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ABSTRACT

AN INVESTIGATION OF THE RELATIONSHIP BETWEEN TEACHERS’
ENGAGEMENT LEVELS AND THEIR SOCIAL-EMOTIONAL
COMPETENCIES

Tugba ULUCAN KURT

Master Thesis, Department of English Language Education
Supervisor: Dr. Seden TUYAN
June 2023, 79 pages

The purpose of this study was to examine the correlation between teacher engagement
levels and social-emotional competencies in EFL (English as a Foreign Language)
teaching. This study also aimed to investigate whether there are significant differences
in English language teachers' engagement levels and social-emotional competencies
depending on their demographic characteristics such as gender, school type and years of
experience. The Research design of the study was based on the survey method. The
research sample constituted of 120 Turkish EFL teachers working in Kirsehir. Our data
analysis was carried out using the statistical software of SPSS, and the results were
presented in tables, figures, and text. In this study, both descriptive and inferential
statistics were used to analyze the data. The findings indicated that the majority of EFL
teachers showed moderate to high levels of engagement in the classroom and developed
adequate social-emotional competencies. The results of this study also uncovered that
EFL teachers’ social-emotional competencies significantly differ by gender. Teachers'
gender was found to play a role in the development of their social-emotional
competencies. Besides, teacher engagement and social-emotional competencies were not

found to differ significantly by school type and years of experience.

Keywords: Social and Emotional Competence (SEC), Social and Emotional Learning
(SEL), Turkish EFL Teachers, Work Engagement



Vil
OZET

INGILiZCE OGRETMENLERININ iSLE BUTUNLESME SEViYELERI iLE
SOSYAL VE DUYGUSAL YETKINLIKLERI ARASINDAKI ILISKiYI
INCELEMEK

Tugba ULUCAN KURT

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Anabilim Dal
Tez Damgmani: Dr. Ogr. Uyesi Seden TUYAN
Haziran 2023, 79 sayfa

Bu c¢alismanin amaci, Yabanci Dil Olarak Ingilizce 6gretiminde 6gretmenlerin isle
biitlinlesme diizeyleri ile sosyal-duygusal yetkinlikleri arasindaki iliskiyi incelemektir.
Bu calisma aym zamanda Ingilizce 6gretmenlerinin isle biitiinlesme diizeylerinde ve
sosyal-duygusal yeterliliklerinde cinsiyetleri, okul tiirleri ve deneyim yillar1 gibi
demografik ozelliklerine dayali olarak 6nemli farkliliklar olup olmadigini arastirmay1
amaglamistir. Arastirmanin deseni tarama yontemine uygun olarak hazirlanmistir. Bu
calismanin  Orneklemini  Kirsehir'de gorev yapan 120 Ingilizce 6gretmeni
olusturmaktadir. Verilerin analizi SPSS istatistiksel yazilimi kullanilarak yapildi ve
sonuclar tablo, sekil ve metin olarak sunuldu. Bu c¢alismada, verileri analiz etmek igin
hem tanimlayict hem de ¢ikarimsal istatistikler kullamlmustir. Sonuglar, Ingilizce
ogretmenlerinin ¢ogunlugunun sinifta orta ila yliksek diizeyde isle biitiinlestigi ve yeterli
sosyal-duygusal yeterlilikler gelistirdigini ortaya koymustur. Bununla birlikte, ¢alisma
ayni zamanda cinsiyetin sosyal-duygusal yeterlilikler iizerinde 6nemli bir etkisi oldugunu
da ortaya c¢ikarmistir. Ayni zamanda Ogretmenlerin cinsiyetinin sosyal-duygusal
yeterliliklerinin gelismesinde rol oynadigi tespit edilmistir. Ayrica, okul tiirii ve kidemin
ogretmenlerin isle biitiinlesmeleri ve sosyal-duygusal yeterlikler arasinda anlamli bir

iligki bulunmamustir.

Anahtar Kelimeler: Sosyal Duygusal Yetkinlik, Sosyal Duygusal Ogrenme, Ingilizceyi
Yabanci Dil Olarak Ogreten Tiirk Ogretmenleri, isle Biitiinlesme
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1. INTRODUCTION

This part gives general information about research topic, the purpose and the
significance of the study and the research questions. It also outlines the literature about
teachers’ engagament and social-emotional competencies. Finally, It presents relevant

studies on the subject.

1.1. Background of the Study

For many vyears, schools focused on the content of academic knowledge and
considered academic intelligence as the only criterion of success, which has become one
of the most fundamental problems of education. However, with the emergence of
concepts such as emotional intelligence (EQ) in the last forty years and extensive studies
in this field, it has been revealed that real-life success does not depend only on academic
intelligence (1Q) (Goleman, 2011). Educators have begun to accept that students' success
does not depend much on their academic competencies and high scores on standardized
tests, and more is needed. In this respect, it is crucial to raise learners with 21%-century
competencies, who can research and question, solve problems, think analytically, make
decisions, empathize, develop social skills, have high social awareness and express their
feelings. Developing these 21%-century skills in individuals is associated with emotional
intelligence.

Fundamentals of the concept of social-emotional learning are based on emotional
intelligence (Usakli, 2017). SEL can be considered as the reflection of emotional
intelligence skills in learning environments and considering them as a learning model.
In this respect, social-emotional learning basically aims to improve children's emotional
intelligence skills (Jennings and Greenberg, 2009). There are various classifications of
SEL skills. However, the common skills covered in most of these classifications are
basic life skills such as time management, openness to development, inclination to
teamwork, creative thinking, self-management, and communication that makes it easier
to solve complex problems and make responsible decision (TUSIAD, 2019). Social-
emotional learning has a structure that guides the reflection of these skills in learning
environments and the implementation of holistic practices that will improve students’
skills (CASEL, 2017). Educational institutions and teachers have begun to make some
changes in teaching styles based on all these skills and have organized their teaching

materials and activities in a way that they can maintain a classroom atmosphere where



they can enhance student’s critical social and emotional needs. Social-emotional skills
are important for learners to take advantage of the educational facilities, provide good
health and supply achievements in the rest of their lives (Zins & Elias, 2007). In this
respect, teachers play a vital role in acquiring these skills. (Jennings & Greenberg, 2009).

Today's understanding of education aims to develop people in many ways and thus to
adapt the individual to the emerging rapid change processes (Ozden, 2008). Teachers are
one of the most important parts for schools to accomplish their objectives. An influential
educator approaches his profession with good feelings and always tries to do what is
good. For this reason, it is better to focus on the positive and strong sides of the educators.
In this context, teachers' attitudes and behaviors in school constitute important factors in
the realization of educational goals. Teachers are expected to love teaching, adopting and
accepting the goals of the school and working towards these goals. Therefore, they are
expected to participate in decisions in a democratic way and to express their opinions
freely. At the same time, teachers who are energetic, dedicated, devoted to their work
and have high job satisfaction are seen as more successful (Telef, 2011).

The importance and necessity of developing and strengthening good characteristics,
preventing negative behaviors, revealing and developing the potential of individuals are
inevitable at schools that train the future generations. In this regard, educators have
important responsibilities at schools. The ability of educators to fulfill these duties is
attached to diverse elements (Ozdemir, 2016). These elements are related to teachers’
engagement and their social- emotional competencies.

Work engagement is primarily a notion related to the positive behaviors of
individuals towards work. Work engagement means that individuals feel vigorous while
doing their jobs, devote themselves to their work or get satisfaction from their work and
concentrate on their work. Persistence is significant in engagement, and there is no
attachment to a particular object, condition or individual. Engagement expresses an
emotional and cognitive condition which consists of three major dimensions. Desire,
dedication, and focus on work. Desire for work means being high-energy, enthusiastic
and spiritually resilient while working. Dedication to work means seeing the job as
serving a meaning and aim, feeling it as enthusiasm and inspiring, taking pride in job
and interpreting the job as special. Concentration on work means to concentrate fully on
work while working, not to be aware of how time passes, to think only about work and
to be very delighted at work (Hakanen, Bakker, & Schaufeli, 2006)



Engagement refers to an emotional state. For this reason, emotions have an important
place in work engagement. According to Chusmir (1982), work engagement is an
attitude or orientation that is work-related and demonstrates the person's belonging to
the work. It is seen that the emotions shown or managed in the workplace also have an
effect on this feeling (Chusmir, 1982).

Teachers' personal characteristics, professional problems they have faced and
continue to face in previous years, problems they have to deal with, their relations with
their colleagues and administrators, the environmental factor, the student profile they
encounter, etc. factors such as teachers' perception of these factors and their ability to
cope with them are related to their affective characteristics (Onen, 2012). According to
Otluoglu (2002), emotional features such as empathy, stating and knowing feelings,
checking one's temperament, freedom, admiration, resolving interpersonal matters,
persistence, mercy, politeness, respect are among affective behaviors (Otluoglu, 2002).
Qualities such as expressing and understanding which are related to the subject area of
emotional intelligence have been given more importance in recent years.

Emotional intelligence is significant for people to be successful and pleased both in
the social and work lives. Some research indicates that people who have high emotional
intelligence are able to have good relations with their family, friends and business lives,
succeed easily in their duties, are efficient, loved and respected by their subordinates and
superiors in the business life, and can rise quickly in their careers. In today's business
life, workers with high emotional and social capability are needed who know their
feelings, can control their feelings, and can sense the emotions of other people.
Communication and relationships will be more positive and effective in institutions with
employees with high emotional intelligence. Thus, performance can be increased by
creating a team spirit in these institutions, and the loyalty of the employees will be
positively affected by achieving success with a happy and peaceful working
environment (Dogan & Demiral, 2007).

Considering this information, it can be referred that it is crucial for teachers to be
engaged to their work and to have social-emotional competences because educators are
the important factors who will shape future generations in educational organizations, the
necessity of examining teachers' work engagement levels and their social-emotional

competencies has guided this research.



1.2. Statement of Problem

Social emotional learning is defined as the process of obtaining qualifications related
to the social, emotional and academic improvement of the people throughout the whole
life (Kabakg¢1 & Korkut Owen, 2010). For many years, students’ academic achievements
were more focused on, today the development of the learners’ social-emotional skills is
also very important. It is seen that individuals who are socially and emotionally
developed are more successful while relationships become more important with the
innovations in our age. Children with improved social-emotional skills have more good
relationships with people around them. They can build up and develop emotionally more
positive adjustments and perform better in schools (Sara & Hasanoglu, 2015). Positive
learning environments contribute to students' self-confidence by affecting their
academic success, satisfaction, and behavior (Young, Williamson & Egan, 2016). In this
respect, the existence of supportive and reassuring environments for the development of
students can increase students' satisfaction with the school (Ozdemir, Sezgin, Sirin,
Erkan & Garip, 2010). Teachers are the main individuals who provide to design positive
classroom environments and train the learners in these environments according to the
desired goals. In this context, there are many studies showing that teachers'
qualifications, competencies and especially social emotional skills have an essential
position in the formation of positive educational environments (Jennings & Greenberg,
2009; Zind, Weissberg, Wang & Walberg, 2004; Kogoglu, 2011). It can be referred from
the literature that there are strong relationships with teachers' having social emotional
skills, positive learning environments, effective classroom management, and emotional
development of students (Jennings & Greenberg, 2009; Avsar, 2004). In this respect, it
is crucial for teachers to have social-emotional skills and to make use of these skills
effectively to create a quality educational environment and transfer them to learners.

In this study, work engagement is another important concept that was first expressed
by Goffman (1959) as adopting the role. Work engagement is a positive attitude that
employees have towards organizations. It is obvious that the business concept, which
has become more complex today, will have some effects on employees. While a healthy
job supports people economically, psychologically also needs to protect mental health.
Thus, it will be possible for employees to love their jobs and engage with their jobs.
Bakker and Oerlemans (2011) stated that engagement with work as the combination of

vigor, dedication willingness to work.



It is stated that positive emotions such as having fun and willingness while working
(Bakker et al., 2005; Schaufeli et al., 2002) occur in workers who are engaged with the
job. For this reason, it can be said that work engagement is a good work behavior which
should be achieved and motivates employees in schools. The goal of the teachers is to
prepare their learners in the best way for the conditions of the age they live in and to
enable them to be individuals who guide the age beyond keeping up with the age.
Teachers may deal with many problems while achieving this goal. This responsibility
and heavy workload on teachers can cause some psychological and sociological
problems. It can be said that teachers need to trust and love their schools and engage
with their work to perform their duties in a healthy way. Akduman Yetim (2007) stated
that teachers who have high expectations could do their jobs properly, train students with
the qualifications they aim for, develop positive behaviors in their students, in short, the
way for teachers to do their job well is possible with teachers' engagement with work.
Engaged teachers with their work love their job enthusiastically and are attached to their
job (Hallberg & Schaufeli, 2006). In addition, it will be possible for them to have
positive emotions such as willingness to take on the assigned tasks, taking responsibility,
pride in the job, etc. It can be said that the motivation and performance of teachers with
positive feelings towards their work will increase. Teachers have made a great effort in
raising our generations, who are the biggest investment, in the best way. Providing
appropriate environments is important for teachers to do and engage with their jobs in
the best way. When the researches are examined, it is seen that the engagement is
examined according to a number of variables, but a few studies have been found that

have a relationship with the variable social-emotional competencies.

