, enthusiastic, fully motivated and loving,” according to the participants. The
sources of these expectations were sometimes personal, and sometimes they were
learned by external sources, which are explained under three subthemes: being

professional, unwritten emotional responsibilities, and institutional emotional rules.
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4.2.5.1. Being professional

A common starting point for determining the kinds of emotions that were appropriate
to demonstrate was personal understandings of “being a teacher.” Participants stated
that one of the most significant concerns when determining which emotions they

would show their students was being professional teachers. They stated that:

| tried to act calmer because I did not want to seem too nervous, or | did not
want to seem out of control with the classroom management issues. Of course,
you have some strategies you use them in the class. But sometimes you do not
want to seem in front of the students like you are not controlling the classroom
well. Therefore, I tried to seem professional, that is why I tried to arrange or
moderate my anger. (Nazli, 27, 3 years of experience)

Being professional, it was my major concern. Most of the time, it is my concern
to look, to sound, to act more professional (...) You should not personalize
teaching that much, really. Of course, you have got a personality as a teacher,
but you should not put all items of your personality into what you are doing.
(Berna, 40, 10 years of experience)
According to the present study's findings, being professional was understood as being
able to control the class, showing moderate emotions, and not personalizing the
teaching practices. These definitions were in parallel with feeling responsible for being

in control of emotions as a teacher all the time. A participant said that:

But instead of sitting down and crying, you have to find a solution. It is this
responsibility that you have. You cannot say, “I'm feeling very bad; I cannot
teach you. You just have to be there and stop feeling bad. (Aynur, 59, 35 years
of experience)
Other than their internal decisions related to emotional rules, the participants also
mentioned several sources that they became familiar with the emotional expectations
from English language teachers. Among them were ELT literature, ELT events such
as seminars, conventions, or professional conversations with colleagues. A participant

said that:

The literature expects teachers to be super motivated and to criticize
themselves. (...) Language teachers are generally expected to be nonhuman.
Humans are emotional but they are expected to be strong and insistent. (Berna,
40, 10 years of experience)
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Additionally, participants’ previous experiences helped them realize what kind of

emotions a teacher should demonstrate. They stated:

Most of the relevant studies showed the biggest strategy novice teachers rely
on in their first years of teaching is their experiences as learners, so they try to
transfer their experiences as learners in their classrooms, as teachers. So, |
think we do the same things. We reflect back on how we felt towards certain
teacher actions, and we try to grow an understanding of how certain emotions
and how certain feelings reflect on the classroom learning experience. (Ahmet,
32, 10 years of experience)

I just modeled some of my teachers during my education. | watched them. |
observed them and realized that “Okay, this professor is very popular because
he acts in this way and he does this. He does not do that” and, etc. I was just
modeling some of my teachers about emotional strategies or emotional coping.
(Berna, 40, 10 years of experience)

4.2.5.2. Institutional emotional display rules

Other than instructors’ personal perspectives and professional familiarization of the
emotional rules, a specific question addressed if there were any implicit or explicit
emotional rules in their institutions. Most of the participants (n=6) stated that they had
never experienced an explicit warning or reminder related to emotions or emotion

management.

In terms of emotions and what we should and what we should not do in our
classes regarding our emotions, no we were not told or instructed anything
about that. (Gizem, 28, 6 years of experience)

In addition, for some participants (n=2), such rules would be unacceptable as teachers

who have their agencies.

You know, expected by whom, you know, and what right do they have to expect
a certain set of emotions? So, when you look at the question from this
perspective, it might be difficult to respond to it. (Ahmet, 32, 10 years of
experience)

Nobody can ask us to show or hide or I mean- If somebody tried to do that, |
would think it as an insult on my being and my existence and | would definitely
protest. (Aynur, 59, 35 years of experience)

On the other hand, for some participants (n=2), there were emotional expectations of

their institutions from them, which were primarily implicit and not said aloud.
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1 think these weren 't explicit like they did not tell us ““You should be happy” or
“vou should be smiling”. They did not say these, but when they were hiring us,
when they were employing, | believe that they pay attention to the personality.
So, if you feel enthusiastic about teaching, I think one can tell. (Nazli, 27, 3
years of experience)

I do not think that we have rules or regulations that dictate us a range of
emotions to display in the classroom. But | think there are more expectations
at the administrative level. And | can say this considering our teacher
evaluation criteria, teachers are expected to adopt a positive attitude to
students, but they should also be perfect in terms of classroom management.
So, I think they are. (...) But they are not like rules. (Ahmet, 32, 10 years of
experience)

It was the case for some instructors (n=2) to get explicit warnings or reminders

regarding how they were expected to behave in terms of their emotions. Among these,

there are reminders of being professional, not acting too emotional, or not seeming

bored to the students. Participants stated that:

“Always be a professional,” for example. And if the students ask you something
about a regulation (...), “Do not respond emotionally, just show them the
regulation.” For example, one of my favorite students failed because he was
not a hardworking person. And I was very emotional about it. (...) Then I got
a warning. The management said that “You are too emotional about this, try
to be professional.” (Damla, 31, 6 years of experience)

I remember one day our coordinator warned one of my colleagues saying “I
watched your recordings, and you were just talking quietly. Please talk louder.
Because this can demotivate students and we do not want any other complaints.
You look very bored of teaching, please speak louder.” There were always
some explicit warnings. (Merve, 28, 6.5 years of experience)

Participants’ statements show that their experiences related to explicitly stated

emotional display rules from their institutions showed variances.
4.2.6. Emotional Labor during the Pandemic

The second and fourth research questions specifically addressed instructors’ emotional
labor strategies. The interview data revealed that the instructors used several emotional
labor strategies that stemmed from various sources. All of the participants stated that
they put effort into managing their emotions during online teaching. For some of them,
the amount of this effort was different than the one during face-to-face teaching. It was

frequently stated by the participants that they mostly controlled their negative
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emotions, such as anger, disappointment, or anxiety, while they tried to display their

positive emotions towards students as much as possible. A participant said:

We, teachers, have positive emotions and negative emotions. When | say trying
to control my emotions, | mean my stress, my anger, my anxiety, all those
negative things. | try to keep them to myself. But if | feel like happy, or hear
something good, positive, | do not control them. | share them with the students.
(Selin, 39, 17 years of experience)

The emotional labor strategies that they employed were explained under three

subthemes: surface acting, deep acting, expressing genuinely felt emotions.
4.2.6.1. Surface Acting

Several participants (n=3) stated that they showed emotions that they did not actually
feel towards their students. Especially when they felt anger, sadness, or fear, they

mainly chose to hide it and pretend to have more positive emotions. Participants said:

They [students] were not giving any feedback, and | got angry with that. | got
disappointed and angry. Annoyed, let's say. And when | decided to pretend,
when | pretended to be a calm teacher, it paid itself. Yes, that was worth it.
(Berna, 40, 10 years of experience)

I was having some personal issues with my life during those times regarding
my mental health. And I didn’t want to show this to my students, so I kind of
[break] put everything aside and | pretended as if | am having a very happy
life, as if | believe that everything is going to be alright (Gizem, 28, 6 years of
experience)

The feelings as a teacher you are required to show are mostly positive ones.
Like that, you are happy to teach them; you love them etc. etc. Yes, sometimes
I had to- I feel the need to show my students that | love them, even the ones that
I do not. It can be one of the things that frustrate me. (Damla, 31, 6 years of
experience)

In these situations, the participants did not try to change how they felt at that moment
or did not display their actual feelings. By changing how their emotions reflected
outside, they tried to fulfill several aims such as motivating the students, not creating
a negative class environment, or acting professionally. Acting is an essential
component of surface acting, and several participants (n=3) mentioned that they
perceived teaching as similar to acting, being on the stage, or performing a role. They
stated:
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| felt we were like the violin performers playing in Titanic [a movie]. There
were many problems students were dealing with; we were dealing with. People
were losing their beloved ones, but we were still in a class trying to do our best
despite everything going on in our lives. So, it was an intense period of
emotions, intense period of mixed feelings, of course. (Ahmet, 32, 10 years of
experience)

I think teachers should be great actors and actresses even if they are at that
time of teaching, bored or they have real problems outside the classroom about
their family commitments, things like that, teachers have to play their role well.
(Yasemin, 45, 20 years of experience)

Basically, you are on the stage, and you are kind of in a roleplay. I am mainly
talking about young student groups; we are basically a role model for them.
(Biisra, 27, 6 years of experience)

The online teaching period had its characteristics, which sometimes aided participants’
surface acting strategies and made it easier to hide it when they felt negative emotions.

Two of the participants stated that:

During online teaching, | kept my webcam off to hide my feelings in my face.
(Berna, 40, 10 years of experience)

Because it was a little bit harder for students to understand [negative
emotions], because they do not see your whole body and movements, they just
see my face and I can easily smile. (Biisra, 27, 6 years of experience)

One of the reasons for participants’ surface acting was their belief that it was not
appropriate for them to share their negative emotions and put their students in a place
where they supported their teachers emotionally. They believed that this relationship
would harm their professional relationships with their students. When their emotions
resulted from personal factors, they mainly chose acting and pretending to have other

emotions. Along the same lines, a participant stated that:

It’s not a therapy session. I was not supposed to cry and talk about my
problems, and they are not supposed to listen to my problems and give advice.
You have a mission there; they spare their time to get that education. (Biisra,
27, 6 years of experience)

Another reason for surface acting that was mentioned by three participants was the

recording of the lessons. A participant said that:
Because it was recorded, it could be watched again, maybe I might refrain from

showing more negative emotions in the classes. Or, when I have something to
say, like a lecture to the class about their bad behavior, | would wait for the
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end of the lesson. | would stop the recording; then | would tell them not to do
some stuff or what to do in my classes. (Gizem, 28, 6 years of experience)

As stated by a participant, recording of the lessons led participants to engage in

emotional labor since they chose to hide their emotions until the recording stopped.
4.2.6.2. Deep Acting

Deep acting was the most frequently mentioned emotional labor strategy (n=6), and it
was primarily related to the teachers’ awareness of the exceptional conditions and

difficulties that the students were experiencing. They stated:

I cannot remember adopting a strategy deliberately, but | can say whenever |
felt displeased with something, I reminded myself that this was not a normal
day. It was a different time with unique conditions, with unprecedented
consequences. So, | always reminded myself that this is not a normal time. This
is an unusual time, and do not expect things to float in their usual way. (Ahmet,
32, 10 years of experience)

They frequently stated that they showed more empathy towards their students than
they did during the face-to-face teaching. With this motive, they tried to moderate or
convert their negative emotions, such as anger or sadness, into positive ones. They
said that:

After | felt angry, | would think that maybe I should not be, I should not have
got angry with them because | tried to see things from their perspective, that
they were having difficult days, and maybe because they were teenagers,
adolescents actually. So, they might have some problems with their identities,
and it might not be comfortable for them to show their faces. And, I tried to,
you know, empathize with them. (Gizem, 28, 6 years of experience)

But at first, | just started to control my emotions because | got really angry, but
I did not want to say anything to break their heart, to make them unhappy or
unmotivated because | kind of empathized with them. (Merve, 28, 6.5 years of
experience)

During the online lesson as well, | know they are in a difficult situation. They
are trapped in their houses, and they are trying to learn. They are trying to do
their best. They really want to learn, but there are lots of distractions. That is
why | was somehow more patient than | was in the physical classroom.
(Yasemin, 45, 20 years of experience)

Participants statements show that trying to understand what their students were going
through helped them manage their feelings and create a more positive class

atmosphere.
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4.2.6.3. Expressing Genuinely Felt Emotions

All participants stated that they did not hesitate to show their positive emotions and
did not control them. The strategy to express their actual feelings mainly was helpful

when they had emotions such as joy or love. A participant stated that:

If | feel like happy, or hear something good, positive, I do not control them. |
share them with the students. And I encourage them to share it. (Selin, 39, 17
years of experience)

On the other hand, when the participants expressed their genuine negative emotions,
some participants (n=3) thought that they could not manage their emotions. One of the
reasons for this is experiencing stronger emotions and the difficulty of controlling
them. A participant, who had medical issues related to her negative emotions, stated
that:

But from time to time, | just stopped controlling it because | was really getting
angry. By the way, at the end of that term, kurdesen doktiim ben cidden. [“I got
hives, really”’]. 1t was such a class. | had to control everything, but sometimes
I could not manage it. (Damla, 31, 6 years of experience)

You know, sometimes you say something, but you don’t get a reaction from the
students. And it is really annoying. And at these times, | really shouted like
“Guys, who am I talking to? Can someone please say something?” I was
getting angry, and | was showing it. (Damla, 31, 6 years of experience)

One of the participants also believed that expressing her emotions genuinely towards
her students was an effective way to create an authentic and honest relationship with

her students.

