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OZET

COVID-19 SALGININDA TURKIYE MiLLI EGITIM BAKANLIGI’NIN ACIiL
DURUM EGIiTiM POLITIiKASI: YABANCI DiL OGRETMENLERININ
DiJITAL OKURYAZARLIGI VE UZAKTAN EGIiTiM SURECINE
UYUMLULUKLARI

Emine DEMIR

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Anabilim Dah
Damisman: Prof. Dr. Yonca OZKAN
Agustos 2021, 153 Sayfa

Devam eden COVID-19 pandemisinin kiiresel olarak yayilmasi, egitim
sistemleri de dahil olmak iizere yasamin tiim alanlarinda 6nemli degisikliklere neden
oldu. Devam eden salginin egitim sistemlerine yansimalari, K-12 seviyesinden
yiiksekogretim seviyesine kadar tiim okullarin evrensel olarak kapatilmasiyla
baslamistir. Pandemi, bazilarinin zaten gesitli yonlerden zarar gérmiis olabilecegi,
egitim sisteminin ¢iktilarini ve uzaktan ¢evrimigi egitime katilim konusunu genis ¢apta
etkiledi. Geleneksel 6grenmeden g¢evrimigi uzaktan 6grenmeye hizli gegis nedeniyle,
salgin milyonlarca 6grenciyi olumsuz olarak etkiledi ve 6grencilerin 6grenme agigi bu
siiregte artti. Bu siirecin baglangicinda, planlama icin yeterli zaman ve kesin bilgi
olmadig i¢in ne dgretmenler ne de Ggrenciler dijital egitime hazirdi. Bu durumlar
degerlendirildiginde, bu g¢aligmanin temel amaci, Ingilizce 6gretmenlerinin dijital
okuryazarliklarmi ve dijital araglari kullanma deneyimlerini, 6zellikle Tirkiye’deki
ulusal egitim web sitesi olan EIN (Egitim Bilisim Ag1) platformunun kullanilabilirligini
aragtirmaktir. Cevrimigi materyallerin  kullanimi, ¢evrimi¢i degerlendirme ve
geribildirimin etkinligi ve devlet okullarinda Ingilizce derslerinde siire¢ boyunca
Ogretmen-6grenci etkilesiminin nasil gergeklestigini aragtirmaktir. Bu ¢alisma, karma
bir arastirma tasarimi benimsemistir. Cevrimici Likert 6lgeginde bir anket araciliiyla
toplanan nicel verilerin katilimcilar, Kahramanmaras’ta MEB’e (Milli Egitim
Bakanlig1) bagh okullarda gérev yapan 121 Ingilizce gretmenidir ve nitel veriler 12
Ingilizce Ogretmeni ile gevrimici yari yapilandirilmis goriismeler yoluyla elde

edilmistir. Uzaktan ¢evrimigi egitim boyunca Ogretmenlerin  deneyimleri ve



uygulamalari, bu siirecin zorluklart ve giiglii yonleri ile ¢evrimici 6gretimin etkinligi ve
uygulanabilirligi arastirilmistir. Bu amacla elde edilen veriler SPSS 25.0 ve tematik
analiz yontemleri kullanilarak analiz edilmistir. Bulgular, Ingilizce 8gretmenlerinin
dijital araglar1 6gretime entegre etme konusunda kendilerini yetkin hissettiklerini; canli
yayinlanan dersler sirasinda internet baglantist sorunlarinin oldugunu ve EBA
platformunun COVID-19 hastalig1 salgini sirasinda dgretimin iyi bir bileseni oldugunu
gdstermistir. Bu calisma, Ingilizce dgretimi ve miifredatinin gelecekteki sorgulanmasi

icin onemli ¢ikarimlar sunmaktadir.