1.3. Purpose Statement
This study aimed to investigate the relationship between EFL teachers’ engagement
levels and their social-emotional competencies. For this purpose, the sub-problems of

the research were determined as follows:

1. What is the level of EFL teachers’ engagement in the classroom?

2. What are the competency levels of EFL teachers regarding their social-emotional
learning skills?

3. Are there any significant differences in EFL teachers’ social-emotional

competencies based upon their demographic characteristics, such as;



a) Gender
b) School type
c) The years of experience
4. Are there any significant differences in EFL teachers’ engagement levels and their
demographic characteristics such as;
a) Gender
b) School type
c¢) The years of Experience
5. What is the relationship between EFL teachers' levels of work engagement and

their social-emotional competencies?

1.4. Assumptions
This study was conducted by considering that the teachers fully reflected their sincere

and genuine thoughts. Participants answered the survey questions voluntarily.

1.5. Limitations
This research was limited with the EFL teachers working in Kirsehir. In addition, it

was limited with the responses of the sample group.

1.6. Literature Review
This chapter gives information about SEL’s brief history, teachers social-emotional
competencies and teachers’ work engagement. The review continues with the related

studies based on SEL and work engagement.

1.6.1. Social- Emotional Learning

The concept of social-emotional learning first took place in the field of education with
the foundation of Collaborative for Academic Social Emotional Learning (CASEL) in
1994 (Cohen, 1999). CASEL refers to a comprehensive educational and social
transformation movement that includes educators, researchers, education politicians,
community leaders, families and students (Elias et al., 1997). In this direction, CASEL
is recognized by various educational institutions in many countries of the world that has
a significant place in terms of hosting researches in the field of social-emotional learning
and spreading the concept of social-emotional learning to the world. When examined in
detail, it is seen that there are similarities between social intelligence, introverted



intelligence defined within the scope of Multiple Intelligences Theory which was put
forward by Gardner (1983) stating that human intelligence is a combination of many skill
areas such as self-awareness, social awareness and relationship defined in the scope of
social-emotional learning. For instance, social intelligence sub-dimension of Multiple
Intelligences Theory, which is defined as the capacity to communicate, empathize and
examine human behavior in terms of cause-effect relationship is similar with the
communication and empathy with individuals within social-emotional learning,
understanding, protecting other livings and natural assets in nature, as well as social
awareness, defined as the capacity to show sensitivity to social events experienced
ability. However, social-emotional learning seems to be more comprehensive than the
skills defined within the scope of social intelligence, because it includes capacity to
know, protect and show sensitivity to social events in the environment, alongside the
capability to communicate and empathize with individuals.

Social-emotional learning (SEL) is a concept that aims to develop social-emotional
skills to facilitate students to be more active in learning (Weissberg et al., 2003). Many
researchers explained social-emotional learning as being aware of their own emotions,
managing their emotions, problem solving, ability to establish relationship and empathize
(Kabakg¢1 & Korkut-Owen, 2010; Zins &Elias, 2008). Zins and Elias (2008) defined SEL
as being aware of one's emotions, managing emotions, effective problem solving, and the
capacity to build good relations with others, also as a combination of behavior, cognition,
and emotions. Similarly, Kabak¢1 and Korkut-Owen (2010) emphasize SEL as the
process of gaining social, emotional, academic skills and qualifications throughout the
whole life of people. Besides, they stated that being socially and emotionally competent
is the condition of being healthy and happy individuals. Additionally, Collaborative for
Academic, Social, and Emotional Learning (CASEL) expresses social-emotional
learning (SEL) as “the process during which children and adults gain and successfully
implement the information, behaviors and skills needed to recognize and regulate
feelings, determine and reach positive targets, empathize with others, build and keep
good relationships, and make responsible choices” (CASEL, 2015). In line with this
information, it is understood that social-emotional learning (SEL) enables the individual
to manage his emotions effectively by increasing his awareness of himself and his
environment. In addition, it is important for the individual to belong to a social structure

and to maintain his place in this structure.



Social-emotional learning has contributions such as increasing academic
performance, providing psychological well-being, developing civic responsibility,
helping to be a demanded employee by employers, maintaining lifelong success and
reducing violence, use of force and unhappiness, risks, failed relationships (Aygiin,
2017). Furthermore, it is understood that SEL has an impact on children’s lives in terms
of developing their skills, knowing and dealing with emotions, paying attention to others,
taking efficient decisions, building good relations, and dealing with difficult conditions
effectively (Elias et al., 1997; Zins et al., 2004).

Li (2006) refers that “Educators must set a secure, non-threatening educational
environment in which learners are comfortable and have the confidence that they can
succeed in learning and reaching high academic standards”. So, social emotional

learning is important extremely for both the learners and the teachers.

1.6.2. Social-Emotional Competencies (SEC)

One of the most important characteristics that differentiate people from other living
things is that they are social and emotional beings. People communicate with other
people throughout their lives. The more positive relationships they build, the higher their
quality of life will be. For this reason, both social and emotional development is
considered important. Zins and Elias (2007) define social emotional skills as the
competencies required to know and deal with one's feelings, to bring effective solutions
to the problems they encounter, and to establish positive relationships with other people.
Collaborative for Academic, Social, and Emotional Learning (CASEL), which carries
out theoretical and research-based studies on social emotional learning skills, has
examined many programs that show positive and effective results regarding personal
and social skills and has revealed a five-factor social-emotional learning (SEL) model
(CASEL, 2012). Accordingly, SEL consists of self-awareness, self-management, social
awareness, effective decision-making, and relationship skills. All of these competencies

are interrelated and constitutes the essence of the SEL approach (See Figure 1).
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Figure 1. SEL Competences Wheel

Note. “CASEL Guide: Effective social and emotional learning programs—middle and high school
edition”, by CASEL, 2015, p. 5

These skills, which form the basis of SEL, are explained by CASEL (2015) as
follows:

Self-awareness: It is an ability to become fully aware of one's feelings and ideas and
to determine their effects on attitudes.

Self-management: The ability to effectively regulate feelings, ideas and attitudes in
different circumstances.

Social awareness: It is the ability to create viewpoint and have empathy with other
individuals from different cultural backgrounds.

Relationship skills: The ability to build and sustain healthy relationships, and to value
a variety of individual and group relationships.

Responsible decision-making: The ability to construct and have appropriate
preferences about social interaction on the basis of personal behavior and moral, social
norms, safety concern, realistic assessment of different actions, and the good health of

oneself and others.
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When these skills that constitute social-emotional learning (SEL) are analyzed in
detail, it is understood that they develop the capacity to overcome the tasks and
difficulties faced by the individual in daily life (CASEL, 2013). For example, having
self-awareness skills contributes positively to being aware of own feelings and thoughts,
recognizing his/her strengths, and thus to the perception of self-confidence and self-
efficacy. In this direction, it is important for people to be self-confident, positive, and
have self-awareness skills with regard to the improvement of social emotional skills.
Self-management skills contribute to setting individual and academic goals and
achievement of them, the individual's stress management, anger control, self-motivation,
Therefore, it is thought that the individual's learning to control her emotions, thoughts
and behaviors effectively has a crucial place in the improvement of social-emotional
skills. Social awareness skill includes behaving in accordance with social and ethical
norms. Therefore, it contributes to the individuals in terms of understanding society and
being a part of society. Relationship skills include open communication, active listening,
collaboration, confronting inappropriate societal pressure, negotiating conflicts, and
presenting research and research results when needed. This skill is important in terms of
adapting individuals to the social structure. Decision-making skills include the capacity
to be aware of the problem, to produce solutions and to take ethical responsibility. It is
understood that it is important for individuals to make effective decisions in terms of
preserving their social structure. In line with this information, social-emotional learning
(SEL) has a significant place in increasing the awareness of the individual about himself
and his environment, enabling the individual to manage their emotions effectively, and
for the individual to belong to a social structure and to maintain his place in this structure.

Children, youth, and adults who gain social-emotional learning skills are physically
and mentally healthy people who can communicate positively, make responsible
decisions, think critically and agilely, and cope with local and global problems
(TUSIAD, 2019). For instance, in research carried out in America, it was observed that
children with high SEL skills in early childhood increased their academic success and
chances of finding a job in adulthood, they were mentally healthy, while there was a
decrease in substance use and similar illegal behaviors (CASEL, 2015). Individuals who
lack social-emotional learning skills experience 2 difficulties during their interaction
with the people around them. In addition, it is observed that the lack of these skills has
negative effects such as behavioral disorder in social environments and lack of emotion

and impulse control (Zins et al., 2004).



11

In today's societies, children face numerous negative situations that will affect their
social, emotional, and academic improvement (Zins & Elias, 2008). Researches indicate
that the solution to social-emotional problems frequently encountered in educational
organizations is possible with practices that will improve social-emotional abilities
(Greenberg et al., 2003; Zins et al., 2008). This situation emphasizes the significance of
social-emotional learning (SEL) skills in the learning-teaching process, in which
learners acquire and make sense of knowledge (Senemoglu, 2011). Researches show
that SEL skills make contributions to the cognitive development of children in addition
to ensuring their emotional well-being (Sarisoy, 2018). It is understood that the
development of children’s social-emotional skills also supports students in preventing
unwanted behaviors, adapting to school, loving school, friends, and teachers, and
increasing academic success. Therefore, it is crucial to include SEL skills in schools to
enhance the quality of education, to raise happier, more successful individuals and to
bring them into society (Greenberg et al., 2003; Payton et al., 2008).

Although social-emotional learning (SEL) skills are mostly developed in the early
age group and within the family, they are also skills that can be developed in the older
age group. Therefore, it is understood that social-emotional learning (SEL) skills include
skills that can be developed in learning environments. In research conducted by
Greenberg et al. (2017), teachers stated that social and emotional skills can be taught at
a rate of 95% (Greenberg et al., 2017). It has been indicated that social-emotional
learning (SEL) programs, which have been widely applied in the world in recent years,
have many positive effects on children’s life skills (CASEL, 2017). The positive impact
of social-emotional learning (SEL) programs on students can be divided into three major
sections as attitude, behavior, and performance development (Zins et al., 2007). After
students' participation in different social-emotional learning programs, positive results
were observed in the form of a decrease in emotional problems (Merrell, 2010) and
behavioral problems (Grossman et al., 1997). In addition, it has been revealed that there
are positive effects such as an increase in communication skills, academic performance,
problem solving and a decrease in absenteeism, harmful habits, and dropouts (Elias,
2006; Zins et al., 2007).

It is crucial for learners to see themselves as socially and emotionally competent in
terms of being a healthy and happy individual (Kabakg¢1 & Owen, 2010). In this context,
teachers who can use these skills effectively make an effort to gain the same skills to

their students. In this respect, teachers' social-emotional skills are a significant
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component that backs up children's social-emotional improvement and academic

achievement.

1.6.3. Teachers and Social-Emotional Competencies (SEC)

Social emotional skills begin at home and continue at school. It is emphasized that
the atmosphere of the classrooms directly affects students' learning (Linares, Rosbruch,
Stern, Edwards, Walker, Abikoff, & Alvir, 2005). In this regard, the teacher is
considered very important because students are not alone in their learning. Teachers are
kind and they can create a supportive and friendly classroom environment. In such a
friendly environment, students will feel better and will be able to establish more positive
relationships. Besides, social-emotional learning (SEL) skills are essential in regulating
the classroom climate by preventing undesirable behaviors in the classroom (Cohen,
1999; Greenberg et al., 2003). For this reason, teachers give importance to their students'
social-emotional skills. Students who feel comfortable in the classroom will be able to
create a positive environment by establishing positive relationships (Ryan, Gheen, &
Midgley, 1998).

It is thought that the implementation of the social-emotional learning (SEL) programs
at educational organizations is quite important in terms of some abilities that learners
need throughout their entire lives. The increasing prevalence of these programs and the
necessity of being valued as much as academic skills has become indisputable. In this
case, the attitudes, behaviors and competencies of the teachers who are the implementers
of the programs that will support these social-emotional learning skills are very
important. Teachers who are competent with these skills support the ideas and emotions
of their students in their classrooms and have an effect on students' active participation
in the lesson, having an effective learning process and their brain development (Kusche
& Greenberg, 2006). In an emotionally safe classroom climate, the encouraging
relationship that the educator establishes with the learner is extremely important in
creating a learning environment with positive social interaction (Sarisoy & Erisen,
2018). Learning environments with this structure support students’ academic
development and exhibit appropriate behaviors in the classroom environment (Merrell,
2010). Therefore, it is necessary for the teacher to design a learning environment that
will improve SEL in the classes, to be aware of SEL skills, to attach importance to this
learning area and to apply the methods that will develop it in the classroom. In addition,

as one of the most effective role models for students, teachers should be involved in
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practices that will improve students’ social-emotional skills. At this point, the concept
of “social-emotional competence (SEC)”, which defines teachers' SEL skills, comes to
the fore.