If I show my feelings to my students, they will show their feelings to me. And if
we are open enough to discuss and understand each other, I think we will help
the job get easier. (Yasemin, 45, 20 years of experience)

This shows that teachers also manage their feelings to influence how students will

express their emotions directly.
4.2.7. The Effect of Years of Experience of Managing Emotions

The present study's third and fourth research questions addressed the effects of
experience on teachers’ emotions and their emotional labor strategies. To reach a

deeper understanding of the quantitative findings, this issue was also investigated in
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the qualitative phase. First of all, it was revealed that all experienced teachers who
participated in the interviews agreed that their experience in teaching helped them in
different areas and to different extents. Especially in terms of emotion management, it
was frequently reported that teaching experience contributed a lot, such as showing
fewer overreactions, keeping calmer, or not getting offended so easily. The importance
of experience in teaching was also mentioned by a participant who had 3-years of

experience in teaching:

I try to balance them, and I can balance them better than before. So, I think as the
years go by, | will be able to manage my feelings and my reactions towards the
students better, and in a positive way, I think. (Nazli, 27, 3 years of experience)

As well as emotion management, specific teaching skills such as being more confident,
having more developed communicative skills, or being more knowledgeable about the
requirements of teaching young adults were some areas in which years of experience

helped.

But thanks to my over 15 years of experience, | was able to get over certain
difficulties without any help from the administration. I could do stuff on my
own. That was a luxury. | would say that being experienced in as a language
teacher helped a lot. (Selin, 39, 17 years of experience)
On the other hand, the instructors were not always successful in referring to their
previous experiences under the unique conditions of the COVID-19 pandemic and
transitioning to emergency remote education. It was stated by several participants that
(n=4) face-to-face teaching experiences were not so efficient in online teaching. They

stated that:

And | firmly believe that even the most experienced among us turned into a
novice teacher at the beginning of the remote teaching process. No matter how
much experience you had, it did not directly translate into remote teaching
situations. (Ahmet, 32, 10 years of experience)

Although I used some of my experience from my previous teaching experience,
I was still out of control most of the time when | started online teaching. But
during the period of online teaching, | acquired a different type of experience,
so | started to benefit from my online teaching experience. (Berna, 40, 10 years
of experience)

One of the participants, who had 35 years of experience, mentioned that adapting to

new situations was not as easy as it was for beginning teachers. Even though she
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viewed the process as an experiment and was happy to be a part of it, she stated that it
was very common for more experienced teachers to choose retirement during the
online teaching period. Another participant, who had ten years of experience, stated
that his willingness to try new methodologies and being passionate about learning
helped him more than his previous teaching experiences. In fact, some of the beginning
teachers (n=2) stated that their interest and familiarity with digital methodologies

helped them overcome the problems that resulted in negative emotions. They said that:

I have seen experienced teachers retire after three or four months saying, “I
cannot take it anymore, this is it, I do not want this [...] " [laughing] “This is
not teaching,” they even thought. (...) I did ask myself that question, “How
would you have handled this if you had been teaching only for 10 years at this
institution? ”” I would have managed; I would have done the same thing (Aynur,
59, 35 years of experience)

So, in another scenario in which I'm still an experienced teacher, but I do not
have the motivation to dig deeper into what | can do to make online learning
more effective for my students and a motivation to learn about the many tools
I could use in online education. | would not be this successful. (Ahmet, 32, 10
years of experience)

4.2.8. Lack of Training in Managing Emotions

All participants stated that they did not receive specific training that focused on teacher
emotions and emotion management. Their opinions of the necessity of such training
in the ELT departments showed variances depending on their experiences, especially
as beginning teachers. Still, the majority of the participants (n=8) thought that it would
be useful to include issues related to emotional aspects of teaching. A participant stated
that:

And what should you do with those feelings? I mean, should you show them to your
students? Should you hide them, or how should you deal with your students and
their feelings, for example. We should have that training. (Damla, 31, 6 years of
experience)

The lack of training emerged as a theme related to the effects of years of experience.
Especially for the beginning teachers, the lack of such training might have made the

negative effects of being inexperienced in teaching more strongly felt.
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CHAPTER 5

DISCUSSION

In the discussion chapter, the findings of quantitative and qualitative studies are
discussed, and the limitations, recommendations, and implications of the study are

presented.
5.1. Summary of the Results

The present mixed methods study involved the participation of EFL instructors who
were working at English language preparatory programs in Ankara, Turkey. The
positive and negative emotions that they demonstrated and the emotional labor
strategies that they employed during the emergency remote teaching period in the
COVID-19 pandemic were investigated. Additionally, it was aimed to find out if
teachers’ years of experience influenced whether they had positive or negative
emotions or which emotional labor strategies they used. Conducting a mixed methods
study was significant because the literature on teacher emotions dominantly depends
on qualitative studies (Tsang, 2013; Xu, 2013). To reach a better understanding of the
research problem, an explanatory sequential (QUAN — qual) design was preferred. In
explanatory sequential studies, the qualitative data is analyzed and interpreted as a
means of explaining the findings of the quantitative study. In the current study, the
quantitative data was collected through an online survey with the participation of 156
EFL instructors. On the other hand, semi-structured interviews with a subsample of
the quantitative study participants were conducted for the qualitative data collection.
Interviews were conducted with 10 participants who volunteered to take part in the
follow-up phase of the study. The quantitative data analysis revealed that instructors
who participated in the study reported positive emotions significantly more than
negative ones. Joy and love were experienced more than the other distinct emotions.
Among the negative emotions, anger had the highest mean score. The findings also

revealed that instructors most frequently used the expressing genuine emotions
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strategy among the three emotional labor strategies. The use of surface acting followed
that, and deep acting was the least frequent emotional labor strategy. When the effect
of years of experience on positive and negative emotions was explored, the results
showed that experienced teachers demonstrated significantly fewer negative emotions
than the beginning teachers, even though their positive emotions did not show a
significant difference. It was also found out that beginning teachers used more surface
acting than experienced teachers. Additionally, experienced teachers used more

expressing genuine emotions strategies than the beginning teachers.

According to the points mentioned above, the quantitative and qualitative findings of
the study are discussed under four headings: EFL instructors’ positive and negative
emotions during the COVID-19 pandemic, EFL instructors’ emotional labor
strategies, effects of years of experience on emotions, and effects of years of

experience on emotional labor strategies.

5.2. EFL Instructors’ Positive and Negative Emotions During the COVID-19

Pandemic

Teaching is a profession that involves intense positive and negative emotions even in
stable conditions where there are no impediments before effective communication
between teachers and students, as well as when a collaborative relationship between
teachers, colleagues, and administration is still well accessible. After the outbreak of
the COVID-19 pandemic worldwide, severe measurements were taken, and
transitioning to online education in a short amount of time was one of them that
influenced HEIs. This study investigated EFL instructors’ emotional experiences
during the emergency remote teaching, which lasted for three terms between 23rd
March 2020 and September 2021. Participants’ responses to the online questionnaire
showed that they had significantly more positive emotions than negative ones during
the remote teaching period. Besides, the most frequently experienced distinct emotion
was joy which was also the case in a recent study conducted with high school teachers
in Turkey (Atmaca et al., 2020). The semi-structured interviews conducted with the
participants revealed that the conditions that the pandemic changed were significant
sources of emotions. Their statements led the researchers to come up with three critical

periods of emergency remote teaching: the very beginning, learning to teach online,
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and achieving the outcomes. For some participants, an unexpected transition to online
education was a source of negative emotions such as anxiety or unhappiness. The
workload increased, and they took on adapting themselves and their students to the
new situation. On the other hand, there were participants who supported that online
education was the best option because of the risks that face-to-face education and for
some participants. It also had more comfortable, more convenient, and easier aspects.
Being familiar with the technology and digital teaching tools also created positive
emotions. The very beginning of the remote teaching period was followed by gaining
more experience in teaching online and coming up with solutions to the problems that
were experienced in the beginning. It was also an excellent opportunity for some to
experiment with a different way of language teaching, which contributed to their
professional development. Finally, at the end of the process, most participants stated
that they succeeded in teaching English online. It created positive emotions to see that
even in such extraordinary conditions, the teachers could help students make academic
progress and compensate for its difficulties. This kind of evaluation of the period with
a specific focus on the effect of time guides the discussion of the research findings. In
Bronfenbrenner’s Ecological System theory (1988), one of the systems that surrounds
people and influences people’s development is the chronosystem, which shows the
effect of time. It is generally explored regarding the either expected or unexpected
changes that occur in an individual’s life span (Rosa & Tudge, 2013). In the present
study, chronosystem and its effects on teachers’ emotions are significant in two levels:
personal and external (Rosa & Tudge, 2013). The chronosystem around the teachers
at the macro-level, or due to external factors, included the broader and more lasting
social and historical changes, which reflects the COVID-19 pandemic and its
consequences on the general society. At the micro-level, teachers experienced their
own online education process within different periods of adapting, learning, and
gaining the outcomes. It was seen that during this transition between different periods
of online education and within the effect of time, their efforts, willingness, and the
feeling of responsibility to be an active agent in handling the crisis helped them the

most to experience positive emotions and increased their self-efficacy.

The findings of the present study showed that teachers reported positive emotions
more than negative ones. Still, the sources of the negative emotions came forth during

the interviews conducted with the participants. They were mainly related to the
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microsystem, which constituted the relationships between teachers and their immediate
environments. The compulsory isolation of teachers and unusual limitations in their
interactions with the people around them created negative emotions. In the present
study, the microsystem included colleagues, administrators, and, most importantly,

students.

As a consequence of students’ negative emotions, lack of motivation, and lack of
participation, the teachers’ emotions were negatively influenced. Not forming personal
relationships as strongly as they did during the face-to-face teaching and spending a
lot of time and effort in persuading students to participate in the lessons and turn on
their cameras were also reasons for emerging negative emotions. The literature on
teacher emotions supports this finding that teachers’ relationships with their students
are essential sources of emotions (Chen, 2019; Hagenauer & Volet, 2013). Besides,
physical conditions unique to the pandemic, such as poor internet connection or
distracting issues around learners’ surrounding environments, hindered forming such
effective interactions. On the other hand, some participants were able to form strong

bonds with their students, which was mentioned to be a source of joy and satisfaction.

Teachers in this study mentioned the importance of these interactions and forming
bonds with their students with regard to the requirements of English language teaching.
They agreed that teaching English involves distinct emotional aspects. In line with the
developing literature on the distinct emotional experiences specifically experienced by
language teachers since the 2010s (Barcelos & Aragéo, 2018), it was supported with
the findings of this study that creating caring and empathetic relationships with their
students was one of the priorities of the participants. It showed that English language
teaching involves expressing more positive emotions towards students to develop
more positive relationships. The participants thought that their relationships with their
students was one of the crucial factors that affect learners’ motivation and their
investment in learning English. Language learners’ motivation is a subject that has
attracted attention in the ELT literature. This study showed that it can also be highly
related to the emotions displayed by the language teachers. Additionally, the
participants stated that both EFL teachers and learners often express their emotions in
the target language, which makes English both the content of the lessons and the

medium of interaction. Therefore, whether the learners manage to express and
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understand emotions is highly related to their academic success, as well. The findings
revealed that online education created several problems in terms of teaching English
effectively while trying to maintain the positive emotions. Even though using English
during online classes did not pose any problems for the majority of the participants, it
was not the case for the learners. Their interaction with the other students in the class,
the physical conditions at homes and their lack of motivation to learn English online
might have led teachers to put more effort to display positive emotions and motivate

their learners.