Anahtar __Kelimeler: COVID-19’un egitim iizerindeki etkileri, Ingilizce

Ogretmenlerinin dijital okuryazarligi, uzaktan ¢evrimigi dil egitimi, canli yayinlanan

dersler, dijital degerlendirme ve geri bildirim
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ABSTRACT

TURKEY’S MINISTRY OF EDUCATION EMERGENCY MANAGEMENT
POLICY IN THE COVID-19 OUTBREAK: EFL TEACHERS’ DIGITAL
LITERACY AND CONSISTENCY OF DISTANCE ONLINE EDUCATION
PROCESS

Emine DEMIR

Master Thesis, Department of English Language Teaching
Supervisor: Prof. Dr. Yonca OZKAN
August 2021, 153 pages

The global overspread of the ongoing COVID-19 pandemic has caused pivotal
changes in all spheres of life, including education systems that resulted in universal
school closures from K-12 to tertiary level. The pandemic is broadly progressing on
attending and running the education systems’ outputs that some of them might already
be damaged in several aspects. The outbreak has affected millions of students, which
the learning gap among them has widened because of the swift shift from traditional
learning to online distance learning. Neither teachers nor students were ready for digital
education due to inadequate time to plan and precise information. Within the given
context, the primary purpose of the current study is to investigate the digital literacy of
Turkish EFL teachers and their experiences in using digital tools, particularly the EIN
(Educational Informatics Network) platform, which is the national educational website
in Turkey, the availability of online material, the efficacy of online assessment and
feedback, and how teacher-student interaction occurred during the process in English
classes at state schools. The study is adopted a mixed research design. The participants
of the quantitative data, which was gathered through an online Likert-scale
questionnaire, were 121 EFL teachers of MONE (Ministry of National Education) who
work in Kahramanmaras, and qualitative data were obtained through online semi-
structured interviews with 12 EFL teachers. It was investigated the practices, challenges,
and strengths of distance online education and the efficacy and feasibility of online
teaching. The data obtained for this aim were analyzed through SPSS 25.0 and thematic

analysis. The findings indicate that EFL teachers felt competent in integrating digital



vii

tools into teaching; the internet connection problems were challenging during the live-
streamed classes, and the EIN platform was a good component of instruction during the
COVID-19 disease outbreak. This study presents significant implications for the future
inquiry of EFL teaching and curriculum.

Keywords: COVID-19 effects on education, digital literacy of EFL teachers, distance

online language education, live-streamed lessons, digital assessment, and feedback
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CHAPTER |

INTRODUCTION

1.1. Introduction

This chapter aims to introduce the basics of the study. In this regard, the
background of the study, statement of the problem, the significance of the study, aim of

the study, research questions, limitations, and the key terms will be presented.

1.2. Background of the Study

The world has witnessed the novel coronavirus disease 2019 (abbreviated
COVID-19) as an infectious plague after being first identified in December 2019 in
Wuhan, China (Alhumaid et al., 2020; Auger et al., 2020; Baloran, 2020; Zhong et al.,
2020 among others). The disease has rapidly evolved into an international emergency
(Jarvis et al., 2020; Zang et al., 2020). Afterward, it has been acknowledged as a public
health urgency crisis of global concern in January 2020 by WHO (World Health
Organization) (WHO, 2020a). Because of the threat scale, WHO declared it as a
“pandemic” on the 11th of March (WHO, 2020b). The coronavirus disease is extremely
contiguous in that the number of infected people is briskly rising throughout the world
(Di Gennaro et al., 2020; Sarwar et al., 2020; Waris et al., 2020). Many people worldwide
have been infected in 222 countries, areas, and territories, with nearly 82 million
confirmed cases and resulting in approximately two million confirmed deaths as of
January 1, 2021 (WHO, 2021). Its most prevalent symptoms are severe acute respiratory
syndromes such as fever, dry cough, weakness, and transmission from person to person
through direct or close contact or air droplets (Repici et al., 2020). As Schleicher (2020)
asserts that ““As the world becomes increasingly interconnected, so do the risks we face.”
(p.4). In this current COVID-19 outbreak, to prevent transmission and ease the burden on
the health care system, social distancing policies are established.

It has potentially turned out one of the greatest threats of our lifetime and caused
pivotal changes in all spheres of life, including health systems, economic, social, and
psychological facets of everyday life (Alea et al., 2020). Education systems are no
exclusive as well. With the intention of mitigating the velocity and transmission of the

coronavirus disease and reducing physical contact, the world has now been witnessing



the most extended widespread school closures (Azevedo et al., 2020; Setiawan et al.,
2020). Based on the United Nations Educational, Scientific and Cultural Organization
(UNESCO) statistical data, the nationwide school closures in 150 countries have already
kept more than 1.19 billion students out of schools, accounting for 68% of the world’s
total enrolled learners (UNESCO, 2020a). In response to school closures, digital
technologies have provided stop-gap facilities throughout the rapid rise of the COVID-
19 pandemic (Schleicher, 2020); and it is highly recommended to use distance education
platforms that offer open usage for educators to utilize remotely and to restrain the
interruption of teaching and learning (UNESCO, 2020d).