It is necessary for educators to develop their own SECs so that they can teach and
model these skills more effectively for children (Freeman & Strong, 2017). Teachers'
own social-emotional skills determine their ability to figure out children's evolving skills
and needs and to transform these perceptions into everyday practice in their classrooms.
The SEL skills of the teacher are also effective on the learning environment they want
to create. Creating a positive learning environment is possible by developing positive
social relations with children. Socially and emotionally qualified educators can contact
supportive relationships with their learners (Jones & Bouffard, 2012). A teacher
equipped with the skills to listen carefully to children, to genuinely care about them, to
support children's expression of how they feel, to respect children's feelings and ideas,
is the main actor in creating a supportive classroom environment. When children feel
they are in a secure, encouraging, and positive classroom environment, they tend to
display more positive and cooperative social behavior (Tom, 2012).

Teachers who are competent in emotion awareness and have emotion management
skills tend to display more positive behavior in the classroom. Teachers who can remain
calm and positive in difficult situations can establish warm and empathetic relationships
with their students (Brackett et al., 2010).

These teachers have a self-awareness of their feelings and their effect on their
students' learning. These educators’ skills such as empathy, understanding different
perspectives, and teamwork enable them to work more efficiently and effectively with
children and colleagues (Tom, 2012).

They can organize the learning environment around learners’ social, emotional and
academic requirements (Collie & Martin, 2017). In these learning environments,
behavior management is achieved through intrinsic motivation and collaborative
relationships (Tom, 2012). A positive classroom climate is created through these
positive relationships and interactions. Any contribution to teacher social-emotional
competencies is a contribution to teachers' teaching practices. Therefore, supporting
teachers' social emotional learning competence is important not only to improve their
performance of certain social emotional learning practices, but also to contribute to their

development as educators. (Schonert-Reichl et al., 2015).
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Teachers” social-emotional competencies (SEC) consist of five basic skill
combinations determined by Collaborative for Academic, Social, and Emotional
Learning (Casel); awareness of teachers' emotions; the way they regulate and express
their ideas, behaviors, and emotions; methods of interacting with children and other
people; ways to relate to others respectfully and make responsible decisions (Collie &
Martin, 2017). A self-aware person can understand and express their emotions, know
their interests and what they value, and their strengths and weaknesses. That is, he has a
correct perception of himself in life. For teachers, having this skill is important for many
reasons. Classroom environments are where teachers deal with many situations and
interact dozens of times a day with both children and adults. Teachers' behaviors guide
these interactions. Having an accurate perception of himself, his emotions, behavior, and
the impact of his emotions on his actions in the classroom is a basic skill for a teacher to
be able to regulate them. Teachers who have an accurate picture of themselves know
what skills need to be developed and have a positive and open attitude towards their
professional careers and personal growth (Collie & Martin, 2017).

Teaching is an emotionally charged profession. Being able to manage this emotional
load professionally is one of the skills that every teacher needs professionally. That is
why self-management is an indispensable skill for a teacher. A sub-skill of self-
management is emotion regulation, and emotion regulation includes being aware of and
controlling emotions, changing them, and regulating emotional responses in different
contexts. Teachers need to regulate both positive and difficult emotions for themselves
and students in learning environments (Yoder, 2014). Teachers with self-management
skills can regulate how they behave and how they react, even in emotionally challenging
situations. Self-management skills are important in creating a positive class atmosphere
(Jennings & Greenberg, 2009).

Teachers' modeling of emotion regulation and setting healthy boundaries for children
also contribute to their emotional improvement (Yoder, 2014). In addition to modeling
and supporting, teachers with social emotional skills know that children need some space
and time to deal with different and challenging situations. Thus, students can develop
their own strategies and methods (Jennings & Greenberg, 2009).

Social awareness skill, another social emotional skill, is important for teachers
because teachers with social awareness can understand the emotions of children and
other people around them for their reasons. They value establishing positive social

relationships in their classrooms and schools and are aware of the impact their own
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emotions have on other people (Jennings & Greenberg, 2009). The educators who are
socially aware show empathy towards what children feel and think; respects the
influence of the unique cultural and social norms of the communities from which
children originate on children's thinking and behavior (Collie & Martin, 2017).

On the other hand, the teacher's relationship skill means for a teacher to be able to
establish positive social interaction with all stakeholders in the school, to establish and
maintain a supportive relationship with children, parents, and colleagues. Teachers with
strong relationship skills are competent in preventing and resolving conflicts in the
classroom environment. These teachers can work collaboratively with others in school
settings, be sensitive to other people's needs, and work with respect for others (Yoder,
2014).

Teachers make many decisions in their communication with children, and these
decisions can be related to many issues; the subject they will teach, the methods of
teaching it, the answers they will give to the children's questions, the organization of the
day, etc. This is why responsible decision-making is an ability that all teachers should
develop. A responsible decision maker has the competence to evaluate the options at
hand and to decide which of them will bring positive results for children and effective
learning (Yoder, 2014). Teachers with responsible decision-making skills also model
this skill for the children in their classrooms. They teach them to evaluate their options,
analyze their situations, solve problems, foresee the consequences of their decisions, and

take responsibility for their own behavior (Jennings & Greenberg, 2009).

1.6.4. Work Engagement

The notion of work engagement, which has been the matter of many studies since the
beginning of the 2000s, has recently taken the attention of researchers (Bakker &
Demerouti, 2008). Work engagement is a notion that is discussed in the field of positive
psychology and positive organizational behavior and developed with the influence of
them.

The concept of work engagement was first discussed by William A. Kahn (1990) in
his study. In his study, Kahn (1990) defined the work engagement as the fact that
employees give themselves completely to their job roles. Kahn (1990) stated that an
employee who is engaged with his work clings to his work with his body, feelings, mind
and cognition while performing his duties at work and shows himself more comfortably
in his work. Another theoretical approach that draws attention to the concept of work
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engagement after Kahn and takes place quite a lot in the literature belongs to Maslach,
Jackson and Leiter (1997). In this perspective, work engagement is considered as the
positive opposite of burnout. In other words, Maslach, Jackson and Leiter see burnout
as the loss of engagement with work (Maslach, Jackson, & Leiter, 1997). For this reason,
it can be argued that people are at a point between burnout and engagement according
to them (Ar1, 2011).

According to Maslach and Leiter (1997), in the years when the notion of burnout was
described for the first time, burnout was mostly seen as a problem of "individual
characteristics™ and the solution was to eliminate the problems of the individual or get
rid of the individual. However, it has been seen that there is a problem "caused by
organizational factors", which is influenced by variables relevant to the occupation and
work environment rather than individual variables in the studies conducted in the
following years. For this reason, they defined six factors in the work environment of the
individual as their work area and created a model that deals with the harmony or
incompatibility between the individual and the work in terms of these factors. These
factors are too much work, control, award, cohort, justice and values (Leiter & Maslach,
2004).

According to Maslach and Leiter's model of work-life areas mentioned above, the
phenomenon of burnout is “a slow process resulting from a fundamental incompatibility
between the requirements of the work and the needs of the individuals doing the work”
(Leiter & Maslach, 2004). According to this model, burnout syndrome has pros and
cons. The greater the difference between the needs of the individual doing the job and
the demands of the job, in other words, the more mismatch between the individual and
the work, the higher the probability of burnout; otherwise, the higher the compatibility,
the higher the probability of integration with the work (Ardi¢ & Polatci, 2009).

The most well-known definition of the concept in the literature is the definition made
by Schaufeli et al. (2002). Schaufeli et al. (2002) have a different definition of work
engagement. Although they argue that work engagement can be considered as an
antithesis of occupational burnout, they claimed that work engagement is an independent
state of mind that differs from burnout, and therefore they thought that a functional
definition of work engagement should be made. Researchers have defined the concept
of work engagement as a positive and satisfying mood expressed as vigor, dedication
and concentration towards work. The vigor in this definition is the person's high level of

energy and mental resistance while working, his enthusiasm to struggle for work, and
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his continuity even in the most difficult situations. Dedication means being extremely
committed to one's job and feeling excitement, inspiration, satisfaction, and struggle in
his work. Concentration, on the other hand, is when the person is completely focused on
his work, happily busy with his work, so that time passes quickly, and he cannot distract
himself from work (Schaufeli, 2012).

According to Schaufeli and Salanova (2008), work-engaged people have positive
attitudes about work and identify with their work, have good personal health, have
positive emotions, have a low risk of experiencing burnout, provide good performance,
and have high intrinsic motivation. In this direction, workers who are engaged with their
work are motivated by their work. They tend to work harder; they work more efficiently
than other employees.

Being one of the most crucial building blocks of the education system, it is essential
that the teachers do not have a negative mood about their job and that they can continue

their profession with high motivation in terms of achieving the goals of the schools.

1.6.5. Teachers’ Engagement

In the last century, where information technologies and innovation are developing
rapidly, it is a well-known fact that for states to compete with each other, their
generations must be brought up equipped according to the needs of the age. It is obvious
that the duties of educational institutions in this regard are becoming more and more
complex (Usta & Boga, 2021). It is thought that this important responsibility placed on
educational institutions reveals the necessity of a healthy communication within the
school for those who work in the school because it is important to provide for the needs
of educators, who carry the burden of a sacred duty such as the education of students, to
perform their duties in the highest possible manner. Needs such as teachers' liking for
their jobs, their satisfaction levels with school, their engagement to school, and keeping
their intrinsic motivation levels for school high should be met. Teachers should be
provided with a positive attitude and understanding about their work (Kirkpatrick,
2009). Otherwise, it can be said that the negative perception and mood of the teachers
towards the school and their work will cause them to not be able to fulfill their education
and training duties in a healthy and ideal way, and this situation will prevent the school
from reaching its goals.

It can be said that providing the internal motivation that teachers need in the school
environment and their confidence in the school will help them to dedicate themselves to
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their work and engage them with the work. Teachers' thinking that their profession is
respectable and reputation of their profession in society is one of the factors that will
motivate them. The greatest duty belongs to the teachers so that the students can keep
up with the developing and changing world. For this reason, it can be said that protecting
the dignity and reputation of the teaching profession and the value judgments of
educators about their work help them focus on their work. They stated that it is possible
for teachers to fulfill their duties in the best way, to take care of students one-on-one, to
develop desired behaviors in them, to raise generations who are responsible, sensitive to
the environment, obeying the rules, loving and respecting, questioning, successful in
their profession, asking and researching, through their engagement with their work
(Akduman-Yetim, 2007).

There are several benefits that can be provided by the engagement of teachers with
their work. They stated that the higher the individuals' job compatibility, the higher the
probability of their work engagement level to increase (Ardig & Polatgi, 2009). Work
engagement has some positive emotions on individuals. They stated that work
engagement would help them to develop some positive emotions in individuals and these
feelings are related to the positive attitude of the employees towards their work,
identification with the job, positive mood, feeling healthy, increased intrinsic motivation
and performance, and no risk of burnout.

Bakker and Bal (2010) revealed in their research that it increases the job performance
of employees. Sezen (2014) concluded that there is a negative relationship between work
engagement and loneliness in her research. Additionally, Oncel (2007) concluded that
educators who are engaged with work have confidence, and their desire to quit their job
decreases in the research. When the results of the research are analyzed, it becomes clear
how important it is for teachers, who undertake important tasks in educating students
according to the needs of the age and society and keeping them loyal to their values and
culture, to be busy with their work while working in schools. It can be said that
engagement with work has a positive effect on employees' liking their work, being proud
of their work, taking responsibility and increasing their motivation. It is important to
make school environments suitable for teachers who are integrated with the work so that
they can do their jobs properly, and be happy, loving, confident and integrated
employees. Researches on educational institutions show that the notion of work
engagement is indispensable due to its positive effects on teachers and that teachers'

work engagement is an important element in the schools’ success. In addition, it is
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thought that creating a healthy school climate for teachers by school principals will
increase their level of work engagement. It is seen that engagement with work is
indispensable for educational institutions. Therefore, it should not be forgotten that
making efforts to provide the necessary conditions for work engagement in schools will
positively affect the success of the school. In addition, there are some conditions that
may prevent teachers from engaging with the work. Factors such as not being
appreciated and cared about, insufficient opportunities in schools, not using the reward
system correctly and fairly, not participating in decisions, restrictive effects of
legislation and regulations, and decrease in professional prestige negatively affect
teachers' work integration (Elma, 2003). Necessary arrangements should be made in
schools to provide the necessary conditions for teachers to engage with their work in the
working environment. Karatepe and Olugbade (2009) state that there are studies
showing that one of the factors that positively affect work engagement is the social
support of employees. This situation means that the support of teachers by their
administrators will provide positive motivation for them, thus it will increase their
success. For this reason, it can be said that school principals have great duties to ensure
the work engagement of teachers at schools, and that the necessary arrangements and
studies for engagement with work in the school environment should be done by the

administrators.

1.7. Related Studies in Turkey about Work Engagement

When the studies on work engagement were examined in Turkey, a limited number
of studies were found. The studies related to the field of education were included in this
study.