Another factor in teachers’ microsystem was their relationships with their colleagues
and administrators. The emergency remote teaching period required a lot of
collaboration among the teachers who were in an intense period of learning and
adapting. However, there was a growing distance in physical geographies between
teachers and the people around them (Hargreaves, 2000). According to Hargreaves’
(2000) emotional geographies theory, physical geographies refer to how frequent and
intense teachers’ interactions with others are. The COVID-19 pandemic naturally
influenced the physical geographies between teachers, their colleagues, and
administrators. Especially in several foundation universities, rather than finding the
support they needed, instructors were expected to compensate for the shortcomings of
the institutions. On the other hand, in several state universities, the administration
offered more support and professional learning opportunities and paid more attention
to what the instructors needed at that moment. Some participants also stated that
recording the lessons and making them accessible to their colleagues and
administrators were sources of negative emotions. It resulted in increased monitoring
and supervision over their behaviors in the lectures, attitudes towards their students,
and emotions that they demonstrated. The literature shows that teachers’ lack of
control over what they do and their professional decisions may result in deskilling and,
thus, negative emotions (Tsang, 2015). It was the case for several participants who
thought that recording of the lessons did not serve its actual aim, which was to assist
students who could not attend the lessons. Instead, it was stated that the administration
or other colleagues mostly watched them as a way of controlling what was happening

in the lessons.
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5.3. EFL Instructors’ Emotional Labor Strategies

In order to meet the requirements of the emotional rules of teaching, teachers engage
in emotional labor by applying various strategies (Zembylas, 2002). One of the
purposes of the present study was to investigate EFL instructors’ emotional labor
strategies that were used during the emergency remote teaching period. The
quantitative data revealed that they mostly expressed their emotions genuinely towards
their students. The interviews supported this finding only for positive emotions since
all participants stated that they never hesitated to show their positive emotions. In fact,
they tried to encourage their students to share their positive emotions with them, as
well. The findings showed that teachers experienced significantly more positive
emotions than negative ones. It can be interpreted that they also used the expressing
genuine emotions strategy more than the other ones because of this. The second most
used strategy was surface acting. In surface acting, teachers only regulated how they
displayed the emotions towards their students rather than engaging in any internal
process to change their actual emotions, which is called deep acting (Hochschild,
1983). Two previous studies conducted in Turkey (Ergil Bayram, 2020; Yilmaz et al.,
2015) revealed that while expressing genuinely felt emotions was the most frequently
used strategy, surface acting was the least frequently used one. In this study, a different
finding was obtained regarding the use of surface acting. According to the interviews
conducted with the participants, deep acting was found to be the most frequently
mentioned strategy. Most of the teachers stated that the unusual pandemic conditions
made them try to be more empathetic and change how they feel about certain unwanted
student behaviors. This was because they knew that students were also going through
a hard time and had a lot of difficulties related to online education. Additionally, they
stated that it was required for English language teachers to form positive relationships
with their students to make learners love learning English. They believed that creating
a positive classroom environment was a prerequisite for learners’ academic
improvement. Therefore, their emotional labor was primarily due to this internal
expectation. On the other hand, the quantitative findings revealed that the acting
strategy that they most frequently employed was not an internalized one, but it was
more on the surface. The literature on teachers’ emotional labor supports that surface
acting is the most harmful emotional labor strategy for the teachers’ well-being (Ruiter

et al., 2021). However, the data revealed that teachers’ emotions were primarily
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positive. These findings can be interpreted from Hargreaves’s (2000) emotional labor
point of view. Hargreaves (2000) states that when teachers have their own reasons for
emotional labor and actually feel successful doing it, it can benefit the teachers.
According to the interview data, participants’ use of surface acting mainly was to
motivate the students to learn English or not to create a hostile class environment. It
was related to the emotional aspects involved in teaching English that were unique to
language teaching according to the participants. A very important component of
language learning is speaking, which is directly related to learners’ emotions and
motivation. Lack of an effective interaction between learners and that it was difficult
to form more personalized relationships during online education led teachers to
employ more strategies to maintain a positive classroom environment. In addition, they
wanted to hide or regulate their negative emotions not to seem unprofessional. These
were internalized reasons for teachers to perform emotional labor and surface acting
in particular. Most of the participants stated that they did not encounter an explicit
emotional rule forced upon them by their institutions. On the other hand, their
familiarization with how and why to perform emotional labor took its sources from the
ELT literature, conversations with colleagues, or previous learning experiences.
According to these findings, it is possible to say that there are some emotional
expectations with which the EFL teachers working at Turkish HEIs get familiar when
they are learning to teach either in undergraduate programs or in their experiences

when they were language learners.
5.4. Effects of Years of Experience on Teacher Emotions

It was aimed to find out if the years of experience influenced EFL instructors’ positive
and negative emotions that they demonstrated during the COVID-19 pandemic. There
are insufficient findings in the teacher emotions literature related to the effect of years
of experience on positive or negative emotions. Still, it was stated by several
researchers that both positive and negative emotions experienced by beginning
teachers could be more intense (Hargreaves, 2005; Intrator, 2006).

Parallel to this, the present quantitative study revealed that beginning teachers who
had less than 7-years of experience (Day & Gu, 2010) demonstrated significantly more
negative emotions than the more experienced teachers. The qualitative data supported

this finding in that the experienced participants stated that their experience in teaching
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helped them in several ways, such as gaining more developed teaching skills or being
more successful in managing their emotions. However, some studies have obtained
contrary findings in the literature. For example, in Chen’s study (2019) conducted in
China, an opposite result was attained in that less experienced teachers reported more
frequent positive and less frequent negative emotions. Similarly, Hargreaves (2005)
found that less experienced teachers had more optimistic attitudes towards educational
changes. According to the previous literature and the present study's findings, it is
possible to say that in emergencies, such as a global pandemic, teachers’ emotional

experiences in teaching can show differences.

Even though it was revealed that succeeding in teaching English online required a
different set of expertise in online teaching, despite this, according to the quantitative
findings, it is possible to say that years of experience affects how teachers’ emotional
states are influenced by the difficulties they encounter. In the present study, even
though the emergency remote teaching period generated challenges for both
experienced and beginning teachers, experienced teachers’ emotions were
significantly less negative than the beginning teachers. On the other hand, no
significant difference was observed in their positive emotions. Still, the mean scores
of the positive emotions experienced by experienced teachers were higher than the

beginning teachers.

The interview data revealed that teachers did not get special training dealing with
emotional aspects of language teaching in the teacher education programs. They
mentioned that such training included in the programs might have prevented their

unpreparedness for the situations resulting in negative emotions.
5.5. Effects of Years of Experience on Emotional Labor Strategies

Even though the literature on the effect of years of experience on the emotional labor
strategies used by the teacher is still scarce, several previous research studies revealed
that experienced teachers expressed their genuine emotions more often than the
beginning teachers (Yilmaz et al., 2015). This was also shown in the quantitative
analysis of the present study. Moreover, it was found that beginning teachers applied
significantly more surface acting strategies than experienced teachers. The qualitative
data supported these findings in that the participants stated that their experience in
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teaching helped them, especially when they needed to manage their emotions. They
reported that they did not overreact towards emotional issues as they did when they
were less experienced. Additionally, they could keep their calmness more successfully
and were not emotionally offended by students’ negative behaviors. Having developed
emotional strength during the years, they were able to show their genuine emotions
more efficiently, which were already in line with the emotional expectations from a

language teacher, in their opinion.

On the other hand, the emergency remote teaching period was not an effortless
experience for them. They stated that it was not easy to make use of their previous
experience in teaching during the online teaching period. Despite the difficulties, the
findings showed that they were more successful in genuinely showing the

‘appropriate’ emotions
5.6. Limitations and Future Suggestions

The present study has several limitations. One of them is that it only involved English
language teachers who worked at English language preparatory programs at higher
education institutions. However, the COVID-19 pandemic and the emergency remote
teaching period also affected teachers working at different levels of education. Future
studies that involve teachers teaching other groups and perhaps other subject areas can

contribute much to the literature on teacher emotions.

Secondly, the study was conducted in only one city in Turkey. Teachers’ and students’
emotional experiences might have differed in other parts of Turkey. Even though the
students were in different cities and tried to attend the lessons online, the present study
participants were in Ankara, the capital city of Turkey, which offers specific physical
opportunities and facilities that might have aided the online teaching process. Future
studies can investigate teachers' experiences from other regions to obtain more

comprehensive data.

Another limitation of the present study is that in quantitative and qualitative phases,
the self-report methodology was adopted in that participants were asked to report their

own experiences (Buric, 2017). Thisresearch design might have created one-sided and
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biased findings. Future research can use triangulation methodologies that involve other

parties, such as students.

Inaddition, it is a limitation of the study that the items in the questionnaire and several
semi-structured interview questions were adapted from previously developed scales.
These scales were not specifically designed to measure the experiences of English
language teachers. Besides, they were not designed considering the unique conditions
of the COVID-19 pandemic and the specific properties of the HEIs in Turkey. Even
though they were adapted to attend to these needs, future research can focus on

developing data collection instruments that can serve these areas.
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CHAPTER 6

CONCLUSION

This explanatory-sequential mixed methods study investigated beginning and
experienced English language instructors’ emotions that they demonstrated, emotional
labor strategies they used during interaction with their students and the effects of years
of experience on them during the COVID-19 pandemic. The following research

questions were answered as a result of the study:

1. What was the frequency of English language instructors' positive and
negative emotions that they demonstrated during the COVID-19 pandemic?
2. What emotional labor strategies did English language instructors employ in
online classes during the COVID-19 pandemic?

3. Is there a significant difference between the beginning and experienced
English language instructors’ emotions that they demonstrated during the
COVID-19 pandemic?

4. Is there a significant difference between the beginning and experienced
English language instructors' emotional labor strategies that they employed in

online classes during the COVID-19 pandemic?

Data for this study was collected via an online questionnaire and follow-up semi-
structured interviews. 156 EFL instructors responded to the questionnaire, and
interviews were conducted with 10 of them. There was a chronological relationship
between quantitative and qualitative data collection and analysis processes. In
explanatory-sequential mixed methods studies, one function of the qualitative data is
to explain the quantitative findings. That is why the data analyses were conducted with
this aim. Several descriptive and inferential statistics were performed in order to
provide answers to the research questions. In the present study, the findings revealed

that teachers demonstrated positive emotions significantly more than negative ones.
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Conducted interviews supported that even though the beginning of the emergency
remote teaching period involved more negative emotions, teachers overcame these
negative emotions and turned them into positive ones as they gained more experience
in online teaching and saw that they actually succeeded. Besides, several important
sources of teachers’ positive and negative emotions were reached. Parallel to the
findings of the other studies in the literature, their relationships with their students
were the most significant source of their emotions. In terms of their emotional labor
strategies, it was found out that teachers used expressing genuine emotions strategy
more often than surface acting and deep acting. Their reason to engage in emotional
labor mainly was to protect the positive classroom environment and be professional.
The interviews conducted with the participants supported the existing literature that
showed emotional labor does not necessarily lead to negative emotions when the
teachers have their own reasons to manage their emotions (Hargreaves, 2000). In
addition, it was found that years of experience had a significant effect on teachers’
negative emotions since beginning teachers demonstrated significantly more negative
emotions than the experienced teachers. It also affected the use of expressing genuine
emotions and surface acting strategies because experienced teachers reported
expressing their genuine emotions significantly more than beginning teachers, and

beginning teachers used significantly more surface acting strategies.

Teaching is a profession that involves a lot of emotional aspects. Due to its
interactional and social nature, it is common for teachers to experience positive and
negative emotions intensely. It also involves emotional labor since teachers are
expected to display certain emotions towards their students (Hochschild, 1983). This
study contributed to the literature on teacher emotions by focusing on several areas
that need more attention from the researchers. One of them was the exploration of
emotions and emotional labor strategies in English language teaching. For some
aspects, language teachers engage in more emotional work when their job requires
utmost interaction with their students and deal with the authentic content that is very
suitable to generate emotions both in teachers’ and students’ sides. The second
contribution of this study was the exploration of language teacher emotions during the
COVID-19 pandemic. Within the unique emergency conditions, teachers worldwide
showed that it was possible to do their best to recreate the face-to-face teaching

conditions during online teaching, which was not always possible. After these difficult
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times ended, it was essential to document what the teachers went through emotionally
for future emergencies and contribute to their well-being even in normal teaching

conditions.

It is hoped that this study carries an empowering aspect for the English language

teachers who are either experienced or beginning in their professions.
6.1. Implications

The present study sheds light on several points that can be useful at the practical and
theoretical levels. First of all, the emergency remote teaching period, on which the
study focused, still has lasting effects on education and general society. This study was
conducted when there were COVID-19 vaccination opportunities for everyone, and no
strict measures were left in higher education institutions. Still, the pandemic was not
over, and there was an increasing number of COVID-19 positive cases in Turkey. In
the future, it was possible to encounter various variants of the Coronavirus whose
effects are unknown for now. The COVID-19 pandemic proved that an emergency that
would affect the whole world in a short amount of time might always occur. Even in
usual teaching conditions, one implication of the study is that teachers’ emotions and
well-being are essential and influence the teaching and the learning processes. That is
why the emergency policies must be generated with adequate attention to creating

opportunities that can support teachers more professionally.

Secondly, the qualitative study revealed that an essential source of English language
teachers’ familiarization with the emotional expectations was the ELT literature, such
as the seminars, conventions, or their conversations with colleagues. On the other
hand, they also stated that they had not gotten any training that specially focused on
emotional aspects of teaching and emotion management. These findings can be
interpreted as teachers learn about the kinds of emotions that are expected from them
when they study in language teaching programs; however, they do not gain the
necessary skills to deal with the intensity of the emotions in the teaching profession.
The findings showed that beginning English language teachers had significantly more
negative emotions and used significantly more surface acting strategies. In order to
prevent the emotional burdens, the risks of burnout, and potential damages on their
well-being when they first enter the profession, prospective teachers can be provided
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with the necessary training that can provide them with good insights related to the

teacher emotions and skills for efficiently managing their emotions.