Considering the given circumstances, the Turkish Ministry of National Education
(MoNE) has developed emergency policies to limit the suspension of educational affairs
among many other countries. In the first place, a coronavirus disease science advisory
committee was established by Turkey’s Ministry of Health (Yiicesoy-Ozkan et al., 2020).
In accordance with the science advisory committee’s decisions, the entire K-12 schools
(from Kkindergarten to 12th grade) were temporarily closed down on March 16, 2020
(MoH, 2020; MoNE, 2020a). In line with the rapidly growing number of cases, the
suspension of schools was extended until June 19, 2020 (MoNE, 2020a). At present, as
of January 2021, the schools have still closed until February 15, 2021, by virtue of the
predicted conditions (MoNE, 2020b).

Regarding the long-lasting school closures, an extended distance education
environment with the integration of digital tools has been promptly and effectively
developed by MoNE in order to restrain the emerging loss of learning (Gobbi et al., 2020;
Ozcan et al., 2020; Ozer, 2020; Yiicesoy-()zkan et al., 2020). Additionally, the MoNE
has adopted a variety of action policies to deliver distance education as a lifeline of this
current process. The EBA/ EIN (Education Informatics Network) platform as a primary
source and national television channel TRT — EBA TV (Turkish Radio and Television
Corporation) work collaboratively since the very beginning of the pandemic. The EIN is
an online social education platform proposed by the Directorate General of Innovation
and Technologies, basically to students and teachers at no cost (Aktay & Keskin, 2016).
The EIN portal presents a significant number of resources, apart from offering recorded
videos of lessons and the coursebooks used in the lesson, in many different scopes such
as online access to the libraries all around the country, different cultural activities, and
games, self-improvement tasks and videos as well. Moreover, the EIN platform was

enriched with the infrastructure of the Zoom Meeting application to promote live-



streamed classes.

In consideration of the given conditions, this pandemic has brought swift and
immediate changes to the common teaching and learning experiences; nevertheless, the
outcomes of this present switch have remained unclear. In relation to this, this study aims
to explore the EFL (English as a Foreign Language) teachers’ of the Ministry of
Education in Turkey’ experiences in using the digital tools and the EIN platform and the
opportunities and obstacles of this unexpected process during the COVID-19 outbreak in

Turkey.

1.3. Statement of the Problem

The COVID-19 pandemic has certainly a profound impact on education by
affecting the millions of children and institutions from kindergarten to higher education
all across the globe. In the process of a child’s growth, improvement, and overall welfare,
schools make a significant contribution (Auger et al., 2020). All students, teachers,
administrators, and parents around the globe have experienced the domino effects of this
current crisis with the school closures as quarantine procedures are being regulated to
slow down the transmission of the global epidemic (Skori¢, Glasnovi¢, & Petrak, 2020).
In this respect, digital platforms and online meeting applications have become the leading
solution as educational institutions are immediately moving from traditional face-to-face
classrooms to distance teaching. In a condition where the students are not enabled to
attend the school, the choice is to switch from traditional to online education (Basilaia &
Kvavadze, 2020).

This unprecedented swift shift to digital teaching has brought along numerous
changes. Teaching and learning at home confinement have shaped the education process
for both learners and teachers. Recent decades have witnessed the arising of information
and communication technologies (ICT). On the other hand, despite the increasing
significance and continuous spread of digital tools, educators have never been conscious,
alert, and open to using them in their teaching. The confident and dynamic role of
emerging technologies in education has not endured as a concealed idea now (Soomro et
al., 2020). It has been realized that it is indisputably vital to use technology in education
to bridge the gap inequity gap and empower the teaching process. There have been many
studies conducted on the usage of technology in education. It is understood that countries
need to include ICT in their strategic plans (Wardhani et al., 2018). More studies have



been conducting on the integration of ICT into education (Bullock, 2011; Gu, Zhu & Guo,
2013; McGee & Diaz, 2005; Mishra & Koehler, 2006; Toledo, 2005; Tondeur, Van Keer,
Van Braak & Valcke, 2008; Vanderlinde & Van Braak, 2010; Wang & Woo, 2007, as
cited in Ozerbas & Erdogan, 2016).