Bagibiiytik (2012), in his study titled "The Relationship Between Primary School
Teachers' Job Commitment and Morale”, examined the morale of teachers working in
state primary schools according to some demographic variables and work engagement.
The sample of the research, which was conducted in five districts on the Anatolian side
of Istanbul in the 2009-2010 academic year, consisted of 582 teachers selected by simple
random sampling among the teachers working in 25 primary schools. As a consequence
of the study, a high level relationship was determined between teachers' morale traits and
their work engagement. In addition, it was determined that teachers' morale

characteristics can interpret their work engagement characteristics in a meaningful way.
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Based on the analysis results, it was seen that the teachers in the research group had
higher levels of work engagement and morale than the mean value.

Sezen (2014) investigated the relationship between teachers' work engagement and
loneliness levels at work. The sample of the study was composed of 659 teachers working
in Sakarya in 2013-2014 educational year. No statistically significant difference was
found based on gender variable. According to the results of the study, teachers who have
been working for 41 years or more and teachers who have been working for 5 years or
more have higher work engagement perceptions. A negative low-level relationship was
found between teachers' work engagement and loneliness levels.

Ozdemir (2016) aimed to examine the relationships between the perceptions of the
principals' managerial abilities, the emotional structures and work engagement of the
teachers working in secondary schools in his research titled "Examination of the
Relationships between the Perceived Administrative Abilities of the Principals, the
Emotional Structures of the Teachers and their Engagement to Work". The study sample
was composed of 351 teachers teaching in 42 public elementary schools randomly
selected in Ankara in the 2014-2015 academic year. As a result of the research, there is
a positive relationship between teachers' perceptions of principals' managerial abilities
and their positive feelings and work engagement. There was a negative relationship
between work engagement and negative emotions and the findings of the regression
analysis indicated that positive emotions predicted teachers' work engagement more than
other variables.

Giin (2017) examined the relationship between teachers' belief in education and their
levels of work engagement. 220 teachers joined in the study conducted according to the
relational screening model. Based on the findings of the research, there is a relationship
between these two variables. Teachers' levels of belief in education significantly predict
their level of work engagement.

1.8. Related Studies in Turkey about Social Emotional Learning

There are some important researches carried out in Turkey about SEL, and most of
them were conducted on students. There are a few number of researches about the SEC
of teachers in Turkey.

Gol- Giiven (2016) found that teachers are aware of the importance of social-

emotional learning (SEL) skills, have a positive opinion about social-emotional learning
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(SEL) programs, but teachers are lacking in the developmental aspects of their programs.
In addition, they try to apply activities for instant needs in the study.

Esen Aygiin (2017) concluded that the social emotional learning program had a
positive effect in her study examining the effects of the emotional social development
course curriculum and social-emotional learning (SEL) program on the social-emotional
learning (SEL) skills, academic success and classroom atmosphere, perceptions of 4th
grade students. Esen Aygiin (2017) stated that the awareness of the classroom teachers
working within the scope of the research is low about SEL and that they should be
encouraged with in-service training. She stated that the classroom environment is an
essential part of the learning process in terms of making students happy and feeling safe,
and that it is in a mutual relationship with social emotional learning.

Sénmez and Ayaz (2019) found that teachers' social-emotional skills have an
important role in creating a positive learning environment for children and developing
their social-emotional skills. In addition, they stated that these skills are important for

the teaching profession, and they have social-emotional skills.
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2. METHODOLOGY

2.1. Introduction

The method part in the study includes key elements that describe the procedures and
techniques used to conduct the research. Firstly, it outlines the research design,
explaining the type of study design used. Next, it describes the participants, including the
number and characteristics of the sample population and the method of selection. The
data collection methods are then detailed, including the specific tools or measures used.
The Instrumentation section explains the use of any tools or measures used to collect
data. Finally, the Data analysis section explains the methods used to analyze the data.
These elements provide a comprehensive overview of the research procedures used in

the study and allow others to understand and replicate the research, if necessary.

2.2. Research Design

The Research Design of the study was prepared in accordance with the survey method
which involves collecting data through self-administered questionnaires (Pallant et al.,
2020). This method was chosen because it allows for the collection of data from many
participants in a relatively short amount of time (Cohen et al., 2007). Participants were
recruited through convenience sampling and were asked to complete an online
questionnaire. The questionnaire consisted of items, designed to gather data on the
research objectives. Further, the survey method is a commonly used research design in
the field of education due to its ability to collect data from a large number of participants
in a cost-effective and time-efficient manner (Cohen et al., 2007). The use of a
questionnaire in the survey method allows for standardization of data collection and
reduces the potential for researcher bias, and is well-suited for exploring the attitudes,
beliefs, and experiences of participants, making it an ideal choice for this study (Creswell,
2023).

2.3. Sample

In this study, the method of convenience sampling was employed for the recruitment
of English teacher participants for various reasons. Firstly, from a practical standpoint,
convenience sampling facilitated expeditious and accessible participant recruitment,
thereby enabling the collection of data from English teachers in a timely manner.
Secondly, the voluntary nature of convenience sampling permitted the participation of
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English teachers who expressed an interest in the subject of the study and a willingness
to contribute, thus minimizing any potential interference with their daily routines and
schedules. Finally, when compared to alternative sampling methods, convenience
sampling was observed to be more cost-efficient, making it a suitable option for this
study. Participants were selected based on their voluntary participation and availability
to take part in the study, ensuring that any potential disruption to their daily routines was
minimized.

In this study, a sample of 120 English teachers was collected, with the majority of
participants being female (N = 98, 81%) and a minority being male (N = 22, 19%). The
participants were asked to describe the grade-level they work with children. The
responses revealed that the majority of the participants work in middle school (N = 53,
44.2%), followed by those working in both elementary (N = 29, 24.2%) and high school
(N =29, 24.2%), with a smaller proportion working with multiple grades (N =9, 7.5%).
In addition, participants were asked to indicate their place of work. The responses showed
that the majority of the participants are employed at state schools (N = 105, 87.0%), with
a minority working at private schools (N = 15, 13.0%). Finally, participants were asked
to indicate the number of years they have been teaching. The results showed that the
majority of the participants have been teaching for between 12 to 15 years (N = 43,
35.8%), followed by those who have been teaching for 15 or more years (N = 31, 25.8%),
then by those who have been teaching for 8 to 11 years (N = 32, 26.7%). A smaller
proportion of participants have been teaching for 4 to 7 years (N = 10, 8.3%) and for O
to 3 years (N =4, 3.3%). The demographic characteristics of participants in the study are

presented in Table 1.
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Table 1.

Demographic Characteristics of Participants in the Study

Frequency Valid Percent
Gender
Female 98 80.8
Male 22 18.3
Grade-level
Middle school 53 44.2
Elementary 29 24.2
High school 29 24.2
Multiple grade 9 7.5
Place of Work
State school 105 87.0
Private school 15 13.0
Years of Teaching Experience
0-3 4 3.3
4-7 10 8.3
8-11 32 26.7
12-15 43 35.8
15+ 31 25.8
Total 120 100.0

2.4. Instrumentation

In this study, two data collection tools were used to gather data from teachers. Social
Emotional Competence Teacher Rating Scale was developed by Tom (2012) with the
aim of determining the levels of social-emotional competencies of English teachers. The
Turkish adaptation of the scale was carried out by Sarisoy et al. (2021). It consists of a
total of 25 items, which demonstrate 3 positive and 22 negative sentence structures. In
this scale, participants are asked to respond to each item on a 6-point Likert-style scale
ranging from "Strongly Disagree" to "Strongly Agree". This format provides a clear and
precise evaluation of the participant's level of social and emotional competence. The
second tool was the Engaged Teacher Scale (ETS), which was developed by Klassen et
al (2013), and its Turkish adaptation was performed by Yerdelen (2018). The scale was
designed to measure the work engagement of teachers, with a total of 16 items that were

rated on a seven-point Likert scale (0 = Never, 6 = Always). The ETS has four sub-scales,
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which included emotional, cognitive, social with students, and social with colleagues.
The Turkish adaptation of the ETS involved a rigorous translation and back-translation
process to ensure the validity and reliability of the results.

The researcher, who possessed native proficiency in the Turkish language, carried out
the translation of the Engaged Teacher Scale (ETS) into Turkish with the assistance of
two experts in the field of teacher education. The translation process involved a
consensus-building exercise, in which agreement was reached on the majority of the
items through discussion. Subsequently, the translated items were back-translated into
English by a separate teacher education expert and compared to the original items. The
researcher was involved in the comparison process to ensure consistency in meaning.
Finally, all items were subjected to scrutiny by a Turkish language expert to guarantee
the grammatical accuracy and meaningful suitability of the Turkish version of the
Engaged Teacher Scale (ETS-TR). The use of these data collection tools allowed the
researchers to gather comprehensive data on the social-emotional competence levels and
work engagement of teachers in this study.

The reliability of the Social Emotional Competence Teacher Rating Scale was
determined by calculating its Cronbach's Alpha coefficient, which was found to be 0.831.
This indicates a high level of internal consistency and reliability for the scale. Similarly,
the Engaged Teacher Scale was found to have a Cronbach's Alpha coefficient of 0.948,
demonstrating a high level of reliability in measuring teachers' engagement levels. These
results suggest that both scales can be used with confidence in studies of teacher social-
emotional competence and engagement. The use of validated tools ensured that the
results obtained were reliable and accurate, which will contribute to the advancement of
knowledge in this field.

In conclusion, the data collection tools used in this study were carefully selected and
validated to ensure the validity and reliability of the results. The use of the Social
Emotional Competence Teacher Rating Scale (SECTRS) and the Engaged Teacher Scale
(ETS) allowed the researchers to gather comprehensive data on the social and emotional
competence levels and work engagement of teachers. The rigorous translation and back-
translation process of the Engaged Teacher Scale (ETS) ensured the validity and

reliability of the results obtained from the Turkish participants.
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2.5. Data Analysis

The data analysis section of the study describes the methods used to analyze the data
collected from the English teachers. The data analysis was conducted using statistical
software of SPSS and the results were presented in tables, figures, and text. In this study,
both descriptive and inferential statistics were used to analyze the data. Descriptive
statistics were used to summarize the data and provide a general understanding of the
participants' responses. This analysis included measures of central tendency including
the mean, median, and mode, as well as measures of variability, such as the standard
deviation and range. Descriptive statistics were used to provide a snapshot of the
participants' responses and help to answer the research questions in a straightforward
manner. Inferential statistics were used to make inferences about the population based
on the sample data. In this study, inferential statistics were used to determine the
relationships between variables, and to test whether the results were statistically
significant. This analysis involved testing Independent Sample T-Test and One Way
Analysis of Variance (ANOVA) for comparing means between groups. Regarding
assumptions, the assumptions for t-test and ANOVA include normality of the population
distribution, independence of samples, and equal variances of the groups (Pallant, 2020).
To meet these assumptions, the data collected in this study was thoroughly examined for
normality by visually inspecting histograms and normal probability plots and conducting
the Shapiro-Wilk test. In addition, the skewness and kurtosis scores (between -2 and +2)
suggest that most of the data is close to a normal distribution. Independence of
observations was ensured by collecting data from a diverse sample, and equal variances
were confirmed using Levene's test. Additionally, outliers were identified and handled
appropriately. Finally, Pearson Moment Correlation was conducted to understand the
relationship between EFL teachers’ engagement levels and their social-emotional

competencies.

2.6. Ethical Considerations

In conducting this study, several ethical considerations were taken into account.
Firstly, informed consent was obtained from all participants. Participants were informed
about the purpose of the study and their rights to participate or withdraw at any time.
They were also informed about the confidentiality and anonymity of their responses.
Secondly, the participants were protected from any harm or discomfort during the study.
They were not asked any questions that could cause them distress or harm, and their
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responses were kept confidential and anonymous. Thirdly, the study was reviewed and
approved by the relevant ethical review board to ensure that the study met ethical
standards and that the participants' rights were protected. Lastly, the results of this study
were reported in an ethical and responsible manner, and any sensitive or confidential
information will be protected. The results were also reported in a manner that will not
identify individuals and will be used only for academic purposes. In conclusion, the
ethical considerations of this study were given the highest priority, and all necessary
measures were taken to protect the participants and ensure that the study was conducted

in an ethical and responsible manner.
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3. FINDINGS

3.1. Introduction

In this study, the relationship between English as a foreign language (EFL) teachers’
engagement levels and their social-emotional competencies was explored. The research
aimed to determine the level of EFL teachers' engagement in the classroom and their
competency levels regarding social-emotional learning skills. Additionally, the study
investigated whether there were any significant differences in EFL teachers' social-
emotional competencies based on their demographic characteristics, including gender,
school type, and years of experience. Finally, the research explored whether there were
any significant differences between EFL teachers' engagement levels and their social-
emotional competencies. This introduction sets the stage for the examination of the
findings of this research.