Lastly, the results showed that several issues resulted in negative emotions and
emotional problems stemming from several institutions' decisions. The qualitative data
revealed that the institutions' attitudes had an essential influence on teachers’
emotions. It was stated that working at a relatively democratic institution that gave
importance to the instructors' needs during the COVID-19 pandemic helped them
overcome several difficulties. On the other hand, when the lessons were recorded to
control and supervise, it made the teachers experience negative emotions. As the
literature suggests, these kinds of attitudes might result in deskilling (Tsang, 2015) and
severe harm towards teachers’ well-being. Especially in foundation universities, one
reason for these behaviors was perceiving students as customers. Teaching requires
emotional labor. In line with Hochschild’s (1983) emotional labor theory, teachers
engage in more emotional work when the concerns for customer-positive effect
increase and when providing a satisfactory “service” to students is a main priority of
the institutions. The present study showed that emotional labor did not necessarily lead
to negative emotions when the teachers had their own reasons to manage their
emotions and make internal decisions. On the other hand, forced emotional labor for
the sake of profitmaking can create more negative emotions. The literature shows that
it can lead to experiencing emotional exhaustion and even burnout. Therefore, this
study's implication is that both foundation and state HEIs need to view English
language teachers’ well-being as a priority and take the necessary precautions to
protect teachers from any harm that their policies might have on carrying positive

emotions towards their profession.
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B. CONSENT FORM AND THE INITIAL QUESTIONNAIRE

Arastirmaya Goniillii Katilhm Formu
Bu ¢alisma Orta Dogu Teknik Universitesi Ingiliz Dili Egitimi boliimii yiiksek
lisans Ogrencisi Nazlinur Kemaloglu tarafindan yiiksek lisans tezi kapsaminda
yiiriitilmektedir. Bu form size arastirma ¢aligsmasinin igerikleri ve siirecleri hakkinda
bilgi vermek amaciyla hazirlanmistir.

Calismanin Amaci

Bu calismanin amaci iiniversitelerin Ingilizce hazirhk programlarinda ¢alisan
Ingilizce ogretmenlerinin pandemi siirecindeki duygularini ve duygusal emek
stratejilerini arastirmaktir. Bu goniilli formunun sonrasindaki anketlerden toplanacak
veriler arastirmanin pilot calisma kisminda kullanilacak ve ana calismaya dahil
edilmeyecektir. Pilot calismanin amaci kullanilan veri toplama aracinin giivenilirligini
ve uygulanabilirligini test etmektir.

Cahismanin Asamalari

Bu ¢alismada karma arastirma yontemi (NICEL—nitel) benimsenmistir. Ug
kisimdan olusan bir anket ve bunu takip edecek bireysel gorlismeler aracilifiyla veri
toplanacaktir. Bu goniillii katilim formu tamamlanmasi yaklasik 10-15 dakika stirecek
anket kismini kapsamaktadir ve bu anketi tamamlayarak pilot calismaya katilan
katilimeilar bireysel goriismelere katilmayacaktir.

Calisma Hakkinda Bilmeniz Gerekenler

Bu ¢alismaya katilim tamamiyla goniilliilik esasina dayanmaktadir. Ankette
bulunan maddelerin katilimcilarda rahatsizlik olusturmayacagi ongoriilmiistiir. Fakat,
katiliminizi herhangi bir sebepten otiirli, istediginiz asamada sonlandirabilirsiniz.
Boyle bir durumda anketi tamamlamadan ¢evrimigi form sayfasindan ayrilabilirsiniz.
Aragtirma siiresince toplanan veriler yalnizca bilimsel amaglar i¢in kullanilacaktir.
Arastirmaci disinda kimseyle paylasilmayacak ve tamamen gizli tutulacaktir.
Arastirmayla ilgili daha fazla bilgi almak isterseniz:
Sorulariniz ve yorumlariniz icin
aragtirmaciya nazlinur.kemaloglu@metu.edu.tr adresi tizerinden ulasabilirsiniz.

“Bu ¢alismaya tamamen kendi istegimle katilyyorum ve istedigim anda katilimimi
sonlandirabilecegimi biliyorum. Saglayacagim bilgilerin bilimsel amaclar icin
kullamlmasna izim veriyorum.”

Imza
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PART A: Personal Information

Please answer the following questions:
1. What is your age?
2. What is your gender?
3. How long have you been teaching?
4. Did you teach online during the pandemic (between 23" March 2020-September
2021)?
[1 Spring Semester 2019/2020 (March, 2020- June, 2020)
L1 Fall Semester 2020/2021 (September, 2020- February, 2021)
[J Spring Semester 2020/2021 (March, 2021- June, 2021)
5. What is the type of university you are currently working at? Select that apply.
[] State university [] Private/ foundation university
6. Are you a full-time or part-time instructor? Select that apply.
I Full-time [] Part-time
6. What is your academic degree? Select that apply.
[J Bachelor’s Degree
[ Master’s Degree

L1 Doctoral Degree
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PART B: Teacher Emotions Questionnaire

Please indicate how frequently you experienced the emotions in the items during the

Covid-19 pandemic.

f =
. . E & .
During the Covid-19 pandemic... = = o S 2 £
@ I o = ©
5 o] o o £ =
2 o n L <™
1 I loved being a teacher since | could gain a sense of 1 2 3 4 5
achievement.
2 | felt really sad when my students shared their 1 2 3 4 5
negative emotions with me.
3 | was annoyed when the society and/or public 1 2 3 4 5
blamed teachers without any evidence.
4 I was worried about how to improve student 1 2 3 4 5
engagement and achievement.
5 | felt proud when I saw my students make progress. 1 2 3 4 5
6 I generally taught with enthusiasm. 1 2 3 4 5
7 I loved my teaching job because of the respectand 1 2 3 4 5
recognition from the society.
8 | felt disappointed when my coordinators/ 1 2 3 4 5
administrators ignored my efforts and contributions.
9 | often had reasons to be angry while | was 1 2 3 4 5
teaching.
10 I was worried that students didn’t take 1 2 3 4 5
responsibility for their study.
11 I felt nervous that my students couldn’t accept my 1 2 3 4 5
new teaching style which was adjusted to fit the
new regulations.
12 I loved teaching because my job was stable. 1 2 3 4 5
13 | felt angry when | was treated unfairly (i.e., 1 2 3 4 5
workload arrangement, salary level).
14 I loved teaching because the wage was reasonable 1 2 3 4 5
considering the work | did.
15 | felt frustrated because of strict policies about 1 2 3 4 5

online teaching in my institution.
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16

17

18

19

20

21

22

23

24

25

26

27

28

29

I got really mad while | was teaching.

| was motivated by support from my colleagues and
administrators.

| felt pressured about imbalance of work and life.

I was glad that my students enjoyed my teaching.

I was often worried that my teaching wasn’t going
so well.

I enjoyed adopting innovative ideas in my teaching.

I felt annoyed when my students didn’t get along
well with me.

| felt pressured from heavy workload (e.g.,
preparation work).

| enjoyed using online teaching.

| was nervous about using English to express my
feelings during online classes.

| enjoyed trying new methods to teach English
during online classes.

I was nervous when | thought that my English
proficiency was not enough to teach online
effectively.

I was pressured that my lessons were
recorded/observed by my superiors.

I loved communicating in English during online
classes.
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PART C: Emotional Labor Questionnaire
Please indicate how frequently you experienced the situations in the items during

the Covid-19 pandemic.

f =
c
> £ = g
. . b} @ L o Q
During the Covid-19 pandemic... 3 5 g o £
b o n L <
1 | faked a good mood when interacting with 1 2 3 4 5
students.
2 I worked hard to feel the emotions that | needed 1 2 3 4 5
to show to students.
3 I showed feelings to students that were different 1 2 3 4 5
from what | felt inside.
4 The emotions | showed students matched what | 1 2 3 4 5
felt at that moment.
5 | just pretended to have the emotions I neededto 1 2 3 4 5
display for my job.
6 I perceived teaching similar to a “show” where 1 1 2 3 4 5
didn’t have to show my true emotions.
7 I tried to actually experience the emotions that | 1 2 3 4 5
must show to students.
8 | acted in order to deal with students in an 1 2 3 4 5
appropriate way.
9 The emotions | expressed towards students were 1 2 3 4 5
genuine.
10 | worked at developing the feelings inside of me 1 2 3 4 5
that | needed to show students.
11 | put on a “mask” in order to display the emotions 1 2 3 4 5
that my job requires.
12 I made an effort to actually feel the emotionsthat 1 2 3 4 5
I needed to display towards others.
13 The emotions | showed students came naturally. 1 2 3 4 5
14 | faked the emotions | showed when dealing with 1 2 3 4 5

students.

always
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Your Comments Related to the Questionnaire:
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C. CONSENT FORM AND THE FINAL QUESTIONNAIRE

Arastirmaya Goniillii Katihhm Formu

Bu ¢alisma Orta Dogu Teknik Universitesi ingiliz Dili Egitimi béliimii yiiksek lisans dgrencisi
Nazlinur Kemaloglu tarafindan yiiksek lisans tezi kapsaminda yiiriitiilmektedir. Bu form size arastirma
calismasinin icerikleri ve siirecleri hakkinda bilgi vermek amaciyla hazirlanmustir.

Calismanin Amaci

Bu caligmanin amaci iiniversitelerin Ingilizce hazirlik programlarinda calisan Ingilizce
Ogretmenlerinin  Covid-19 pandemisi siirecindeki duygularim1 ve duygusal emek stratejilerini
arastirmaktir.

Calismanin Asamalari

Bu calismada karma arastirma yontemi (NICEL—nitel) benimsenmistir. U¢ kisimdan olusan
bir anket ve bunu takip edecek bireysel goriismeler aracilifiyla veri toplanacaktir. Bu goniillii katilim
formu tamamlamasi yaklasik 10 dakika siirecek anket kismini kapsamaktadir. Caligmanin ikinci kism
olan bireysel goriismeler pandemi siireci sebebiyle ¢evrimici ortamda, ZOOM program araciligiyla
gerceklestirilecektir. Katilmak i¢in anket sonunda goniillii olup olmadiginiz sorulacaktir ve oldugunuz
takdirde arastirmaci tarafindan sizinle iletisime gegilecektir.

Calisma Hakkinda Bilmeniz Gerekenler

Bu galismaya katilim tamamiyla goniilliiliik esasinda dayanmaktadir. Ankette bulunan
maddeler ve (goniilli oldugunuzu ayrica belirtmeniz durumunda) bireysel goriisme sorularinin
katilimcilarda rahatsizlik olusturmayacagl 6ngorillmiistiir. Fakat, katiliminizi herhangi bir sebepten
otiirii, istediginiz asamada sonlandirabilirsiniz. Béyle bir durumda anketi tamamlamadan ¢evrimigi
form sayfasindan ayrilabilirsiniz. Arastirma siiresince toplanan veriler sakli tutulacak ve yalnizca
bilimsel amaglar igin kullanilacaktir. Talep edilebilecek tek kimlik belirtici bilgi e-posta adresidir ve
goniillii olmaniz durumunda bireysel goriismelere katiliminiz icin sorulacaktir. Aragtirmaci disinda
kimseyle paylasilmayacak ve tamamen gizli tutulacaktir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Sorulariniz ve yorumlariniz i¢in arastirmaciya nazlinur.kemaloglu@metu.edu.tr adresi

iizerinden ulasabilirsiniz.