Nevertheless, the benefits of online technologies are evident; there is still
ambiguity and disagreement about teaching online, implications of the teaching
environment, its effects on learning/teaching, and strengths and weaknesses of online
teaching, notably during the current crisis. In other respects, occurred loss of learning, the
workload of teachers and students, being inexperienced of using online tools and
consistency of remote teaching and learning, the complex environment at home and
readiness level of learners and teachers need to be identified and redefined to have a
common sense on effects of pandemic disease on language education. Additionally, few
studies have been conducted to explore the usage and the influences of the EIN platform
on language teaching. The access of authentic materials via the platform, the availability
of materials out of the class, the efficacy of online assessment and digital feedback, how

students manage with the EIN need to be addressed as well.

1.4. Purpose of the Study

The outbreak of the COVID-19 disease has so extensively impacted education
systems that the learning gap among students has widened. The entire K-12 schools have
had to swiftly shift from face-to-face learning to remote learning that neither teachers nor
students were ready for due to inadequate planning and price information. The access to
the appropriate digital tools such as smartphones, tablets, or computers to ensure the
adaptation of distance education and preparation of online platforms to deliver the live-
stream courses have increased the burden on teachers. The MoNE has quickly decided to
present distance education via the EIN platform, EBA-TV channel, live-streamed courses
developed in Zoom, and using digital sources. However, despite using the EIN platform
as a fundamental tool, there have been handicaps such as teachers’ and students’ access
to the Internet and digital literacy to use it efficiently, to name but a few.

In the literature, some fundamental studies are seen over-analyzing the EIN
platform and proceeding of distance education, especially for higher education. However,
since this epidemic is an upcoming and disruptive situation which hampering the

continuity of the teaching and learning process, there has been conducted quite limited



research upon how efficiently language teachers and learners manage the process, to what
extent they benefit from the EIN platform, and its facilities, what both positive and
negative outcomes of the outbreak have been on language learning and teaching, and
primarily in what form behaviors and the success of learners and teachers altered during
this process. Regarding the given conditions, this presented study aims to explore the
language teaching methods, teachers’ management of the noted pandemic process;
required skills to teach online, the differences between schooling and digital teaching,
and the vague impacts of this pandemic on language teaching with the hope of extending

the scope of future inquiry and teaching.

1.5. Research Questions

Current COVID-19 has demonstrated that it is essential to enliven the national
education systems with the aids of digital tools. However, given that this pandemic has
brought swift and immediate changes to the common teaching and learning techniques, it
is unclear to what extent language learning and teaching outcomes have been affected by
this present switch. Therefore, this study was carried out in order to seek answers to the

following research questions:

1. How effectively did EFL teachers of the Ministry of Education in Turkey use
the digital tools and Education Information Network during the distance
education process in the COVID-19 outbreak?

a. What are their perceptions regarding the usefulness of such a mode of
teaching?

b. What are the difficulties they faced in developing and teaching online
materials?

2. What kind of teaching strategies did EFL teachers of the Ministry of
Education in Turkey utilize during online classes?

a. What type of modifications did they have to adapt while teaching
online?
b. How did they perform instruction while teaching online?

3. What type of assessment did EFL teachers of the Ministry of Education in

Turkey perform while giving feedback to their students during online classes?

a. Which tools did they use to evaluate the learning outcomes?



b. How do they evaluate such assessment tools during the outbreak?

1.6. Significance of the Study

“These are unprecedented times,” says Rose (p.1, 2020) as pointing through the
impacts of the novel coronavirus epidemic on the world as Rose (2020) states that the
profound influences of coronavirus disease may eventually alter the learners’ future.
Through the process, all learners and teachers have encountered an uncommon form of
learning and teaching; and they have intimately experienced the reflections of the
pandemic on their education. Wang et al. (2020) have asserted that schools and educators
at all levels have made enormous efforts to enable online lessons and present them
through TV broadcasts and the internet in record time. On the other hand, despite all
attempts of educators to ensure the maintenance of teaching, students have primarily
trusted in their own facilities during distance education employing the Internet and
television broadcast. In other respects, teachers have been forced to adjust their teaching
methods and refresh pedagogical knowledge for which they may not have received
training (Schleicher, 2020). Additionally, amendments in instructional time, the
unplanned transition from classrooms to virtual settings, the Internet connection
problems, assessing the students’ learning outcomes, and provide constructive feedback
in an online platform can be referred to as presumable challenges ahead.