3.2. Assessing the Competency of EFL Teachers in Social-Emotional Learning Skills

This section aims to assess the abilities of English as a Foreign Language (EFL)
teachers regarding social and emotional learning (SEL) skills. The average scores for
competency levels of EFL teachers regarding social emotional learning skills provide a
general understanding of the teachers' level of competence regarding their skills in the
field of social and emotional learning. The findings are represented in Table 2.

Based on the mean scores, the average level of EFL Teachers' Social-Emotional
Learning Skills ranges from 3.07 to 5.48 out of 6. The standard deviation scores range
from 0.59 to 1.35, indicating that the scores on the items have a relatively widespread.
Overall, the findings suggest that the competency levels of EFL teachers regarding social
emotional learning skills has a moderate level (M=4.85, SD=0.85). The striking findings
are presented below.

Based on items, the majority of teachers (52.5%) agreed that they have a close
relationship with their students (Item No: 1). A smaller proportion of teachers (28.3%)
strongly agreed with this statement, while 17.5% somewhat agreed, 8% disagreed, and
8% strongly disagreed (M=5.05, SD=0.82). This indicates that, on average, teachers had
positive perceptions of their relationships with students.

In regards to teachers' awareness of how their students are feeling (Item No: 2), 35%

agreed, and 20% strongly agreed, while 36.7% somewhat agreed, 5% disagreed, and
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1.7% strongly disagreed (M=4.62, SD=1.02). This suggests that the majority of teachers
had some level of awareness of their students' feelings.

When asked if they were good at understanding their students' feelings (Iltem No: 3),
47.5% agreed, 28.3% strongly agreed, and 20.8% somewhat agreed. Only 3.3%
disagreed with this statement (M=5.01, SD=0.79). This indicates that most teachers
believed that they were effective in understanding their students' emotions.

45.8% of teachers agreed that students come to them with problems (Item No: 4),
while 27.5% somewhat agreed, 6.7% disagreed, and 4.94% strongly disagreed (M=4.94,
SD=0.86). This suggests that most teachers were perceived as approachable by their
students.

However, 82% of teachers either agreed or strongly agreed that it is easy for them to
build relationships with their students (Item No: 5) (M=5.15, SD=0.90). This indicates
that a significant number of teachers had positive perceptions of their relationships with
students.

In regards to creating a sense of community in the classroom (Item No: 6), 50% of
teachers agreed and 20% strongly agreed, while 25.8% somewhat agreed, 3.3%
disagreed, and 0.8% strongly disagreed (M=4.85, SD=0.81). This suggests that the
majority of teachers believed that they were successful in creating a positive classroom
environment.

41.7% of teachers agreed that they build positive relationships with their students'
families (Item No: 7), while 32.5% somewhat agreed, 5% disagreed, and 2.5% strongly
disagreed (M=4.53, SD=1.08). This indicates that most teachers had positive perceptions
of their relationships with their students' families.

In terms of managing emotions (Item No: 13), 63.3% of teachers agreed that they are
able to manage their emotions and feelings in healthy ways, while 18.3% somewhat
agreed, 2.5% disagreed, and 0.8% strongly disagreed (M=4.88, SD=0.75). This suggests
that most teachers believed that they could manage their emotions in a healthy manner.

In terms of cultural sensitivity (Item No: 18), 58.3% of teachers agreed that they make
an effort to ensure that their instruction is culturally sensitive, while 27.5% somewhat
agreed, 13.3% disagreed, and 0.8% strongly disagreed (M=5.13, SD=0.91). This
indicates that most teachers reported making an effort to ensure that their instruction is

culturally sensitive.
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Table 2.
Competency Levels of EFL Teachers Regarding Social-Emotional Learning Skills21
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3.3. Level of Engagement of EFL Teachers

In this section, the level of engagement experienced by English as a Foreign Language
(EFL) teachers in the classroom setting was measured, and the findings would provide
insight into how engaged EFL teachers feel while they are teaching. The findings are
represented in Table 3.

The mean score ranges from 5.54 to 6.50 on a scale of 1 to 7, indicating that overall,
the teachers have moderate to high levels of competence in these skills (M=5.97,
SD=1.06). However, it is important to note that the standard deviation values are
relatively low, indicating that there is little variability in the scores. This suggests that
most of the teachers have a similar level of engagement, with few showing exceptional
strengths or weaknesses. Results for this section are involved in Table 3. The striking
findings are presented below.

In terms of connecting with colleagues (Item No: 1), 43.3% of teachers always
reported that they connect well with their colleagues, while 32.5% frequently reported it,
20.8% sometimes reported it, and 3.3% rarely reported it (M=6.16, SD=0.87). This
suggests that the majority of teachers feel that they are able to connect well with their
colleagues.

In terms of excitement about teaching (Item No: 2), 32.5% of teachers frequently
reported that they are excited about teaching, while 33.3% reported it as often.
Additionally, 14.2% of teachers reported being excited about teaching sometimes, 10.8%
reported it as rarely, and 5.8% reported never being excited about teaching (M=5.66,
SD=1.36). This suggests that a significant proportion of teachers feel excited about
teaching.

In terms of showing warmth to students (Item No: 3), 37.5% of teachers reported
always showing warmth to their students, while 30.8% reported doing it frequently.
Additionally, 25.8% of teachers reported showing warmth to students sometimes, 5.0%
reported doing it on occasion, and no teachers reported never showing warmth to students
(M=5.99, SD=0.96). This suggests that the majority of teachers try to show warmth to
their students.

In terms of effort in teaching (Item No: 4), 60.8% of teachers reported always trying
their hardest to perform well while teaching, while 29.2% frequently reported it.
Additionally, 9.2% of teachers reported trying their hardest sometimes, and no teachers
reported rarely or never trying their hardest (M=6.50, SD=0.70). This suggests that the
majority of teachers put in effort while teaching.
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In terms of happiness while teaching (Item No: 5), 26.9% of teachers always reported
feeling happy while teaching, while 35.3% frequently reported it. Additionally, 18.5% of
teachers reported feeling happy sometimes, 12.6% reported feeling happy on occasion,
and 1.7% reported rarely feeling happy while teaching (M=5.61, SD=1.24). This suggests
that a significant proportion of teachers feel happy while teaching.

In terms of awareness of student feelings (Item No: 6), 40.0% of teachers frequently
reported being aware of their students’ feelings, while 28.3% always reported it.
Additionally, 26.7% of teachers reported being aware of student feelings sometimes, and
2.5% reported doing it on occasion (M=5.89, SD=0.93). This suggests that a significant
proportion of teachers try to be aware of their students’ feelings.

In terms of commitment to helping colleagues (Item No: 7), 30.0% of teachers always
reported being committed to helping their colleagues, while 29.2% frequently reported
it. Additionally, 26.7% of teachers reported being committed to helping colleagues on
occasion, 10.0% reported doing it sometimes, and 3.3% reported doing it rarely (M=5.64,
SD=1.26). This suggests that a significant proportion of teachers feel committed to
helping their colleagues.

In terms of intensity in teaching (Item No: 8), 43.3% of teachers always reported that
they really throw themselves into their work while teaching, while 31.7% frequently
reported it. Additionally, 21.7% of teachers reported doing it sometimes, and 1.7%
reported doing it rarely (M=6.12, SD=1.00). This suggests that a significant proportion
of teachers work with intensity while teaching. In terms of valuing relationships with
colleagues (Item No: 9), 77.5% of teachers either somewhat agreed or agreed that they
value the relationships they build with their colleagues, with 28.3% of them indicating
that they always value those relationships (M=6.14, SD=1.10). This indicates that

building strong relationships with colleagues is important for the majority of teachers.
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Table 3.
The Level of Engagement Experienced by English as a Foreign Language (EFL)
Teachers
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3.4. Analysis of Differences in the Social-Emotional Competencies of EFL Teachers
based on Demographic Characteristics

This section aims to investigate the differences in the social-emotional competencies
of EFL teachers based on demographic characteristics. The study specifically focuses on
three demographic factors, including gender, school type, and years of experience.
Understanding the influence of these demographic variables is crucial as it provides
insight into the factors that shape EFL teachers' competencies in promoting social-
emotional learning in the classroom.

The Table 4 and Table 5 show the results of an independent sample t-test comparing
the mean scores of EFL teachers' social-emotional competencies based on their
demographic characteristics, which are gender and school type. For the gender
comparison, an independent-samples t-test was conducted to compare the EFL teachers'
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social-emotional competencies based on gender. The test revealed a significant
difference in EFL teachers' social-emotional competencies between the male and female
(t(113) = 2.451, p = .016, two-tailed). The mean difference was .479 with a standard error
difference of .195, and the 95% confidence interval of the difference ranged from .091
to .867.

Table 4.
Analysis of Differences in the Social-Emotional Competencies of EFL Teachers based
on Gender

Variables t-test for Equality of Means

t df p Mean Std. Error 95% Confidence Interval of
Difference Difference the Difference
Lower Upper
Gender 2.451 113 .016 479 195 .091 .867

For the school type comparison, an independent-samples t-test was conducted to
compare the EFL teachers' social-emotional competencies based on school type. The test
revealed no significant difference in EFL teachers' social-emotional competencies
between state school and private school (t (113) =0.414, p = .680, two-tailed). The mean
difference was .100 with a standard error difference of .241, and the 95% confidence

interval of the difference ranged from -.379 to .579.

Table 5.
Analysis of Differences in the Social-Emotional Competencies of EFL Teachers based

on School Type

Variables t-test for Equality of Means
T df p Mean Std. Error 95% Confidence Interval of
Difference Difference the Difference
Lower Upper
School Type 414 113 .680 .100 241 -.379 579

A one-way analysis of variance (ANOVA) was conducted for examining the
differences of EFL teachers' social-emotional competencies based on years of
experience. Based on the results, the F-ratio is 1.786 and the p-value is .137. Since the p-

value is greater than .05, it can be concluded that there is not a significant difference in
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EFL teachers' social-emotional competencies based on the years of experience (see Table
6). This suggests that the years of experience do not occur a significant difference on

EFL teachers' social-emotional competencies.

Table 6.
ANOVA Results of EFL Teachers' Social-Emotional Competencies in terms of Years of
Experience

Sum of Squares df Mean Square F p
Between Groups 4.602 4 1.150 1.786 137
Within Groups 71.495 111 644
Total 76.097 115

3.5. Exploring EFL Teachers' Engagement In Classroom in terms of Demographic
Variables

This section aims to investigate EFL teachers' engagement in classroom in terms of
years of experience and school type. The study specifically focuses on three demographic
factors, including gender, and school type, and years of experience. Table 7 and 8 show
the results of independent sample t-tests that were conducted to examine if there are
significant differences in EFL teachers' engagement in the classroom based on their
demographic characteristics including gender and school type.

For gender, an independent-samples t-test was conducted to compare the EFL
teachers' engagement in classroom based on gender. The test revealed a significant
difference in EFL teachers' engagement in classroom between the male and female
(t(113) = 2.125, p = .036, two-tailed). This implies that there is a significant difference
in engagement between male and female teachers, with a mean difference of 0.193. The
95% confidence interval of the difference shows that the true difference is likely to lie
between 0.013 and 0.373.
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Table 7.
Analysis of Differences in Teachers' Engagement in Classroom of EFL Teachers based
on Gender.
Variables Levene's Test t-test for Equality of Means
for Equality
of Variances
F Sig. t df p Mean Std. Error 95% Confidence
Difference Difference Interval of the
Difference
Lower Upper
Gender 6.063 .015 2.125 113 .036 193 .091 .013 373

For school type, an independent-samples t-test was conducted to compare the EFL
teachers' engagement in classroom. The test revealed no significant difference in EFL
teachers' engagement in classroom between state school and private school (t(113) = -
0.881, p = .380, two-tailed). This implies that there is not a significant difference in
engagement between teachers working in different types of schools, with a mean
difference of -0.105. The 95% confidence interval of the difference shows that the true
difference is likely to lie between -0.342 and 0.131.

Table 8.
Analysis of Differences in Teachers' Engagement in Classroom of EFL Teachers based

on School Type

Variables Levene's Test t-test for Equality of Means

for Equality

of Variances

F Sig. t df p Mean Std. Error 95% Confidence
Difference Difference Interval of the
Difference
Lower Upper

School -
Type 2.330 | .130 881 113 | .380 -.105 119 -.342 131

Table 9 presents the results of a one-way ANOVA analysis that explores the
relationship between EFL teachers' engagement in the classroom and their years of
experience. The table shows that the sum of squares for the "Between Groups" category
is 0.721, with 4 degrees of freedom (df), resulting in a mean square of 0.180. The F-value
for this comparison is 1.201, and the p-value (Sig.) is 0.315.
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Based on the p-value, it can be concluded that there is not a significant relationship
between the teachers' years of experience and their engagement in the classroom (p >
0.05). This means that the difference in engagement levels between the groups of teachers

with different levels of experience is not statistically significant.