“Bu calismaya tamamen kendi istegimle katiltyyorum ve istedigim anda katilimim
sonlandirabilecegimi biliyorum. Saglayacagim bilgilerin bilimsel amaclar icin

kullamlmasina izin veriyorum.”

iMZA
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PART A: Personal Information
Please answer the following questions:
1. How old are you?
2. What is your gender?
3. How long have you been teaching?
4. Did you teach online during the pandemic (between 23" March 2020-September 2021)?
Please select all that apply.
1 March, 2020- June, 2020 (Spring Semester 2019/2020)
L1 September, 2020- February, 2021 (Fall Semester 2020/2021)
0 March, 2021- June, 2021 (Spring Semester 2020/2021)
5. What is the type of university you are currently working at?
State [] university [] Foundation university
6. Are you a full-time or part-time instructor?
] Full-time [] Part-time
7. What is your academic degree?
L] Bachelor’s Degree
[ Master’s Degree
[J Doctoral Degree
8. Which digital platform(s) did you use for distance education? Please select all that apply.
[] Zoom

I Microsoft Teams
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[] Google Meet
] Webex

[1 Other (please specify):
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PART B: Teacher Emotions Questionnaire

Please indicate how frequently you experienced the emotions in the items during Covid-19

pandemic.
During the Covid-19 pandemic... é ?
s 2 0B S B8 &
s § &5 8 EZ
P o n LL < ©
1 Iloved being a teacher during the pandemic. 1 2 3 4 5
2 | was worried about how to improve student 1 2 3 4 5
engagement and achievement.
3 | felt proud when I saw my students make 1 2 3 4 5
academic progress.
4 1loved my teaching job because of the 1 2 3 4 5
respect and recognition from the society.
5 | felt disappointed when my coordinators/ 1 2 3 4 5
administrators ignored my efforts and
contributions.
6 I was worried that students didn’t take 1 2 3 4 5
responsibility for their study.
7 I felt nervous that my students couldn’t 1 2 3 4 5
accept my new teaching style which was
adjusted to fit the new regulations.
8 | felt angry when | was treated unfairly (i.e., 1 2 3 4 5
workload arrangement, salary level).
9 | felt frustrated because of strict policies 1 2 3 4 5
about online teaching in my institution.
10 1 was motivated by support from my 1 2 3 4 5
colleagues and administrators.
11 Ifelt pressured about imbalance of work and 1 2 3 4 5
life.
12 1 'was glad that my students enjoyed my 1 2 3 4 5
teaching.
13 I was often worried that my teaching wasn’t 1 2 3 4 5
going so well.
14 | enjoyed adopting innovative ideas in my 1 2 3 4 5
teaching.
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15 Ifelt annoyed when my students didn’t get 2 4 5
along well with me.
16 | felt pressured from heavy workload (e.g., 2 4 5
preparation work).
17 1 enjoyed using online teaching. 2 4 5
18 | was nervous about using English to express 2 4 5
my feelings during online classes.
19 1 enjoyed trying new methods to teach 2 4 5
English during online classes.
20 | was nervous when | thought that my 2 4 5
English proficiency was not enough to teach
online effectively.
21 1loved communicating in English during 2 4 5

online classes.
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PART 3: Emotional Labor Questionnaire

Please indicate how frequently you experienced the situations in the items during the

Covid-19 pandemic.

During the Covid-19 pandemic... é ?
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1 Ifaked a good mood when interacting with 1 2 3 4 5
students.
2 I showed feelings to students that were different 1 2 3 4 5
from what | felt inside.
3 The emotions | showed students matched what | 1 2 3 4 5
felt at that moment.
4 | just pretended to have the emotions | needed 1 2 3 4 5
to display for my job.
5 Iperceived teaching similar to a “show” where I 1 2 3 4 5
didn’t have to show my true emotions.
6 |tried to actually experience the emotions that | 1 2 3 4 5
must show to students.
7 lacted in order to deal with students in an 1 2 3 4 5
appropriate way.
8 | worked at developing the feelings inside of me 1 2 3 4 5
that I needed to show students.
9 Iputona“mask” in order to display the 1 2 3 4 5
emotions that my job requires.
10 I made an effort to actually feel the emotions 1 2 3 4 5
that I needed to display towards others.
11 The emotions | showed students came naturally. 1 2 3 4 5
12 | faked the emotions | showed when dealing 1 2 3 4 5

with students.
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Do you want to take part in a follow-up individual interview? (It is expected to take
about 30-40 minutes and will be conducted online.)

[] Yes [ ] No

If your answer is “yes”, please write your e-mail address for the researcher to get in
touch with you:
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D. CONSENT FORM AND SEMI-STRUCTURED INTERVIEW QUESTIONS

Bireysel Goriisme icin Goniillii Katilim Formu

Bu galigma Orta Dogu Teknik Universitesi Ingiliz Dili Egitimi boliimii yiiksek lisans 6grencisi Nazlnur
Kemaloglu tarafindan yiiksek lisans tezi kapsaminda yiiriitilmektedir. Bu form size aragtirma caligmasmnmn
icerikleri ve siirecleri hakkinda bilgi vermek amaciyla hazirlanmigtir.

Calismanin Amaci

Bu galismanmn amaci iiniversitelerin Ingilizce hazirlik programlarinda galisan Ingilizce égretmenlerinin
pandemi siirecindeki duygularint ve duygusal emeklerini arastirmaktir.
Calismanin Asamalari

Bu calismada karma arastrma yontemi (NICEL—nitel) benimsenmistir. Yamtlamis oldugunuz iic
kisimdan olusan bir anketin ardindan yaklasik 40 dakika stirmesi beklenen bireysel goriisme gergeklestirilecektir.
Bu goniillii katilim formu, bahsi gegen bu goriismeyi kapsamaktadir. Goriismeler, onay verdiginiz takdirde sesli
olarak kaydedilecek, yaziya aktarilacak ve arastirmaci tarafindan analizi gergeklestirecektir.

Caliyma Hakkinda Bilmeniz Gerekenler

Bu goriismeye katilim tamamiyla goniilliilik esasmda dayanmaktadir. Goriisme esnasinda sorulan
sorularin katilimeilarda rahatsizlik olusturmayacagi 6ngoriilmiistiir. Fakat, katilimmnizi herhangi bir sebepten 6tiirt,
istediginiz asamada sonlandirabilir veya sorulara cevap vermemeyi tercih edebilirsiniz. Bu durumda aragtirmaciya
durumu aktarmaniz yeterli olacaktir. Goriisme siiresince toplanan veriler sakli tutulacak ve yalnizca bilimsel
amaglar i¢in kullanilacaktir. Katilimcilarm kimlikleriyle ilgili olabilecek bilgiler arastrmact diginda kimseyle
paylasilmayacak, gizli tutulacaktir. izin verdiginiz takdirde goriisme sesli olarak kayit altna almacak ve yalnizca
arastirmaciya ulasilabilir olacaktir. S6z konusu goriisme kayitlar1 yalnizca arastirmactya ulasilabilir olacak, gizli

tutulacak ve arastirma tamamlandiktan sonra silinecektir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Sorulariniz ve yorumlarmniz i¢in aragtirmaciya nazlinur.kemaloglu@metu.edu.tr adresi Gizerinden

ulagabilirsiniz.

Bu goriismeye tamamen kendi istegimle katiliyorum ve istedigim anda katilimimi sonlandiwrabilecegimi
biliyorum. Saglayacagim bilgilerin bilimsel amaclar icin kullanilmasina izim veriyorum.

iMzA

Goriismenin sesli olarak kayit alina alinmasina izin veriyorum

iMzAa
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Semi-structured Interview Questions
1. How did you feel about the work that you did during the Covid-19 pandemic?
a. How satisfying would you say that teaching English was?
b. Have your emotions about teaching changed at all? If so, how?
2. Can you tell me a story of a time when you felt like you were working very hard to
control your emotions during online education?
b. Why did you feel like you needed to control your emotions in that situation?
c. How often did you do things like this?
3. How much effort did you put into generating, pretending, or suppressing emotions
in online classes during the pandemic?
a. Were there specific strategies that you use over and over?
b. Was this effort a different amount than you normally put into controlling
your emotions before the pandemic?
4. How do you see teaching EFL as different from teaching other subjects?
a. How did you see teaching EFL as different from teaching other subjects
during the pandemic?
5. Do you think that your emotional state was affected by the students’ emotions during
the pandemic?
6. Do you think that there are some specific emotions required when teaching English
during the pandemic? If so, what are they? Why do you think they are required?
7. Did pandemic change the kind of emotions you were free to show students?
8. Did your institution have any explicit and/or implicit emotional rules (the emotions
that you are expected to display) that were expected from the teachers?
9. Do you think that your years of experience affected your emotion management
during the pandemic? If so, how?
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10. Have you got any special training related to teacher emotions and emotional
management during your undergraduate degree? If you have not, do you think it is
necessary? If you have, how did this training help you during the pandemic?

11. How did you feel about using English during online lessons? Did you feel worried
when your lessons were recorded?

12. Were your emotions different than face-to-face teaching? If so, why?
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E. TURKISH SUMMARY/ TURKCE OZET

TURKIYE’DEKI INGILIZCE OGRETIM GOREVLILERININ COVID-19
PANDEMISI SIRASINDAKI DUYGULARI VE DUYGUSAL EMEK
STRATEJILERI

Giris

Ogretmenlik mesleginin yogun duygusal gereksinimlere sahip oldugu birgok
arastirmaci tarafindan vurgulanmistir (Hargreaves, 1988; Schutz ve Lee, 2014). Stif
ortamlarinin dinamik ve kontrolii gli¢ yanlar1 6gretmenlerin hem pozitif hem de negatif
duygular deneyimlemesine sebep olmaktadir (Hagenauer ve Volet, 2013; Schutz ve
digerleri, 2007). Bu durum o&gretmenler igin duygularini onlardan beklendigi
bicimlerde kontrol etmeyi gerekli kilmaktadir. Hizmet sektoriinde yer alan diger
meslekler gibi, 6gretmenlik de duygusal emek gerektirir. Arlie Russel Hochschild
(1979) duygusal emek teorisini gelistirmis ve literatiirdeki ¢ogu arastirma ¢ergevesini
onun yaklagimimdan almistir. Duygusal emek, Ogretmenlerin o an hissettikleri
duygular1 sinifta nasil ifade ettikleri veya sergiledikleri ile ilgilidir (Fried ve digerleri,
2015). Ogretmenlerin nasil hissettikleri ile duygularini nasil sergiledikleri arasinda
ciddi bir farklilik varsa, duygusal emek duygusal tilkenmeye yol agabilir (Zapf, 2002).
Ogretmenlerin  duygusal emegini ele alan artan sayida ampirik arastirma
bulunmaktadir ve bu aragtirmalar cogunlukla duygusal emek ile ogretmen
tilkenmisligi arasindaki iliskiyi arastirmistir (Acheson ve digerleri, 2016; Akin ve
digerleri, 2013; Zhang ve Zhu, 2008). Arastirmalar cogunlukla nitel arastirma
yontemlerini benimsemis ve 6gretmenlerin duygusal emek deneyimlerini agiklamaya
calismustir (Li ve Liu, 2021). Duygusal emegin olasi olumsuz sonuglarini 6nlemek,
ogretmenlerin duygularini yonetmek veya diizenlemek igin kullandiklar1 stratejileri

anlamaya baglidir.

Ingilizce 6gretimi alaminda, duygular, dil 8grenme ve 6gretme siireglerini etkileyen
biligsel yonlerle karsilastirildiginda tanimlanmasi ve incelenmesi daha zor olarak

algilanmistir (Richards, 2020). Ancak, egitim alaninda 6gretmen duygularina artan
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ilgi, son 20 yilda uygulamali dilbilim alanina da yansimistir (De Costa ve digerleri,
2019). Sinifta dil 6gretiminin nasil gergeklestigiyle ilgili bir¢ok farkli kosul duygusal
bir yana sahiptir. Ogretmenlerin duygular1 ile smif uygulamalar: arasinda yakin bir
iliski vardir, dolayisiyla bu &grencilerin Ingilizce 6grenmek icin harcadiklar1 emegi

etkilemektedir (Li ve Liu, 2021; Richards, 2020).

COVID-19 salgin1 ve ¢evrimigi dgretime gegis, egitimde biiyiik bir degisiklik yaratmis
ve diinya gapinda 6gretmenleri ve 6grencileri duygusal olarak etkilemistir. Vuhan’da
(Hubei, Cin) ortaya ¢ikan Koronaviriis, egitim de dahil olmak {izere insanlarin
yasamlarmin neredeyse tiim yonlerini belirleyen birincil bir konu haline gelmistir.
Sokaga ¢ikma yasagr veya kamusal alanlarin kapatilmasi gibi sosyal hayat
diizenlemeleri, pandeminin kiiresel olarak hizla yayilmasiyla birlikte ortaya ¢ikmistir.
Mart 2020'de, Avrupa'da (Gaebel, 2020) ve Nisan 2020'ye kadar diinya ¢apinda 185
ulkede Universite kampuslerinin énemli bir ¢ogunlugu kapatilmistir (Marinoni ve
digerleri, 2020). Farkli iilkelerde alinan tedbirler farklilik gosterse de uzaktan egitime
gecis diinya ¢apinda gerceklestiren en yaygin diizenleme haline gelmistir. “Acil
uzaktan 6gretim” terimi (Hodges ve digerleri, 2020) bu zorunlu ve ani duruma atifta
bulunmak i¢in kullanilmistir. Bu durum dogal olarak bircok iilkede ¢evrimigi egitim
icin altyapr eksikligi, 6grencilerin teknolojik araglara esitsiz erisimi, deneyimsiz
personel vb. gibi birgok sorunu da beraberinde getirmistir. Ayrica psikolojik sorunlar,
duygusal yiikler, artan stres ve kaygi 6grenciler ve 6gretmenler i¢in ciddi sorunlar
olmustur. Onemli mesleki grenme ortamlari olan okullarindan 6gretmenlerin zorunlu

olarak uzaklagmalari da pandeminin olumsuz sonuglarindan olmustur (Alwafi, 2021).