Following an initial week of complete closure, distance education was launched
on the EIN platform for all K-12 level students in Turkey (OECD, 2020) (Organization
for Economic Co-operation and Development). Approximately 1 million teachers have
used the EIN platform to reach their students during the COVID-19 outbreak in Turkey.
For the welfare of society, distance education has been inclusively improved through
technological tools and different platforms as well. In common with other areas; language
teaching and learning have reached a different dimension throughout this process.

Therefore, this study’s target is to (1) investigate what sort of changes have
happened while the digital teaching process, (2) how language teachers have
reformulated their teaching in comparison to their prior techniques, methods, and
approaches, (3) which language skills have affected most in this forced outbreak, (4)
how teachers and learners have managed distance and online education process, (5)
what the strengths and shortcomings of digital teaching are, (6) how language teachers

have achieved to assess and give feedback to their students and finally, (7) what the



overall impacts of COVID-19 outbreak on the digital English language teaching. Above
all, this study will be a vital source of information for developing and planning the
future language learning process since there is a noticeable lack of data concerning the
effects of the COVID-19 outbreak on education.

1.7. Limitations

The world has presently been experiencing an epidemic of COVID-19 disease. It
is quite a recent subject in all areas of life. Correspondingly, investigating its impacts has
taken great attention from the researchers. Significantly, the effects of novel coronavirus
on education have focused on educators since the pandemic has caused a distinctive
teaching and learning method. At this point, measuring the effects of an ambiguous
process may drive the results to be temporary. However, it can be managed by attaining
the most probable number of participants and utilizing triangulation of data collection

tools.

1.8. Key Terms

Digital teaching: In this study, digital teaching was used to describe teaching
English on digital platforms. Especially during the COVID-19 pandemic, live-streamed
classes were developed for digital teaching.

Assessment: Assessment has been an inseparable part of education since it
provides information about the teaching and education process by evaluating the learning
outcomes.

E-learning: In this digitalized world, there are numerous ways to continue
learning. In this study, the term e-learning was utilized to express learning a subject on
the internet with the help of digital tools and platforms.

EBA (EIN in English): The EBA platform is the national educational website of
Turkey. In this research, the efficacy of the EBA platform was investigated and used to
represent the digital educational platform.

English as a Foreign Language (EFL): The term refers that English is taught in
a country where English is not a mother tongue or second language but is a foreign

language such as Turkey.



EFL Teacher: The expression refers to the teachers who teach English in a
country where English is not a mother tongue or second language but a foreign language
such as Turkey.

Ministry of National Education (MoNE): Ministry of National Education is the
governmental head of the public and private educational system of the Republic of
Turkey.

Distance online education: The expression was utilized because many schools
and educational institutions started to use e-learning tools for live-streamed lessons as a
solution to COVID- 19 disease outbreak to reach out to students from a distance.

ICT: The significant growth of Information and Communication Technology
(ICT) reshaped the education systems. It was used in the study to express the usage of

information and communication technologies in lessons.



CHAPTER II

REVIEW OF LITERATURE

2.1. Introduction

This chapter aims to provide information about the effects of COVID-19 on
education systems, the management theories to mitigate the impacts of the pandemic
across the globe. Also, educational technology, foreign language teaching, distance

online education, and teacher education in Turkey will be discussed in detail.

2.2. The Effects of COVID-19 Pandemic

The overspread of the novel coronavirus disease 2019 (COVID-19) pandemic,
which was first detected in China and spread around the planet, has infected nearly thirty-
four million confirmed cases in 213 countries and territories worldwide October 1, 2020
(Worldometer, 2020). Since the beginning, the disease has drastically circulated globally,
and each continent has ultimately been impacted besides Antarctica (Chakraborty &
Maity, 2020). Because of the scale of the threat, it is declared as a “pandemic” by the
World Health Organization (WHO) on the 11th of March. It has potentially turned out
one of the greatest threats of our lifetime, and it has been seen as “the worst public health
crisis of the 21t century” (Hung et al., 2020, p. 2). It has exceptionally quickly influenced
every aspect of human life: not only on health and education systems of governments;
social, economic, political, academic dimensions as well; literally, no spheres of everyday
life have stand unconcerned (Hung et al., 2020).