Table 9.
ANOVA Results toward EFL Teachers' Engagement in the Classroom with regards to

Years of Experience

Sum of Squares df Mean Square F p
Between Groups 721 4 .180 1.201 315
Within Groups 16.519 110 150
Total 17.240 114

3.6. Relationship Between EFL Teachers’ Engagement Levels and Their Social
Emotional Competencies

Regarding relationship, the results of Pearson Moment Correlation showed that there
is a high correlation between EFL teachers’ engagement levels and their social emotional

competencies (r=0.729). Correlation is significant at the 0.01 level (2-tailed).
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4. DISCUSSION

4.1. Introduction

In this study, the aim was to explore the relationship between the engagement levels
of EFL teachers and their social-emotional competencies. The research design adopted a
quantitative approach, utilizing a survey method through the use of self-administered
questionnaires (Pallant et al., 2020). The use of a quantitative research design allows for
a systematic and structured examination of relationships between variables and the ability
to generalize the findings to a larger population. This method provides reliable and valid
data that can be analyzed using statistical methods to establish relationships and draw
meaningful conclusions. The method of convenience sampling was employed in the
recruitment of English teacher participants. Participants were selected based on their
voluntary participation and availability, ensuring minimum interference with their daily
routines.

This chapter begins by analyzing and interpreting the results of the study and
exploring their significance in the context of literature. Next, it critically examines the
limitations encountered during the research process, providing a comprehensive
evaluation of the strengths and weaknesses of the study. The chapter concludes with a
comprehensive summary of the study's key findings and recommendations for both
practical implementation and future research. The recommendations highlight areas for
improvement and address the research gaps identified during the study, which require
further exploration and investigation in the future. The chapter provides valuable insights
into the potential future directions for research in this field, helping to advance our
understanding and support the development of effective practices for EFL teachers'

engagement levels and their social-emotional competencies.

4.2. Discussion of Descriptive Findings

To address the first and second research questions, the results were analyzed by
thoroughly examining the responses teachers gave on a Likert scale survey that aimed to
measure the level of engagement in the classroom setting and assess their competency in
social and emotional learning (SEL) skills.

The provided analysis offers valuable insights into SEL skills among EFL (English as
a Foreign Language) teachers. These skills are critical for both personal effectiveness

and fostering a conducive learning environment. They encompass knowing and
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managing feelings, improving empathy and apprehension for people. They can also help
people decide responsibly, have good relationships, and cope with hard situations
adeptly. Looking at the mean scores, which range from 3.07 to 5.48 on a scale of 6, one
can deduce that EFL teachers generally possess a good level of SEL skills. However, it's
important to note the range, suggesting that some areas of SEL might be more developed
or frequently displayed than others. The overall average competency level, calculated as
a mean of 4.85, indicates a fairly high proficiency in SEL skills. EFL teachers, therefore,
appear to be quite effective in leveraging these skills in their professional practice. The
standard deviation (SD), a measure of variation, presents additional insights. With an SD
ranging from 0.59 to 1.35, it is clear that there's significant variability among the
individual SEL skills scores of the EFL teachers. This variability could stem from various
factors, including but not limited to personal characteristics, professional training and
development, years of teaching experience, or the contextual demands of their specific
teaching environments. While some teachers might exhibit very high SEL skills, others
could be performing at much lower levels.

The results also presented significant insights into the engagement levels of EFL
teachers. Teacher engagement, as described by Klassen et al. (2012), plays a critical role
in various aspects of the educational landscape, making it a highly valued attribute in
effective teaching and learning environments. Teacher engagement profoundly
influences students' learning outcomes and the overall effectiveness of educators. As
highlighted by Gordon (2006), engaged teachers are more likely to boost students'
success and promote student engagement. This compelling relationship between teacher
engagement and student performance underscores the importance of ensuring teachers
are motivated and involved in their teaching roles. The high engagement levels of EFL
teachers, as indicated by the mean scores ranging from 5.54 to 6.50 on a 7-point scale,
are therefore encouraging. These findings suggest that EFL teachers are generally well-
engaged, a factor likely to have positive ripple effects on their students' learning
experiences and outcomes. Engagement also plays a crucial role in teachers' well-being.
According to the research, engaged teachers are better equipped to overcome work-
related stress and burnout. They also show a stronger commitment to their roles, whether
mediated through goal orientation, as Han, Yin, and Wang (2016) suggested, or through
job resources and institutional engagement, as proposed by Hakanen, Bakker, and
Schaufeli (2006). The high levels of engagement among EFL teachers could imply a

relatively healthy work environment and greater resilience among these professionals,
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potentially resulting in lower turnover rates and higher job satisfaction. Further, the
findings indicate that engaged teachers are more likely to play active roles within their
workplaces, contributing positively to school life. They can influence 'job resources'
beneficial to the school environment, including enhanced autonomy, social support
among colleagues, and greater opportunities for professional development. The high
engagement levels among EFL teachers may suggest that these educators are likely
fostering enriching, collaborative, and supportive professional environments. Notably,
the study results reveal consistency in the level of engagement among EFL teachers, as
indicated by the relatively low standard deviation (SD=1.06). This uniformity suggests a
stable teaching-learning environment with minimal disparities in teacher performance
due to engagement. However, it also indicates a lack of exceptionally high performers
who might bring innovative teaching practices or serve as role models for others.

This finding is consistent with previous research that has demonstrated the importance
of teacher engagement for student learning outcomes. For instance, studies have shown
that teacher engagement is positively associated with student motivation and academic
achievement (Daniels & Bitter, 2006). A supportive and motivating learning
environment, characterized by high levels of teacher engagement, can foster a positive
learning experience for students and contribute to their language learning success. This
finding highlights the crucial role that teacher engagement plays in enhancing student
learning outcomes and underscores the need for policies and initiatives that promote
teacher engagement in the classroom. Additionally, this finding highlights the need for
ongoing professional development opportunities that help teachers develop effective
engagement strategies and provide them with the tools they need to create a positive and
supportive learning environment. Furthermore, it is important to recognize that teacher
engagement is a complex and dynamic phenomenon that can be influenced by a variety
of factors, including school culture, teacher burnout, and workload. As such, it is essential
that schools and educational institutions take a holistic approach to promoting teacher
engagement, taking into account the multiple factors that contribute to this important
aspect of teaching and learning. By doing so, they can help ensure that teachers are well-
equipped to foster a supportive and motivating learning environment that promotes
student success and prepares them for the challenges of the future.

Additionally, the results of the current study highlight the critical role that social-
emotional competencies play in EFL teaching. The findings suggest that most EFL

teachers possess moderate to high levels of social-emotional competencies, aligning with
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previous research that has emphasized the significant impact of teachers' social-
emotional skills on their teaching practices and student outcomes. A supportive and
empathetic learning environment fostered by teachers with strong social-emotional skills
can have a positive impact on students' academic and personal development, helping
them achieve greater success in language learning (Saunders et al., 2017). These results
emphasize the need for programs and training initiatives to support EFL teachers in
developing and enhancing their social-emotional competencies. This will ensure that they
are equipped with the skills necessary to create a positive and effective learning
environment that supports student growth and success.

4.3. Discussion of Inferential Findings

The second, third and fifth research questions' data was thoroughly analyzed to
interpret the inferential findings. The study explored the differences with regard to
demographic characteristics, including gender, school type, and years of experience, on
the social-emotional competencies and engagement in the classroom of English as a
Foreign Language (EFL) teachers. According to the results of independent sample t-tests
and one-way ANOVA, there is a notable gender-based difference in the social-emotional
competencies of EFL teachers. However, there was no significant difference in social-
emotional competencies based on school type and years of experience. In terms of
engagement in the classroom, there was a significant difference based on gender, while
no significant difference was found in terms of school type.

The results of the study suggest that there is a significant difference in engagement
levels between male and female teachers. This finding is supported by previous research
that has found gender differences in teacher engagement levels, with female teachers
generally showing higher levels of engagement compared to male teachers (Bartley &
Liang, 2019). This suggests that there may be gender-related factors that contribute to
teacher engagement levels and that further research is needed to better understand these
differences.

Moreover, the results indicate that there is no significant difference in engagement
levels based on the type of school where teachers work, which is in line with previous
research that has found no significant differences in teacher engagement levels based on
the type of school (Miller et al., 2016). This suggests that there is no significant difference
between EFL teachers' engagement levels in terms of the type of school and that other

factors, such as personal and professional characteristics, may play a more prominent
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role. The results also suggest that there is no significant difference in EFL teachers'
social-emotional competencies based on years of experience, which is consistent with
previous research that has found no significant relationship between teacher experience
and engagement levels (Duckworth & Quinn, 2009).

It can be concluded from these findings that gender plays a significant role in shaping
the social-emotional competencies and engagement in the classroom of EFL teachers,
while school type and years of experience do not. These findings provide important
insights into the factors that influence social-emotional learning in the EFL classroom
and can be used to guide professional development programs aimed at enhancing EFL
teachers' competencies in promoting social-emotional learning.

Finally, the results show a high correlation between EFL teachers' engagement levels
and their social-emotional competencies. This finding is in line with previous studies that
have found a strong relationship between teachers' emotions and engagement (Ljubojevic¢
& Vukosavljevi¢, 2020; Zins & Sweeney, 2015). For example, research has demonstrated
that emotional intelligence and emotional labor are positively associated with teachers'
job satisfaction and engagement (Ljubojevi¢ & Vukosavljevi¢, 2020). Teachers who are
emotionally intelligent and capable of managing their emotions are more likely to be
engaged in their work and motivated to create a positive learning environment for their
students (Zins & Sweeney, 2015).

In conclusion, the results suggest that while the average level of engagement and
competence among EFL teachers is moderate to high, there are differences in
engagement levels between male and female teachers. However, the years of experience
and type of school do not seem to have a significant difference in engagement levels or
social-emotional competencies. The study highlights the importance of teacher
engagement and social-emotional competencies in fostering a positive learning
environment and promoting student success in language learning. Further studies are
needed to confirm these findings and explore other potential factors that may consider

these variables.

4.4. Theoretical and Practical Implications

The results of this study on EFL teachers' engagement levels and their social-
emotional competencies have several implications, both theoretically and practically.
These implications can be further contextualized and understood in light of previous
research in the field.
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Theoretically, the results provide a better understanding of the relationship between
EFL teachers' engagement and their social-emotional competencies. The results suggest
that there is a high correlation between engagement and competencies, which is
consistent with previous research. This finding highlights the importance of considering
both engagement and competencies as key components of effective teaching. The results
of this study can inform the development of teacher training programs and professional
development initiatives aimed at promoting both engagement and competencies among
EFL teachers.

Furthermore, the results indicate that EFL teachers' social-emotional competencies
didn’t differ with regard to the years of experience. This suggests that simply increasing
the length of time a teacher has been in the field may not lead to improvements in their
competencies. Instead, it may be necessary to focus on providing opportunities for
professional development that specifically target social-emotional competencies.

Practically, the results of this study have several implications for EFL teachers, school
administrators, and policy makers. For EFL teachers, the results suggest that they can
benefit from paying attention to both their engagement levels and their social-emotional
competencies. By doing so, they can increase their effectiveness as teachers and support
the learning outcomes of their students. For school administrators, the results highlight
the importance of providing opportunities for professional development that focus on
both engagement and competencies. This can be achieved through in-service training
programs, mentorship programs, and other initiatives aimed at promoting teacher quality.

For policymakers, the results suggest that there is a need for targeted strategies to
support female EFL teachers in improving their engagement levels. This could include
providing mentorship programs, promoting work-life balance initiatives, and providing
opportunities for professional development. Additionally, the results highlight the
importance of considering both engagement and competencies when designing and
implementing teacher training programs and professional development initiatives.

In conclusion, this study provides valuable insights into the relationship between EFL
teachers' engagement levels and their social-emotional competencies. The results have
important implications for EFL teachers, school administrators, and policymakers, and
can inform the development of strategies aimed at promoting effective teaching in the
field of EFL. Further research is needed to build on these findings and to explore the
relationship between engagement, competencies, and other important variables such as

classroom management and instructional practices.
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4.5. Limitations and Suggestions for Future Studies

This study has several limitations. One limitation of this study is its sample size, which
may not be representative of the entire population of EFL teachers. Additionally, the
study only collected data from one specific region, which may limit the generalizability
of the results to other regions with different cultural and educational contexts.

Another limitation is the self-reported nature of the data, which is subject to social
desirability bias or the tendency for participants to respond in ways that will be perceived
as socially desirable. This may have influenced the results and should be considered when
interpreting the findings.

In order to enhance the generalizability of the results, future studies could consider
conducting a larger and more diverse sample of EFL teachers, including those from
different regions, cultures, and educational contexts. Additionally, future studies could
consider collecting data from multiple sources, such as students and school
administrators, to triangulate the results and obtain a more comprehensive understanding
of EFL teachers’ social-emotional competencies and engagement in the classroom.

Another suggestion for future research is to investigate the relationship between
demographic characteristics, such as age and gender, and EFL teachers’ social-emotional
competencies and engagement in the classroom. This could help to understand how
demographic factors may influence these competencies and inform efforts to improve
teacher training and support programs.

Finally, it would be interesting to explore the potential impact of EFL teachers’ social-
emotional competencies and engagement on students’ language learning outcomes. This
could help to better understand the role of teachers in promoting successful language
learning and inform efforts to improve teacher training and support programs.