Tiirkiye'de 11 Mart 2020'de ilk COVID-19 vakasmin ac¢iklanmasinin ardindan alinan
ilk alman onlemlerden biri tiim Orgiin egitimin uzaktan egitime taginmasiydi.
Universiteler 16 Mart'ta (YOK, 2020a) bir siire kesintiye ugradiktan sonra 23 Mart'tan
itibaren egitim uygulamalarini ¢evrimig¢i hizmetler {izerinden gergeklestirmeye
basladilar (YOK, 2020b). Uzaktan egitimin saglanmasi ve siirdiiriilmesi, teknoloji,
ekonomi veya egitime erisimde esitlik agisindan bircok yoniin dikkate alinmasini
gerektirmektedir (Can, 2020). Uzaktan 6gretime gecis, 6gretmenlerin teknolojiyle her
zamankinden daha fazla etkilesim kurmasini da zorunlu hale getirmistir. Kavuk ve
Demirtas (2021) tarafindan yapilan bir arastirmada, 6gretmenlerin ¢ogunun ¢evrimigi

ders iglemenin zorlugundan ve teknolojik yetersizliklerden, saglik ve ekonomik
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sorunlardan kaynaklanan stresin artmasindan bahsettiklerini ortaya koymustur. Ayrica
dijital araclara ve pedagojilere olan yabancilik yiiz ylize 6gretimde etkili olan
Ogretmenlerin ¢evrimici egitimde kendilerini basarisiz hissetmelerine neden olmus

olabilir (Altuntas ve digerleri, 2020).

129 devlet ve 78 vakif temelli kuruma sahip olan Tiirkiye (YOK, 2020c), diinyanin en
biiylik yliksekogretim sistemlerinden birine sahiptir (Esen, 2020). Baz1 devlet veya
vakif iiniversitelerinde sadece Ingilizce, Ingilizce ve Tiirkge ya da sadece Tiirkce
ogretim sistemler bulundugundan egitim dili kurumlarin dil politikalarina baglhdir.
Universite politikalarina bagli olarak, &grencilerin lisans derslerine devam
edebilmeleri icin Ingilizce sinavlarinda basarili olmalar1 beklenir veya Ingilizce
hazirlik programlarinda egitim alma segenegi sunulur. Genel olarak, 6grencilere temel
Ingilizce bilesenleri ve bdliim gereksinimlerine bagl olarak lisans egitimlerinin geri
kalam icin ek Ingilizce dersleri Ingilizce hazirlik programlari tarafindan saglanir

(Oztiirk, 2019).

Bu calismanim ortami Ankara ilindeki devlet ve vakif iiniversitelerinin temel Ingilizce
boliimleridir. Yukarida belirtildigi gibi, c¢alismanin arka planmi, Tirkiye
yiiksekogretimi baglaminda COVID-19 pandemisinin etkileri ve deneyim yilina 6zel
olarak odaklanarak dil 6gretmeni duygular: ve duygusal emek ile ilgili teorik bilgiler

olusturmaktadir.
Calismanin Amact ve Arastirma Sorulart

Bu karma ydntem ¢alismasinin amaci, Ingilizce 8gretim gérevlilerinin COVID-19
pandemisi siirecinde 0grencileriyle etkilesimleri sirasinda sergiledikleri duygular1 ve
uyguladiklar1 duygusal emek stratejilerini yiiksekdgretim baglaminda incelemektir.
Aragtirma problemini daha iyi anlamak ve agiklayici veriler elde etmek i¢in sirali
(NICEL—nitel) arastirma yontemi tercih edilmistir. Arastirmanm nicel asamast,
Ankara’daki yiiksekogretim kurumlarmin temel Ingilizce béliimlerinde galisan 156
Ingilizce 6gretmeni tarafindan gosterilen olumlu ve olumsuz duygulari ve duygusal
emek stratejilerini tanimlamay1 amaglamistir. Bu amaca ulagsmak igin anket verileri
toplanmis ve analiz edilmistir. Arastirmanin nitel asamasinda, veri toplama araci
olarak yar1 yapilandirilmis goriismelerden yararlanilarak nicel verilerin agiklanmasina
yardimci olacak bulgulara ulagmayr amaglamistir. Arastirmanin nitel asamasina 10
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ogretim gorevlisi katilmistir. Bu dogrultuda asagidaki arastirma sorularina yanitlar

bulunmustur:

1. Ingilizce okutmanlarinin COVID-19 pandemisi sirasinda gosterdikleri
olumlu ve olumsuz duygularin siklig1 nedir?

2. Ingilizce gretmenleri COVID-19 salgim sirasinda ¢evrimigi derslerde hangi
duygusal emek stratejilerini kullanmislardir?

3. Meslege yeni baslamis ve deneyimli Ingilizce 6gretmenlerinin COVID-19
pandemisi sirasinda gosterdikleri duygular arasinda anlamli bir fark var midir?
4. Meslege yeni baslanmis ve deneyimli Ingilizce dgretmenlerinin COVID-19
pandemisi siirecinde c¢evrimigi derslerde uyguladiklart duygusal emek

stratejileri arasinda anlamli bir fark var midir?
Yontem

Igili literatiir incelendiginde 6gretmen duygularinin ve duygusal emeginin gogunlukla
nitel olarak (Atmaca, 2020; Azzaro ve Martinez Agudo, 2018b) ve veri toplama araci
olarak milakatlar yoluyla (Chen, 2016) arastirildigi ortaya ¢ikmistir. Bu nedenle
literatiirii daha genellenebilir verilerle zenginlestirmek icin daha fazla nicel veya
karma yontem caligmalarina ihtiyag vardir (Chen, 2016). Ozellikle bilimsel ve nesnel
Ol¢limii nispeten daha karmasik olan duygular gibi olgular icin, arastirma
problemlerinin kapsamli bir sekilde anlasilmasi en iyi sekilde ¢ok yoOntemli
caligmalarla saglanabilir. Creswell ve Plano Clark'in (2007) 6nerdigi gibi, arastirma
probleminin kapsamli bir sekilde anlagilmasina ulasmak i¢in yalnizca nicel veya nitel
yontemler yetersiz oldugunda, karma yontem arastirmasi tercih edilebilir. Bu nedenle

bu ¢alismada karma yontem tercih edilmistir.

Karma yontem aragtirmalarinin farkli tiirleri arasinda, bu ¢alismada siral1 agiklayici
tasarim benimsenmistir (NICEL—nitel) (Creswell & Plano Clark, 2018). Sirali
tasarimda nicel ve nitel veri toplama kronolojik olarak gerceklesir ve sirali agiklayict
tasarimlarda nitel veri toplama ve analizi nicel olanlar1 takip eder (Teddlie ve
Tashakkori, 2009). Bu tiir tasarim1 benimsemenin amaglari, nicel tasarim yoluyla
toplanan verileri daha iyi anlamak i¢in nitel veri bulgularin1 kullanmaktir (Creswell,
2003). Bu nedenle bu g¢alismada nicel bulgulara oncelik verilmistir (Teddlie ve
Tashakkori, 2009). Nicel veri toplama ¢evrimigi anket yoluyla yapilmig ve bunu yari
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yapilandirilmis miilakatlar yoluyla gerceklestirilen nitel c¢alisma izlemistir. 156
katilimcr ankete gecerli yanitlar vermistir. Anketi yanitlayan katilimcilara, miilakata
katilmak isteyip istemedikleri sorulmustur. Nicel arastirmaya katilan 156 katilimcidan
244 bireysel takip goriismelerine katilmaya goniillii olmus ve arastirmacinin
kendileriyle iletisimde kalabilmesi i¢in e-posta adreslerini bildirmistir. Son olarak
amagcsal 6rnekleme yontemine gore secilen 10 katilimer (5 meslege yeni baslamis ve
5 deneyimli Ogretmen) ile goriismeler yapilmistir. Anketin gilivenilirligini ve
gegerliligini test etmek icin bir pilot ¢alisma yapilmistir. Pilot ¢alisma verilerinin
glvenilirlik ve gegerlilik analizleri IBM SPSS (28) programiyla gerceklestirilmistir.
Bu analizlere ve uzmanlarin goriislerine gore anket son halini almistir. Ana ¢alismada
uygulanan diizenlenmis anket {i¢c boliimden olugmaktadir: kisisel bilgiler, 6gretmen
duygulari anketi ve duygusal emek stratejileri anketi. Anketin bolimleri ve nitel veri

toplama araci olarak miilakatlar asagida agiklanmistir:

Boliim A, Kisisel Bilgiler: Bu boliim 6gretmenlerin kisisel bilgilerini ele almis

ve deneyim yili, egitim dereceleri veya cinsiyet gibi bilgiler edinmeyi hedeflemistir.

Boliim B, Ogretmen Duygular: Anketi: Anketin 21 maddeden olusan bu
bélimi, COVID-19 pandemisi siirecinde dgretim elemanlarmin yasadiklar1 olumlu ve
olumsuz duygularin sikligin1 belirlemeyi amaclamistir. Maddeler katilimcilara 5'li
siklik derecelendirme o6lceginde (1=hi¢cbir zaman, 5=hemen hemen her zaman)
sunulmustur. Bu boliim, daha 6nce gelistirilmis ii¢ farkli 6l¢cekten uyarlanmis (Chen,
2016; Chen, 2018; Frenzel ve digerleri, 2016) ve arastirmaci tarafindan Ingilizce

ogretimi ve pandemi kosullarina uygun olarak eklenmis maddelerden olusmaktadir.

Béliim C, Duygusal Emek Stratejileri Olgegi: Bu bolim Diefendorff ve
digerleri (2005) tarafindan gelistirilmis duygusal emek stratejileri anketinden
uyarlanmis 12 maddeden olusmaktadir. Anket farkli {i¢ farkli strateji kategorisine
isaret etmektedir: ylizeysel rol yapma, derinlemesine rol yapma ve samimi duygulari

sergileme (Ashforth ve Humphrey, 1993; Hochschild, 1983).
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Yari yapilandiridmis miilakatlar: Anketler araciligiyla toplanan verileri daha
iyi anlamak i¢in goniilli olan katilimcilarla yar1 yapilandirilmis goriigmeler
yapilmistir. Baglangicta, dordii Acheson'dan (2016) uyarlanan 12 ana sorudan olusan

miilakat sorular1 bir katilimciyla yapilan pilot ¢caligma sonucu diizenlenmistir.

Anket ve miilakat sorularinin uyarlanmasi i¢in arastirmacilardan e-posta yoluyla izin
alimmustir. Calismanin tiim asamalarinda, pandeminin etkileri devam ederken daha
kullanigh ve pratik olmasi nedeniyle veriler ¢evrimi¢i yontemlerle toplanmistir ve
ODTU Cevrimigi Anket Servisi’nden ve Zoom programindan faydalamlmistir. Ankete
katilim davetleri kurumlar araciligiyla yapilan duyurular, 6gretim gorevlilerine

yonelik e-postalar ve sosyal medya paylasimlari araciligiyla yapilmastir.
Veri Analizi