As a result of the pandemic scale and its intense expansion, all states and
government officials have strived to take immediate steps to prevent transmission of the
disease. In the absence of vaccines and antivirals, implementation of physical distancing
policies, hygiene rules: cleaning hands, covering coughs and sneeze, wearing masks,
staying at home except for essential works to avoid crowded places have been adopted to
mitigate the infection of disease (Abdollahi et al., 2020; Esposito & Principi, 2020;
OECD, 2020; WHO, 2020). These precautions are also followed by applying several
restrictions, such as the shutdown of educational institutions, cafes, pubs, gyms, sports
facilities, and other leisure or business-related places (Jarvis et al., 2020). Indubitably,

these precautions and constraints have affected societies in a various sense. Authorities
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worldwide have been trying to appraise or estimate the short-term and the long-term
impacts of it; however, it is difficult to point out the ingrained effects of it on teaching

and learning (Tran et al., 2020).

2.2.1. Impacts of the COVID-19 Pandemic on Education

The unprecedented coronavirus disease ravages the world in several respects. With
the exception of the exponential growth of the COVID-19 disease all across the world,
pandemics are seen not only as solemn health distress but also stimulate destructive socio-
economic and political dilemmas in the affected districts (Chakraborty & Marty, 2020).
Without a doubt, the COVID-19 pandemic has severely struck the education systems of
countries. Up until now, there is the unavailability of medically affirmed anti-viral drugs
or vaccines to fight against coronavirus disease (Auger et al., 2020; Basilaia & Kvavadze,
2020; Setiawan, 2020). Consequently, governments have formulated nonpharmaceutical
solutions to ease the pandemic’s burdens, such as temporary lockdowns. Without any
doubt, the state of emergency will have outcomes in the near and distant future. The

probable and ultimate consequences are given below.
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Figure 1. Hypothetical outcomes of the current measures on education

Note. Hypothetical outcomes of the current measures on education was depicted by
Onyema et al., 2020
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In an attempt to restrain the transmission of the disease, since it is infected through
droplets and close contacts, nationwide school closure has been ordered in many states as
an immediate precaution to slow down the infection of the disease. In conformity with
UNESCO, approximately 188 countries have closed educational institutions, and several
other countries have approved regional or local closures (Lancker & Parolin, 2020;
UNESCO, 2020a). According to the UNICEF report, it has been estimated that nearly 1.5
billion students, which represent 80% of children worldwide, have been affected by
school closures (UNICEF, 2020). Therefore, it is significantly vital for societies to take
immediate preventions to proceed with educational needs through adaptive and
transformative policies. Across the countries around the world, it has uprisen as a supreme
challenge to regulate the strategies for maintaining educational activities due to the
deficiency of a predefined guidebook for this epidemic (Reimers et al., 2020). Shortly
afterward, the proclamation of the epidemic, the WHO has released handbooks and up-
to-date information to reduce the spread of the disease, and many countries have

subsequently established further measures as well (Onyema et al., 2020).

2.2.2. The World’s Education Management Theories for the COVID-19 Pandemic

Coronavirus disease has been globally expanding as a threatening concern to every
facet of society, including education systems. The pandemic is broadly progressing on
attending and running the education systems’ outputs that some of them might already be
damaged in several aspects (Garcia & Weiss, 2020). The present crisis preserves its
solemn and precarious position in many respects regarding the calamities experienced in
recent history. However, it is foreseeable from the former health emergencies as of the
Ebola plague that the education systems will presumably be the most distressing matter
with reduced learning results and broad dropout levels (Azzi-Huck & Shmis, 2020).

In an attempt to mitigate its influence on currently continuing living, many
countries applied strict measures in concordance with the updated benchmarks released
by WHO to curb the growth of the disease. Universal reactions to the COVID-19 are
varied from country to country jointly with an associated frame all over the world. Several
highlighted examples will be pursued.