In conclusion, this study provides important insights into the demographic
characteristics of EFL teachers and their role on social-emotional competencies and
engagement in the classroom. The findings highlight the importance of considering
demographic factors when addressing teacher training and support needs and suggest
avenues for future research to further enhance our understanding of these complex

relationships.
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5. CONCLUSION

The purpose of this study was to examine the correlation between teacher engagement
levels and social-emotional competencies in EFL (English as a Foreign Language)
teaching. The results revealed that the majority of the EFL teachers displayed moderate
to high levels of engagement in the classroom and had developed adequate social-
emotional competencies. However, the study also uncovered a significant difference with
regard to social-emotional based on gender. Teachers' gender was found to play a role in
the development of their social-emotional competencies. This highlights the importance
of addressing gender-related challenges in teacher training and development initiatives.
Interestingly, school type and years of experience were not effective with regard to
teacher engagement and social-emotional competencies. This implies that these factors
are not determinants of teachers' engagement and social-emotional competencies, and
other variables may be at play. The findings of this study provide valuable insights for
teacher training and development programs that aim to promote teacher engagement and
social-emotional competencies. These results emphasize the critical role that social-
emotional competencies play in EFL teaching and the impact that teacher engagement
has on student outcomes. However, this study also acknowledges its limitations and the
need for future research to explore other factors that may impact teacher engagement and
social-emotional competencies. Future studies could address the limitations of the current
study and delve deeper into the variables that contribute to teacher engagement and the
development of social-emotional competencies in EFL teaching.
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Appendix A.

Ethics Committee Request and Approval Document

T.C

CAG UNIVERSITESI

SOSYAL BILIMLER ENSTiTUSU

TEZ / ARASTIRMA / ANKET / CALISMA iZNi / ETIK KURULU iZiNi TALEP FORMU VE ONAY TUTANAK FORMU

OGRENCI BILGILERI
T.C. NOSU
ADI VE SOYADI Tugba ULUCAN KURT
OGRENCI NO 202008026
TEL. NO.
E - MAIL ADRESLERI
ANA BiLiM DALI ingiliz Dili Egitimi
HANGI ASAMADA Tez

OLDUGU (DERS / TEZ)

iSTEKDE BULUNDUGU
DONEME AT DONEMLIK
KAYDININ YAPILIP-
YAPILMADIGI

2022 /2023 - GUZ DONEMi KAYDINI YENILEDIM.

ARASTIRMA/ANKET/CALISMA TALEBI iLE ILGIiLi BILGILER

TEZIN KONUSU

ingilizce 6gretmenlerinin Sosyal-duygusal yetkinlikleri ve isle bitiinlesmelerini konu edinmektedir.

TEZIN AMACI

ingilizce 6gretmenlerinin isle bitiinlesme seviyeleri ile sosyal-duygusal yetkinlikleri arasindaki iliskiyi incelemek.

TEZIN TURKGE
OZETi

Arastirmanin deseni tarama yontemine uygun olarak hazirlanmistir. Bu galismanin érneklemini Kirsehir'de gérev yapan
120 ingilizce 6gretmeni olusturmaktadir. Verilerin analizi SPSS istatistiksel yazilimi kullanilarak yapildi ve sonuglar tablo,
sekil ve metin olarak sunuldu. Bu ¢alismada, verileri analiz etmek icin hem tanimlayici hem de ¢ikarimsal istatistikler
kullaniimistir. Sonuglar, ingilizce 6gretmenlerinin gogunlugunun sinifta orta ila yiksek diizeyde isle battnlestigi ve yeterli
sosyal-duygusal yeterlilikler gelistirdigini ortaya koymustur. Bununla birlikte, calisma ayni zamanda cinsiyetin sosyal-
duygusal yeterlilikler izerinde 6nemli bir etkisi oldugunu da ortaya ¢ikarmistir. Ayni zamanda 6gretmenlerin cinsiyetinin
sosyal-duygusal yeterliliklerinin gelismesinde rol oynadigi tespit edilmistir. Ayrica, okul tirti ve kidemin 6gretmenlerin igle
butlinlesmeleri ve sosyal-duygusal yeterlikler arasinda anlamli bir iliski bulunmamistir.

ARASTIRMA
YAPILACAK OLAN
SEKTORLER/
KURUMLARIN ADLARI

Kirsehir ilindeki okullar.

iZIN ALINACAK OLAN
KURUMA AIT BILGILER
(KURUMUN ADI- SUBESI/
MUDURLUGU -iLi -
iLGESI)

Kirgehir ili Milli Egitim Mudarlaga

YAPILMAK ISTENEN
GALISMANIN iziN
ALINMAK ISTENEN
KURUMUN HANGI
ILCELERINE/ HANGI
KURUMUNA/ HANGI
BOLUMUNDE/ HANGI
ALANINA/ HANGI
KONULARDA/ HANGI
GRUBA/ KIMLERE/ NE
UYGULANACAGI GiBi
AYRINTILI BILGILER

Kirsehir il ve ilcede calisan tum ingilizce 6gretmenlerini kapsamaktadir.

UYGULANACAK OLAN
CALISMAYA AIT
ANKETLERIN/
OLCEKLERIN
BASLIKLARI HANGI
ANKETLERIN -
OLCELERIN
UYGULANACAGI

1.Social Emotional Competence Teacher Rating Scale 2. Engaged Teacher Scale

EKLER (ANKETLER,
OLCEKLER, FORMLAR,
... V.B. GiBi EVRAKLARIN
ISIMLERIYLE BIRLIKTE
KAG ADET/SAYFA
OLDUKLARINA AIT
BILGILER ILE AYRINTILI
YAZILACAKTIR)

1) SECTRS (2) Sayfa Social Emotional Competence Teacher Rating Scale
2) UWES. (1) Sayfa Engaged Tecaher Scale
Formlari.

OGRENCININ ADI - SOYADI: Tugba ULUCAN KURT

OGRENCININ iMZASI: Enstitii miidiirliigiinde evrak ash islak imzaldir.
TARIH: 14/ 06/ 2023

TEZ/ ARASTIRMA/ANKET/CALISMA TALEBI iLE iLGiLi DEGERLENDIRME SONUCU

1. Segilen konu Bilim ve is Duinyasina katki saglayabilecektir.

2. Anilan konu

faaliyet alani icerisine girmektedir.
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OY GOKLUGU iLE uygundur.

1.TEZ
2.TEZ DANISMANININ ONAYI - SOSYAL BILIMLER ENSTITUSU
DANISMANININ (VARSA) ANA BILIM DALI BASKANININ ONAYI MODURUNUN ONAYI
ONAYI
Adi - Soyadi: )
Seden TUYAN Adi - Soyadl: .....uviiieieiiiiiins Adi - Soyadi: Sehnaz SAHIN KARAKAS |Adi - Soyadi: Murat KOC
_Unvant: Dr. Ogrt.
yl%?im"Em B 1\7: )] Oe—— Unvani: Prof. Dr. Unvani: Prof. Dr.
3 Ta
midurliginde evrak ) imzasi:Enstiti midirliginde evrak ash  |imzasi:Enstitii miidirliginde evrak
asli i1slak imzalidir. ImzZast:saasnsnngs islak imzaldir. asli islak imzaldir.
sl seial 205 oelnel@0m: | s Fiserses 12000 | s Dzl 20:5
ETiK KURULU ASIL UYELERINE AIT BILGILER
Adi - Soyadi: Adi - Soyad: Adi - Soyad:
Adi - Soyad: Adi - Soyadi: Mustafa yack: S _ |Adi- Soyad::
Sehnaz Vicel ERTEKIN |1 - Soyadt: Deniz| gy ) L Mustafa Tevfik |Hiiseyin Mahir | "2
SAHINKARAKAS Aynur GULER ODMAN FISUNOGLU
Unvani : Prof. Dr.  |Unvani _: Prof. Dr. |Unvani: Prof, Dr. [Unvani : Prof. Dr.  |Unvani: Prof. Dr. [Unvani : Prof. Dr. |Unvani : Prof. Dr.
Enstitii Enstitii Enstitt Enstitii Enstitii Enstitii Enstitii
miidiirliigiinde miidiirliigiinde miidiirliigiinde miidiirligiinde ~ midiirliifiinde  miidiirligiinde miidiirliigiinde
evrak asli 1slak  evrak ash islak  evrak ashi islak  evrak ashi islak  evrak ash islak evrak ash 1slak  evrak ash islak
imzalidir. imzalidir. imzalidir. imzalidir. imzalidir. imzalidir. imzalidir.
Etik Kurulu Jiri Etik Kurulu Jiiri Etik Kurulu Jiiri | Etik Kurulu Jiri Asil | Etik Kurulu Juri |Etik Kurulu Jiri Etik Kurulu Jiri
Bagkani - Asil Uye Asil Uyesi Asil Uyesi Uyesi Asil Uyesi _|Asil Uyesi |Asil Uyesi
X . " s
OY BiRLIGI ILE gallsma yapilacak olan tez icin .uygulayac.ak oldugu Anketleri/Formlari/Olcekleri Gag
Universitesi Etik Kurulu Asil Jiiri Uyelerince Incelenmis olup, ...... /...... 120...... CRR— |
........ 1 20...... tarihleri arasinda uygulanmak lizere gerekli iznin verilmesi taraflarimizca

EDILECEKTIR. AYRICA FORMDAKI YAZI ON iKi PUNTO OLACAK SEKILDE YAZILACAKTIR.

AGIKLAMA: BU FORM OGRENCILER TARAFINDAN HAZIRLANDIKTAN SONRA ENSTITU MUDURLUGU SEKRETERLIGINE ONAYLAR ALINMAK UZERE TESLIM




Appendix B. Informed Consent Forms of the Study

CAG UNIVERSITESI
SOSYAL BIiLIMLER ENSTIiTUSU
ETiK KURULU

BILGILENDIRILMi$S ONAM FORMU

Bu formun amaci arastirma ile ilgili olarak sizi bilgilendirmek ve katilmaniz ile ilgili izin almaktir.

Bu kapsamda “An Investigation of the Relationship between Efl Teachers’ Engagement Levels and their
Social-Emotional Competencies” baglikli arastirma “Tugba ULUCAN KURT” tarafindan goéniillii katilimecilarla
yiriitiilmektedir. Arastirma sirasinda sizden alinacak bilgiler gizli tutulacak ve sadece arastirma amach
kullanilacaktir. Arastirma siirecinde konu ile ilgili her tiirli soru ve goriisleriniz icin asagida iletisim bilgisi
bulunan arastirmaciyla goriisebilirsiniz. Bu arastirmaya katilmama hakkiniz bulunmaktadir. Ayn1 zamanda
calismaya katildiktan sonra calismadan ¢ikabilirsiniz. Bu formu onaylamaniz, aragtirmaya katilim icin onam
verdiginiz anlamina gelecektir.

Aragtirmayla ilgili Bilgiler:
Aragtirmanin Amact: Ingilizce 6gretmenlerinin Isle biitiinlesme seviyeleri ile sosyal-duygusal yetkinlikleri
arasindaki iligkiyi incelemek.

Arastirmanin Nedeni: Ingilizce 6gretmenlerinin Isle biitiinlesme seviyeleri ile sosyal-duygusal yetkinlikleri
arasindaki iligki cinsiyet, deneyim ve yasa gore farklilik olup olmadigini incelemek.
Arastirmanin Yiritiilecegi Yer: Kirsehir

Calismaya Katilim Onay1:

Aragtirmanin amacini, nedenini, yiriitilecegi yer ile ilgili bilgileri okudum ve goniillii olarak tizerime
diisen sorumluluklar: anladim. Arastirma ile ilgili ayrintili aciklamalar yazili ve s6zlii olarak tarafima sunuldu. Bu
arastima ile ilgili faydalar ve riskler ile ilgili bilgilendirildim.

Bu arasgtirmaya kendi istegimle, hicbir baski ve zorlama olmaksizin katilmay: kabul ediyorum.

Katiimeinin (Islak imzasiile™™)

Adi-Soyadt:
Imzas1 ™

Arastirmacinin

Adi-Soyad1: Tugba ULUCAN KURT
e-posta:

imzas:

***Online yapilacak uygulamalarda, 1slak imza yerine, bilgilendirilmis onam formunun anketin ilk sayfasindaki
en iist boliimiine yerlestirilerek katihimeilarin kabul ediyorum onay kutusunu isaretlemesinin istenilmesi
gerekmektedir.
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Appendix C. SECTRS ASSESSMENT (Ogretmenlerin Sosyal Duygusal
Yetkinliklerini Degerlendirme Olcegi)

1. Gender
a. Female
b. Male

2. What grade-level best describes the setting you work with children?

a. Elementary

b. Middle School

c. High School

d. Multiple Grade Levels

3. Where are you working at?
a.Private School
b.State School

4. How many years have you been teaching?
a.0-3
b.4-7
c.8-11
d.12-15
e. 15+

The statements below describe your thoughts, feelings, and actions in the classroom and in situations
at your school. For each item, please indicate the extent to which you agree or disagree with the
statement provided. There are no right or wrong answers, so please be as honest as possible.