Arastirma sorularina cevap verebilmek i¢in nicel veri analizi esnasinda ¢esitli betimsel
ve cikarimsal analizler yapilmistir. Oncelikle verilerin dogru girilip girilmedigi, eksik
veya u¢ deger olup olmadigi kontrol edilmis, ardindan katilimcilarin demografik
ozelliklerini 6grenmek i¢in tamimlayici istatistiksel analiz yapilmistir. Birinci
aragtirma sorusu i¢in Kolmogorov-Smirnov normallik testi ve pozitif ve negatif
duygular arasinda bagiml 6rneklem t-testi; ikinci arastirma sorusu i¢in duygusal emek
anketinin tanimlayici bir analizi; {iglincili arastirma sorulari i¢in Kolmogorov-Smirnov
normallik testi ve bagimsiz 6rneklem t-testleri ve dordiincii arastirma sorusu igin gok
degiskenli varyans analizi (MANOVA) IBM SPSS (28) programi ile yapilmistir. Nitel
veri analizi esnasinda bireysel miilakatlar yoluyla toplanan veriler arastirmaci
tarafindan kelimesi kelimesine yaziya dokiilmiistiir. Nitel verilerin analizi, tematik
analiz yaklasim izlenerek yapilmuistir. Miilakatlarin desifresinin ardindan kodlama
islemi gergeklestirilmistir. Not alma, farkli renkler kullanma ve veriler arasinda siirekli
gidip gelme gibi ¢esitli stratejiler uygulanarak el ile kodlama teknigi benimsenmistir
(Braun ve Clarke, 2006). Ik kodlama asamas1 tamamlandiginda, kodlarin nasil iliskili
oldugunu 6grenmek ve verilere iliskin daha genis bir anlayisa ulagsmak i¢in temalar ve
alt temalar olusturulmustur. Bu islemin ardindan sekiz ana tema ve 15 alt tema

olusturulmustur.
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Bulgular

Nicel veri analizi, arastirmaya katilan 6gretim elemanlarinin olumsuz duygulara gore
anlamli diizeyde daha fazla olumlu duygu bildirdiklerini ortaya koymustur. Seving ve
sevgi diger belirgin duygulardan daha fazla deneyimlenmistir. Olumsuz duygular
arasinda 6fke en yiiksek ortalamaya sahiptir. Bulgular ayrica, {i¢ duygusal emek
stratejisi arasinda egitmenlerin en sik samimi duygulari sergileme stratejisini
kullandiklarin1 ortaya koymustur. Bunu yiizeysel rol yapma kullanimi izlemis ve
derinlemesine rol yapma en az karsilasilan duygusal emek stratejisi olmustur.
Deneyim yilimin olumlu ve olumsuz duygular iizerindeki etkisi arastirildiginda,
sonuglar, olumlu duygularin anlamli bir farklilik gostermemesine ragmen, deneyimli
ogretmenlerin meslege yeni baslamis 6gretmenlere gore anlamli bir dlglide daha az
olumsuz duygu sergiledigini goOstermistir. Ayrica meslege yeni baslayan
Ogretmenlerin deneyimli 6gretmenlere gore daha fazla yiizeysel rol yapma kullandig
tespit edilmistir. Deneyimli 6gretmenler acemi 6gretmenlere gére samimi duygular
sergileme stratejisini daha fazla kullanmislardir. Nicel arastirmaya daha 6nce katilmig
on katilimci ile yapilan bireysel goriismeler tematik yaklasima goére analiz edilmistir.
Hepsi birebir yaziya dokiildiikten sonra ilk kodlama siireci esnasinda 165 farkli kod
tiretilmistir. Bir sonraki adimda genel tema ve alt temalara ulasilmas1 hedeflenmistir.
Sonug olarak sekiz tema ve 15 alt tema ortaya ¢ikarilmistir. Nitel analizde belirlenen
tim temalar, nicel analiz yoluyla arastirma sorularina bulunan cevaplarin daha iyi

anlagilmasini saglamaya hizmet etmistir. Ulasilan temalar sirasiyla sunlardir:

[—

. Acil uzaktan 6gretim sirasinda 6gretmenlerin duygusal tlirbiilansi,
. Ogretmen-6grenci iliskilerinin duygusal etkileri,

. Ingilizce dgretimine 6zgii duygular ve duygusal emek stratejileri,
. Meslektaslar ve yoneticiler ile is birligi

. Cevrimici Ingilizce 6gretiminin duygusal kurallari

. Pandemi sirasinda duygusal emek

. Ogretmenlikte deneyimin duygu yonetimine etkisi

0 N N L B W

. Duygu yonetiminde egitim eksikligi

On katilimciyla gergeklestirilen yar1 yapilandirilmis goriismeler, COVID-19

pandemisinin ve acil uzaktan egitimin benzersiz kosullarinin hem olumsuz hem de
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olumlu duygularin yogun sekilde deneyimlenmesine neden oldugunu ortaya
koymustur. Katilimcilarin  meslekleriyle, 6grencileriyle, meslektaglariyla ve
yoneticileriyle olan iliskilerine ve genel olarak 6gretime iliskin duygulan, cesitli
kisisel ve genel faktorlere bagli olarak degisiklik gdstermisti. COVID-19
pandemisinin patlak vermesi ve uzaktan Ogretime ¢ok ani gecis, Ogretmenlerin
duygularmi etkileyen faktdrlerden biri olmustur. Mart 2020'de YOK 'iin iiniversitelerin
ti¢ hafta siireyle askiya alinacagini agiklamasinin ardindan bahar déneminin ¢evrimici
olarak yiiriitilmesine karar verilmistir. Katilimcilarin ¢ogu, bu gelismenin
baslangicinda endise, mutsuzluk veya panik gibi olumsuz duygular yaratan belirli bir
zorluklardan bahsetmistir. Siirecin en basindan sonra, Ogretmenlerin g¢evrimigi
ogretimle ilgili ¢esitli yonleri deneyimlemeleri siirecin basinda sahip olduklarindan
farkli olan hem olumlu hem de olumsuz duygular yaratmistir. Okullardaki ve evlerdeki
fiziksel kosullarla ilgili sorunlar olumsuz duygularin énemli bir kaynagi olmustur. Ote
yandan oOgretmenlerin ¢ogu cevrimi¢i Ogretim kosullarina uyum saglamanin ve
¢evrimici araglar hakkinda daha fazla bilgi edinmenin olumsuz duygularin listesinden
gelmelerine yardimci oldugunu belirtmistir. Cevrimigi egitime gegmenin ve daha 6nce
denemedikleri bir 6gretim deneyimi kazanmanin mesleki gelisim igin firsatlar
oldugunu diisiindiiklerini belirtmislerdir. Miilakatlar acil uzaktan egitim donemi sona
erdiginde yapildig1 i¢in bu ¢aligmanin siirecin akademik, profesyonel, duygusal ve
sosyal sonuglarina dair bilgi edinme firsati dogmustur. Ogretim gérevlilerinin ¢cogu
olumsuz beklentilerine, karsilastiklar1 zorluklara ve baslangicta olumsuz duygularla
sonu¢lanan tiim sorunlara ragmen g¢evrimigi egitim sonuclarinin kendileri i¢in basarili
oldugunu belirtmislerdir. Engelleri asma becerisine sahip Ogretmenler olarak
kendilerini verimli ve basarili hissetmek, 6gretmenler i¢in olumlu bir duygu ve

mesleklerine dair memnuniyet kaynagi olmustur.

Ogrencilerle iyi iliskiler gelistirmek ve olumlu bir sinif ortami yaratmak miilakatlara
katilan tiim egitmenler i¢in temel Onceliklerdir. Pandemi ve derslerin ¢evrimigi
araglarla yiiriitiilmesi, dogal olarak 6grenciler ve 6gretmenler arasindaki iletisimin ve
baglantinin dogasini etkilemistir. Tim katilimcilar, Ogrencilerin sergiledikleri
duygular ile 6gretmenlerin kendi duygulari arasinda bir iligski oldugunu belirtmislerdir.
Ogrencilerin yasadiklar1 duygular ve bunlari 6gretmenleriyle olan etkilesimlerine nasil
yansittiklart bu arastirmanin bulgulari agisindan 6nem tagimaktadir. Bu durum ayrica

ogretmenlerin  dgrencilere olumlu duygular gdstermeleri ve onlar1 Ingilizce
144



O0grenmeye, derslere katilmaya ve akademik ilerleme kaydetmeye motive etmek i¢gin
yol, yontem veya teknikler bulmaya daha fazla ¢aba gostermelerini gerekli kilmustir.
Katilimcilar siklikla 6grencilerine ulasmak, onlarin dikkatini ¢cekmek ve derslere
katilimlarini saglamak i¢in yogun ¢aba gosterdiklerini belirtmislerdir. Cabalar1 sonug
vermediginde, 6fke ve hayal kirikligi gibi olumsuz duygular deneyimlemislerdir.
Ayrica, Ingilizce 6gretirken, 6zellikle konusma ve iletisim becerilerini gelistirmek igin
ogrencilerin derslere aktif katilimlar1 6nemlidir. Pandemi siirecinde 6grencilerin
evlerindeki kosullar, 6gretmenleri ve arkadaslariyla dikkatleri dagilmadan iletisim
kurabilecekleri rahat bir ortam yaratmak igin her zaman uygun degildi. Ogrencilerin
dikkatlerinin dagildigimi fark etmenin bir¢ok katilimei tarafindan olumsuz duygular
yarattig1 ifade edilmistir. Pandemi kosullarinin hem olagandisiligi hem de ciddiyeti,
Ogretmenleri 6grencilerine daha fazla 6zen, empati ve onlar1 olasi zararlardan koruma

arzusuyla yaklastirmistir.

Bu ¢alismanin amagclarindan biri de Ingilizce gretiminin duygusal agidan &nemli
yonlerini 6grenmektir. Arastirmanin nitel verileri, dil oOgretimini igerdigi ve
Ogretmenlerin gostermesini gerektiren duygular acisindan benzersiz kilan birkag temel
faktorii ortaya ¢ikarmustir. Soruldugunda tiim katilimcilar Ingilizce 6gretiminin diger
derslerin 6gretiminden duygusal agidan farkli oldugunu diistinmiislerdir. Bunun ana
nedenlerinden biri, dil 6gretiminin olumlu ve olumsuz duygulara yol agabilecek
gergek yasam konularini icermesidir. Gorlismelere katilan tiim 6gretim gorevlileri, dil
o6grenme ve Ogretme siireclerinin ne kadar basarili olacagini belirlemede 6grenci
motivasyonunun 6nemli bir rolii oldugunu agiklamiglardir. Ogrencilerin dil
O0grenmeye karst motive olmalarimi ve olumlu duygular beslemelerini saglamak,
Ingilizce 6gretmenlerinin sorumlulugunda olan bazi konulardir. Bu ¢alismanin
katilmcilarina gore, Ogrenci motivasyonunun yani sira, Ogrencilerin Ingilizce
Ogretmenleri ile olan iligkileri de akademik basari i¢in 6nemli faktorlerdir. Ayrica bazi
ogretim gorevlileri Ogrencilerinin Ingilizce 6grenmede basarili olmalar1 icin
kendilerinin 6grencilerine deger verdiklerini gostermeleri gerektigini diisinmiislerdir.
Hatta bir katimci dil 6gretimini deger verme acgisindan “anne olmak™ ile

karsilastirmistir.

Cevrimigi 6gretim sirasinda Ingilizce kullanim agisindan tiim katilimcilar rahat

olduklarin1 ve olumsuz duygular yasamadiklarim belirtmislerdir. Ote yandan, Tiirkge
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kullanimina iliskin tercihleri ise yasadiklari c¢esitli deneyimlere gore farklilik
gostermektedir. Ornegin, hemen ¢oziilmesi gereken teknik sorunlar sirasinda veya
internet baglantisinin  zayif olmasi ve bunun Ogretmen-6grenci etkilesimini
engellemesi nedeniyle bazi 6gretim gorevlileri daha fazla Tiirk¢e kullanmayi tercih
etmistir. Ote yandan, ¢evrimigi dgretim déneminde Ingilizceye maruz kalmanin daha
kritik oldugunu diisiindiiklerinden, baz1 &gretmenler de Ingilizceyi yiiz yiize

ogretimden daha fazla kullanmaya calismislardir.

Cevrimigi egitime gegis, ¢ogu dgretmene ¢evrimici Ingilizce 6gretimini basarili bir
sekilde yonetmek icin gerekli beceri ve bilgileri kazanmak icin fazla zaman
vermemistir. Bu durumda farkli kaynaklardan destek almak kritik hale gelmistir.
Katilimcilar bu gibi durumlarda profesyonel 6grenme ortamlarimin 6neminden
bahsetmistir. Katilimcilarin ¢alistiklar1 tiniversitelerin vakif veya devlet tiniversitesi
gibi ozellikleri, isyerindeki iliskileri, aldiklar1 destek ve kurumlarindan beklentileri

acisindan farklilik yaratmistir.

Bu ¢alismanin amaglarindan biri, ¢evrimici egitimde 6gretim gorevlileri igin ne tur
duygu kurallarinin var oldugunu ve bu kurallarin kaynagini ortaya g¢ikarmaktir.
Gorlisme verileri, 0gretmenlerden koklerini ¢esitli kaynaklardan alan ¢esitli duygusal
beklentilerin oldugunu ortaya koymustur. Ingilizce &gretmenlerinin cogunlukla
olumlu duygu ve tutumlar sergilemelerinin beklendigi katilimecilar tarafindan kabul
edilmistir. Katilimeilara gore bu duygulardan bazilar1 “enerjili, ¢ilgin, farkli, sikic
olmayan, coskulu, motive ve sevgi dolu” idi. Bu beklentilerin kaynaklar1 bazen kisisel,

bazen de dis kaynaklardan gelmektedir.

Gostermenin uygun oldugu duygu tiirlerini belirlemek i¢in ortak bir baslangi¢ noktast,
“Ogretmen olma” konusundaki kisisel anlayislardir. Katilimeilar, 6grencilerine hangi
duygular1 gostereceklerini belirlerken en 6nemli kaygilarindan birinin profesyonel
ogretmenlik oldugunu belirtmislerdir. Bu c¢alismanin bulgularina goére profesyonel
olmak, dersi kontrol edebilmek, orta diizeyde duygu gostermek ve Ogretim
uygulamalarini kisisellestirmemek olarak anlagilmistir. Bu tanimlamalar, bir 6gretmen
olarak duygularin her zaman kontrol altinda olmasindan sorumlu hissetmekle
paraleldir. Katilimcilar, duygusal kurallarla ilgili i¢sel kararlar1 disinda, ingilizce

ogretmenlerinden duygusal beklentilere asina olduklar1 ¢esitli kaynaklardan da
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bahsetmistir. Bunlarin arasinda Ingilizce 6gretimi literatiirii, seminerler, kongreler
veya meslektaslarla profesyonel sohbetler gibi etkinlikler vardir. Ogretmenlerin kisisel
bakis acilar1 ve duygusal kurallara profesyonel olarak asina olmalar1 disinda,
kurumlarinda 6rtiik veya acik herhangi bir duygusal kural olup olmadigina yonelik bir
soru sorulmustur. Katilimeilarin ¢ogu duygu ya da duygu yonetimi ile ilgili agik bir
uyar1 ya da hatirlatma yasamadiklarini belirtmislerdir. Katilimcilarin ifadelerine gore
kurumlarinda acikca ifade edilen duygu gosterim kurallar ile ilgili deneyimlerinin

farkliliklar gosterdigini gostermektedir.

Ikinci ve dérdiincii arastirma sorular1 Ingilizce dgretim gorevlilerinin duygusal emek
stratejilerini ele almaktadir. Miilakatlardan elde edilen veriler, 6gretmenlerin ¢esitli
kaynaklara bagli olarak farkli duygusal emek stratejileri kullandiklarini ortaya
koymustur. Katilimeilarin tamami ¢evrimici 6gretim sirasinda duygularini yonetmek
icin ¢aba harcadiklarini belirtmislerdir. Bazilar1 i¢in bu ¢abanin miktar1 yliz ylize
ogretim sirasindakinden daha farkli olmustur. Ogrencilere karsi olumlu duygularim
miimkiin oldugunca sergilemeye calisirken, cogunlukla 6fke, hayal kirikligi, kaygi
gibi olumsuz duygularini kontrol ettikleri katilimecilar tarafindan siklikla ifade
edilmistir. Birka¢ katilime1 6grencilerine karst gercekte hissetmedikleri duygular
sergilediklerini belirtmislerdir. Ozellikle 6fke, {iziintii ya da korku hissettiklerinde,
bunu saklamayir ve daha olumlu duygulara sahiplermis gibi davranmay: tercih
ettiklerini belirtmislerdir. Bu durumlarda katilimeilar o an hissettiklerini degistirmeye
calismamis veya gercek duygularimi sergilememislerdir. Duygularinin disartya nasil
yansidigin1  degistirerek Ogrencileri motive etmek, olumsuz bir smif ortami
yaratmamak veya profesyonelce davranmak gibi cesitli amaclar gergeklestirmeye
calismiglardir. Rol yapma, yiizeysel rol yapmanin 6dnemli bir bilesenidir ve bir¢cok
katilimer 6gretmenligi oyunculuk, sahnede olma veya bir rol oynamaya benzer olarak
algiladiklarin1 ~ belirtmistir.  Katilimeilarin ~ ylizeysel rol yapma  stratejisini
kullanmalarinin nedenlerinden biri, olumsuz duygularim1 paylagmalarinin uygun
olmadigina ve 6grencileriyle olan mesleki iliskilerine zarar verecegine inanmalaridir.
Duygulan kisisel faktorlerden kaynaklandiginda, ¢ogunlukla rol yapma ve baska
duygulara sahipmis gibi davranmayi se¢mislerdir. Derinlemesine rol yapma en sik
bahsedilen duygusal emek stratejisi olmustur ve dncelikle 6gretmenlerin 6grencilerin
yasadiklar1 istisnai durumlar ve =zorluklarla ilgili farkindaliklar1 ile ilgilidir.

Ogrencilerine yiiz yiize 6gretime gére daha fazla empati gosterdiklerini siklikla
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belirtmislerdir. Bu giidii ile 6fke ya da tiziintii gibi olumsuz duygularini yumusatmaya
ya da olumlu duygulara déniistiirmeye ¢alismislardir. Ogrencilerinin neler yasadigim
anlamaya calismak, duygularin1 yonetmelerine ve daha olumlu bir simif atmosferi
yaratmalarina yardimci olmustur. Tiim katilimcilar olumlu duygularini géstermekten
¢ekinmediklerini ve onlar1 kontrol etmediklerini belirtmislerdir. Gergek duygularini
ifade etme stratejisi, cogunlukla seving veya sevgi gibi duygulara sahip olduklarinda

yardimci olmustur.

Bu ¢aligmanin tiglincii ve dordiincii aragtirma sorulari, 6gretmenlik meslegindeki
deneyim siresinin d6gretmenlerin duygulart ve duygusal emek stratejileri tizerindeki
etkilerini ele almigtir. Nicel bulgularin daha derinden anlasilmasi i¢in nitel asamada
bu konu da arastirilmistir. Oncelikle miilakatlara katilan deneyimli &gretmenlerin
tamaminin 6gretmenlik deneyimlerinin kendilerine farkli alanlarda ve farkl
boyutlarda yardimei oldugu konusunda hemfikir olduklari ortaya ¢ikmustir. Ozellikle
duygu yonetimi agisindan, 6gretmenlik deneyiminin daha az siklikta asir1 tepkiler
gOsterme, daha sakin olma ya da kolay giicenmeme gibi katkilarinin oldugu siklikla
bildirilmistir. Duygu y0netiminin yam sira, daha 6zgiivenli olmak, daha gelismis
iletisim becerilerine sahip olmak veya genc yetiskinlere dgretmenin gereklilikleri
hakkinda daha bilgili olmak gibi belirli 6gretme becerileri, deneyim yilinin yardimet
oldugu bazi alanlardir. Ote yandan 6gretmenler, COVID-19 salgininin benzersiz
kosullarinda ve acil uzaktan egitime gegiste Onceki deneyimlerine atifta bulunma
konusunda her zaman basarili olamadiklarini dile getirmislerdir. Yiiz ylize 6gretim
deneyimlerinin ¢evrimigi 6gretimde ¢ok verimli olmadigi birgok katilimer tarafindan

ifade edilmistir.

Katilimcilarin tamam 6gretmen duygularina ve duygu yonetimine odaklanan 6zel bir
egitim almadiklarmi belirtmistir. Katilimecilarin ¢ogunlugu Ingilizce 6gretmenligi
boliimlerinde duygusal yonlerle ilgili konulara yer verilmesinin faydali olacagini

distinmiistiir.
Tartisma ve Sonug¢

Bu sirali agiklayici karma ydntem calismasinda, COVID-19 salgim sirasinda meslege
yeni baslayan ve deneyimli Ingilizce ogretmenlerinin gdsterdikleri duygular,
ogrencileriyle etkilesim sirasinda kullandiklar1 duygusal emek stratejileri ve deneyim
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yilinin onlar tizerindeki etkileri arastirilmistir. Calismanin bulgular1 6gretmenlerin
olumsuz duygulardan anlamli diizeyde fazla siklikta olumlu duygular sergilediklerini
ortaya koymustur. Yapilan miilakatlar, acil uzaktan 6gretim doneminin baslangicinin
daha fazla olumsuz duygu icermesine ragmen, dgretmenlerin ¢evrimici dgretimde
daha fazla deneyim kazandik¢a bu olumsuz duygulari asip olumluya doniistiirdiiklerini
ve gergekten basarili olduklarmi gordiiklerini desteklemistir. Ayrica dgretmenlerin
olumlu ve olumsuz duygularinin bircok 6nemli kaynagina ulagilmistir. Alan yazindaki
diger calismalarin bulgularina paralel olarak, 6grencilerinin duygulariin en 6nemli
kaynagi Ogrencileriyle olan iligkileridir. Duygusal emek stratejileri agisindan,
Ogretmenlerin ylizeysel rol yapma ve derinlemesine rol yapmaya kiyasla samimi
duygular sergileme stratejisini daha sik kullandiklar tespit edilmistir. Duygusal emek
vermelerinin temel nedeni pozitif sinif ortamini korumak ve profesyonel gortinmektir.
Katilimcilarla yapilan goriismeler, 6gretmenlerin duygularini yonetmek i¢in kendi
sebepleri oldugunda duygusal emegin mutlaka olumsuz duygulara yol agmadigimi
gosteren mevcut literatilirii desteklemistir (Hargreaves, 2000). Ayrica, deneyim yilinin
Ogretmenlerin olumsuz duygular1 iizerinde anlamli bir etkisi oldugu bulunmustur,
clinkii meslege yeni baslamis Ogretmenler deneyimli 6gretmenlere gore anlaml
diizeyde daha fazla olumsuz duygu sergilemektedir. Aym1 zamanda, deneyimli
ogretmenler, meslege yeni baslamis 6gretmenlere gore gergek duygularini daha fazla
ifade ettiklerini ve yeni baglayan 6gretmenlerin 6nemli 6l¢iide daha fazla yiizeysel rol

yapma stratejisi kullandigini bildirmistir.

Ogretmenlik, bir¢ok duygusal durum iceren bir meslektir. Etkilesimsel ve sosyal
dogas1 geregi, Ogretmenlerin olumlu ve olumsuz duygulari yogun bir sekilde
yasamalar1 yaygindir. Ogretmenlerin dgrencilerine karsi belirli duygular sergilemeleri
beklendigi icin duygusal emek de icermektedir (Hochschild, 1983). Bu calisma ¢esitli
alanlara odaklanarak o6gretmen duygular ile ilgili literatiire katkida bulunmustur.
Bunlardan biri Ingilizce &gretiminde duygularin ve duygusal emek stratejilerinin
arastirilmasidir. Bazi yonlerden, dil 6gretmenleri, isleri 6grencileriyle en iist diizeyde
etkilesimi gerektirdiginde daha fazla duygu yonetimi ile mesgul olurlar. Bu calismanin
ikinci katkis, COVID-19 salgim sirasinda dil dgretmeni duygularinin ortaya
konmasidir. Kendine 6zgii acil durum kosullarinda, diinya ¢apindaki &gretmenler,
cevrimigi 6gretim sirasinda her zaman miimkiin olmayan yiiz yiize 6gretim kosullarini

yeniden yaratmak icin ellerinden gelenin en iyisini yapmanin miimkiin oldugunu
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gOstermistir. Bu zor zamanlar sona erdikten sonra, 6gretmenlerin gelecekteki olasi acil
durumlar i¢in duygusal olarak neler yasadiklarin1 belgelemek ve normal 6gretim

kosullarinda da iyi oluslarina katkida bulunmak esastir.

Katilimcilar, dgrencilerle olan iliskilerinin, dgrencilerin motivasyonunu ve Ingilizce
O0grenmeye yaptiklar1 yatirimi etkileyen en Onemli faktorlerden biri oldugunu
diisiinmiislerdir. Ogrencilerin motivasyonu, Ingilizce 6gretimi literatiiriinde dikkat
ceken bir konudur. Bu galigma, bunun ingilizce 6gretmenlerinin sergiledigi duygularla
da yiiksek oranda iliskili olabilecegini gostermistir. Ayrica katilimecilar, hem
Ingilizceyi yabanci dil olarak 6grenen dgrencilerin hem de dgretmenlerin duygularini
siklikla hedef dilde ifade ettiklerini ve bunun da Ingilizce'yi hem derslerin igerigi hem
de iletisim araci haline getirdigini belirtmislerdir. Bu nedenle, 6grencilerin duygularin
ifade etmeyi ve anlamay1 basarabilmeleri, akademik basarilariyla da yakindan ilgilidir.
Bulgular, ¢evrimici egitimin olumlu duygular1 korumaya ¢alisirken Ingilizceyi etkili
bir sekilde 6gretmek acisindan gesitli sorunlar yarattigini ortaya koymustur. Cevrimigi
derslerde Ingilizce kullanimi katilimcilarin ¢ogunlugu igin herhangi bir sorun
olusturmasa da Ogrenciler i¢inin durumun farkli oldugu ortaya c¢ikmustir. Siniftaki
diger 6grencilerle etkilesimleri, evdeki fiziksel kosullarin uygun olmayist ve ¢evrimici
Ingilizce 6grenmeye yonelik motivasyonlarmin olmamasi, gretmenlerin olumlu
duygular sergilemek ve 6grencilerini motive etmek i¢in daha fazla caba harcamasina

neden olmus olabilir.

Bu ¢alismanin mesleklerinde deneyimli veya yeni baslayan Ingilizce 6gretmenleri igin

gii¢lendirici bir yon tagimasi umulmaktadir.
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