Strongly ) Somewha | Somewhat Strongly
< Disagree < Agree
Disagree t Disagree Agree Agree

| have a close relationship with my
students.

Ogrencilerimle yakin bir iliskim
vardir

| am aware of how all of my
students are feeling.

Tiim 6grencilerimin nasil
hissettiklerinin farkindayimdir

| am good at understanding how
my students' feel.

Ogrencilerimin nasil hissettiklerini
anlama konusunda iyiyim

4 Students come to me with
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problems.

Ogrenciler problemleri icin yanima
gelir.

It is very difficult to for me to build
relationships with students.

5
Ogrencilerle iliski kurmak benim
icin cok zordur.
| create a sense of community in
my classroom.

6
Sintimda bir topluluk duygusu
yaratirim.

I build positive relationships with
my students' families.

7
Ogrencilerimin aileleriyle olumlu
iligkiler kurarim.

I nearly always stay calm when a
student upsets me.

8 Bir 6grenci beni tizdigiinde
neredeyse her zaman sakin
kalirim.
| remain calm when addressing
student misbehavior.

9 | as e
Ogrencilerin uygunsuz
davraniglarini ele alirken sakin
davraninm.

| frequently get upset when
students provoke me.

10
Ogrenciler beni kiskirthginda,
cogunlukla tiziiltriim.
| think before | act.

11 "

Eyleme ge¢cmeden 6nce
diistiniiriim.

12 | | frequently get upset in the

classroom and do not understand
why.

Sinifta ¢cogunlukla tiziililyorum ve
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nedenini anlamiyorum

13

| am able to manage my emotions
and feelings in healthy ways.

Duygularimi ve hislerimi saghkh
yollarla y6netebilirim.

14

| appreciate individual and group
differences (e.g., cultural,
linguistic, socioeconomic, etc.).

Bireysel ve grup farklihklarini
anlayisla karsilarim. (or. Kiiltiirel,
dilsel, sosyoekonomik, vs.)

15

My students' safety is an
important factor in the decisions |
make.

Ogrencilerimin giivenligi, aldigim
kararlarda 6nemli bir faktorduir.

16

| problem-solve with students
when there is a problem or
argument.

Bir problem veya tartisma
oldugunda bunu 6grencilerimle
¢6zerim

17

| know how my emotional
expressions affect my interactions
with students.

Duygusal ifadelerimin 6grencilerle
etkilesimlerimi nasil etkiledigini
bilirim.

18

| make an effort to ensure that my
instruction is culturally sensitive.

Yoénergelerimin kiiltiirel agidan
duyarli olmasini saglamak icin
¢aba sarf ediyorum

19

| consider my students' well-being
when making decisions.

Karar verirken 6grencilerimin iyi
olma halini géz 6niinde
bulundururum.
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20

Staff members seek my advice
when resolving a problem.

Calisma arkadaslarim bir sorunu
¢6zerken benim tavsiyemi alir.

21

It is easy for me to tell people how
| feel.

Nasil hissettigimi bagkalarina
kolaylikla sdyleyebilirim.

22

In conflict situations with staff
members, | can effectively
negotiate solutions.

Diger calisma arkadaslarimla,
¢atisma durumlarinda ¢éziimleri
etkili bir sekilde tartisabilirim.

23

Staff members at my school
respect me.

Okulumdaki ¢alisma arkadaslarim
bana saygi duyar

24

| pay attention to the emotions of
staff members at my school.

Okuldaki calisma arkadaslarimin
duygularina dikkat ederim.

25

| feel comfortable talking to
parents.

Ebeveynlerle konusurken kendimi
rahat hissederim.
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Appendix D. Engaged Teacher Scale (ETS)

Engaged Teacher Scale (Ogretmenler igin Isle Biitiinlesme Olgegi)

Below you will find a list of statements describing your experiences as a teacher. Please
indicate your personal response to each of these statements by checking the number that best
represents your answer.

Response scale 0: Never, 1: Rarely, 2: On occasion, 3: Sometimes, 4: Often, 5: Frequently, 6:
Always

0: Higbir Zaman, 1: Neredeyse Hig, 2: Nadiren, 3: Bazen, 4: Siklikla, 5: Cogunlukla, 6: Her

Zaman
ol o«
| 2] ¢
£ R
| | 0 =
I
1. Okulda, 6gretmen arkadaslarimla iyi iletisim kurarim. ol 1 3|4
(2)At school, | connect well with my colleagues. 2 5|6
2. Ogretim vermeyi heyecan verici buluyorum. 0/1|2[3|4|5]| 6
(2)1 am excited about teaching
3. Sinifta, 6grencilerime sicak davranirim. 0|1|/2(3|4|5|6
(3)In class, | show warmth to my students.
4. Ogretim verirken, basarili olabilmek icin elimden gelenin en iyisini
0[1|2|3|4
yapmaya calisirim. 5|6
(4)1 try my hardest to perform well while teaching.
5. Ogretim verirken, cok mutlu hissediyorum. 0|1|/2(3|4|5]|6
(5)! feel happy while teaching.
6. Sinifta, 6grencilerimin duygularinin farkindayimdir. 0|1|2[3|4|5]|6
(6)In class, | am aware of my students’ feelings.
7. Okulda, 6gretmen arkadaslarima yardim etmeyi gérev bilirim. ol 112134
(7)At school, | am committed to helping my colleagues. 516
8. Ogretim verirken, kendimi isime adarim. 0|1/2[3|4|5]|6
(8)While teaching, | really - throw” myself into my work.
9. Okulda, 6gretmen arkadaslarimla kurdugum iliskiler benim icin degerlidir. | o| 1| 2| 3| 4
(9)At school, | value the relationships | build with my colleagues. 516
10. Ogretmeyi cok seviyorum. 0/1|2[3|4|5 |6
(10)I love teaching
11. Ogretim verirken, biitiin dikkatimi isime veririm. 0/1{2|3(4|5]6
(11)While teaching | pay a lot of attention to my work.
12. Okulda, 6gretmen arkadaslarimin sorunlariyla ilgilenirim. ol 112134
(12)At school, | care about the problems of my colleagues. 516
13. Ogretim vermeyi eglenceli buluyorum. 0|1|/2(3|4|5]|6
(13)1 find teaching fun.
14. Sinifta, 6grencilerimin sorunlariyla ilgilenirim. 0|1|2[3|4|5]|6
(14)In class, | care about the problems of my students.
15. Ogretim verirken, isime yogunlasirim. O/l Ra2: 531|451 (|56
(15)While teaching, | work with intensity.
16. Sinifta, 6grencilerimle empati kurarim. 0|1(2|3(4|5]| 6
(16)In class, | am empathetic towards my
students.
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Appendix E. Scientific Research and Publication Ethics Board Decision

T.C.
” CAG UNIVERSITESI

Sosyal Bilimler Enstitiisii

Say1 : E-23867972-050.01.04-2200009521 15.12.2022
Konu : Bilimsel Arastirma ve Yayn Etigi
Kurulu Karar1 Alinmas: Hk.
REKTORLUK MAKAMINA

Ilgi: 09.03.2021 tarih ve E-81570533-050.01.01-2100001828 sayili Bilimsel Arastirma ve
Yayn Etigi Kurulu konulu yazimz.

Ilgi tarihli yazimiz kapsaminda Universitemiz Sosyal Bilimler Enstitiisii biinyesindeki
Lisansiistii Programlarda halen tez asamasinda kayitli olan Gamze Giiney (Oz), Tugba
Ulucan Kurt isimli 6grencilerimize ait tez evraklarmimn "Universitemiz Bilimsel Arastirma ve
Yayin Etigi Kurulu Onaylar1" alinmak tizere Ek'te sunulmus oldugunu arz ederim.

Prof. Dr. Murat KOC
Sosyal Bilimler Enstitiisti Miid{irii

Ek : 2 adet 6grenciye ait tez evraklar1 dosyasi.
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Appendix F. Cag University Rectorate Thesis Ethics Permission Letter

T,
CAG UNIVERSITESI

Rektorliik

Sayr : E-81570533-044-2200009800 26.12.2022

Konu : Bilimsel Aragtirma ve Yayin Etigi
Kurul izni Hk.

SOSYAL BILIMLER ENSTITUSU MUDURLUGUNE

Ilgi : a)15.12.2022 tarih ve E-23867972- 050.01.04-2200009521 sayil1 yaziniz.
b) 16.12.2022 tarih ve E-23867972- 050.01.04-2200009527 say1l1 yaziniz.
c¢) 15.12.2022 tarih ve E-23867972- 050.01.04-2200009504 sayili yaziniz.
¢) 13.12.2022 tarih ve E-23867972- 050.01.04-2200009394 sayili yaziniz.
d) 08.12.2022 tarih ve E-23867972- 050.01.04-2200009278 sayil1 yaziniz.
e) 06.12.2022 tarih ve E-23867972- 050.01.04-2200009204 say1li yaziniz.

ilgi yazilarda s6z konusu edilen Naime Ordek, Ahmet Karakul, Erman Zobu, Dilara
Eskidelvan, Gamze Giiney (Oz), Tugba Ulucan Kurt, Tiirkan Aydogdu, Hande Aydogdu
ve Furkan Bilgin isimli 6grencilerimize ait tez evraklart Bilimsel Arastirma ve Yayin Etigi
Kurulunda incelenerek uygun gorilmiistiir.

Bilgilerinizi ve geregini rica ederim.

Prof. Dr. Unal AY
Rektor
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Appendix G. Request Letters of Institute of Social Sciences for Permission to

Conduct Research in Schools

T,
” CAG UNIVERSITESI

Sosyal Bilimler Enstitiisii

Sayr : E-23867972-044-2200009825 27.12.2022
Konu : Tugba Ulucan Kurt'un Tez Anket
Izni Hk.
DAGITIM YERLERINE

Ingiliz Dili Egitimi Tezli Yiiksek Lisans Programinda kayitli Tugba Ulucan Kurt isimli
6grencimizin, “ingilizce ()gretmenlerinin Isle Biitiinlesme Seviyeleri ile Sosyal-Duygusal
Yetkinlikleri Arasmndaki iliskiyi incelemek” konulu tez galismasi Universitemiz Ogretim
Uyelerinden Dr. Ogr. Uyesi Seden Tuyan'in tez danismanhginda yiiriitiilmektedir. Ad1 gegen
ogrenci tez ¢alismasinda Kurumunuza bagh il ve Ilcelerde halen ¢calismakta olan tiim
ingilizce Ogretmenlerini kapsamak iizere kopyas: Ek’lerde sunulan anket uygulamasini
yapmay1 planlamaktadir. Universitemiz Etik Kurulunda yer alan iiyelerin onaylar1 alinmis
olup, gerekli iznin verilmesi hususunu bilgilerinize sunarim.

Prof. Dr. Unal AY
Rektor

Ek : 1 adet 6grenciye ait tez evraklar1 dosyasi.

Dagitim:
Geregi: Bilgi:
Kirsehir 11 Milli Egitim Miidiirliigiine Kirsehir Valiligine
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Appendix H. Kirsehir Provincial Directorate of National Education Thesis Survey

and Interview Application and Permission Aproval Letters

P "B\ T.G.
/o785 & G\ KIRSEHIR VALILIGi
{25y o) i1 Milli Egitim Miidiirliigii
\‘\- '-,". L , -~ ",!
Ny > o
Cxxt
Say1 :E-24512418-605.01-68201713 12/01/2023

Konu : Tugba ULUCAN KURT"'un
Arastirma izni

VALILIK MAKAMINA

Cag Universitesi Sosyal Bilimler Enstitiisiiniin 27.12.2022 tarih ve 2200009825 sayili yazilar ile;
ingiliz Dili Egitimi yiiksek lisans 6grencisi Tugba ULUCAN KURT'un “ingilizce Ogretmenlerinin isle
Biitiinlesme Seviyeleri ile Sosyal-Duygusal Yetkinlikleri Arasindaki iliskiyi incelemek" konulu
arasgtirmay1 yapma istegi bildirilmektedir.

Cag Universitesi Sosyal Bilimler Enstitiisii Ingiliz Dili Egitimi yiiksek lisans ogrencisi Tugba
ULUCAN KURT'un soéz konusu arastirmasini il Geneli 6zel resmi ilkokul, ortaokul ve ortadgretim
ingilizce 6gretmenlerine Milli Egitim Bakanhigi Yenilik ve Egitim Teknolojileri Genel Miidiirliigii'niin
21.01.2020 tarih 1563890 sayili (2020/2 nolu genelge) emirleri dogrultusunda arastirmanin, ilgili
denetimi okul/kurum idaresinde olmak iizere, kurum faaliyetlerini aksatmadan, goniilliiliik esasina gore
ve arastirmacinin sorumlulugunda miidiirliigiimiiz tarafindan miihiirlenen anket formlarinin uygulanmasi
midirligiimiizce uygun goriilmektedir.

Makaminizca da uygun goriildiigii takdirde olurlariniza arz ederim.
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