After the COVID-19 disease with the devastating impacts and calamitous
consequences initially identified in Wuhan City, China, authorities immediately searched

for a remedy for this imperious disease. At the very same time the research on how to
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cease the infection and to enforce the strict isolation measures such as the lockdown of
the cities and to shut down the schools was proceeding, the Chinese government started
a series of emergency management schemes in responding to the outbreak (McAleer,
2020; Viner et al.,2020; Zhang et al., 2020). The Chinese Ministry of Education initiated
an emergency policy entitled “Suspending Classes Without Stopping Learning” to
maintain education facilities with large-scale online teaching activities while schools
were offline. This campaign aims to diverge the resources into a rich, available, eligible
excellence context for full use of entire students across the country under the support of
the mu-class platform, which is an open teaching and learning platform that allows users
to conduct many courses online (Ding, 2016), and free access of virtual simulation of
practical resources (Ministry of Education of the People’s Republic of China, 2020a).
Additionally, in other respects, the government managed to lead the community to be
conscious about the epidemic with the great emphasis on the knowledge of epidemic
prevention through lifetime education lessons, public security education, and intellectual
health education (Ministry of Education of the People’s Republic of China 2020b).
Sustaining effective, timely, and judicious measures, the Chinese government has now
reopened the schools in most parts of the country with the “Learning Never Stops”
campaign (UNESCO, 2020b).

The United States has become the universal peak point with 11 million confirmed
cases amidst the most affected countries side of the globe. It went the deadliest, with 254
thousand deaths across the country (Johns Hopkins University of Medicine, 2020). As in
many other countries, schools were closed, planned examinations and tests were canceled
as a primary precaution in the United States. Early in the spring of 2020, the coronavirus
striking the first peak, nearly all over the 55 million students under the age of 18 affected
by the virus by staying at home confinement and ensuing with the absence of school
facilities such as group works, team games, swimming pools and play areas (Garcia &
Weiss, 2020). It is apprehensible that the teaching and learning facilities were interrupted
and disrupted this year, and it will continue in the 2020-2021 education year.

Many countries worldwide have promoted a growing number of solutions
throughout the pandemic to maintain the education process. Azorin attributed that the
COVID-19 outbreak has also been regarded as an opportunity to reevaluate the education
system and reconsider what is truly essential for all (2020). In Spain, the learning and
teaching activities immediately turned to online and distant education because of the

sharp increase in the infectious case of nearly 100 million patients per day. However, the
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Spanish government also implemented rigid and extended lockdowns to declare a state
of emergency (Varea & Gonzalez-Calvo, 2020).

As a consequence of the remarked circumstances, so many countries had to
comply with collaborative solutions for the maintenance of education; primarily, adopting
digital tools and taking the benefits of technology as a sole alternative to traditional
education (Basilaia & Kvavadze, 2020; Romer & Jamieson, 2020; Tejedor et al., 2020).
Besides, in plenty of other countries with a vast number of cases, such as Italy, India,
Brazil, France, Russia, the United Kingdom, Argentina and Germany, distance and digital
education became a top solution due to school closures. As Harris (2020) identifies, “In
this global lockdown, education has been rebooted as a home-based, technology-enabled,
remote activity with zero physical contact” (p.1). According to UNESCO (2020c), as of
the 15th of July, the date of schools’ reopen may be discussed under the own
circumstances of each country; the number of children affected by the school closures

worldwide is presented in Figure 2 below.

Clobal monitonng of <chool closures caused by COVID 19

® ramalyopen @ Closed due to COVID-19 @ Tullyopen @ Academic break

Figure 2. Global school closures

Note. The number of children affected by school closures globally is shown in the world
map (https://en.unesco.org/covid19/educationresponse)

2.2.3. The Concept of Language Teaching in the COVID-19 Outbreak

Today’s young generation has been born into a digitally surrounded world (livari
et al., 2020). In essence, the younger generation’s life, learning, sharing, expressing

themselves, and personal opinions are thoroughly embedded with digital technology.
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Prensky (2011) predefines today’s children as “digital natives” (p.1). When it is attended
with numbers by a broadband review site’s research, it gives an insight into how
exceedingly people spend their time on the screen. In addition to the prospective digital
growth, the COVID-19 pandemic outbreak has prompted the use of digital tools for the
sake of staying connected and acknowledged, purchasing food and other stuff, and
teaching and learning as well.

illions

inb

Number of users

Active internet users Active mobile internet users  Active social media users  Active mobile social media
users

Figure 3. The Growth of Digital Users by Years

Note. As of January 2021, there were 4.66 billion active internet users worldwide - 59.5
percent of the global population. Of this total, 92.6 percent (4.32 billion) accessed the
internet via mobile devices. (https://www.statista.com/statistics/617136/digital-
population-worldwide/)

COVID-19 has globally illustrated, among other concerns, the problem of
handling school lessons and learning processes. In this digital age, during a worldwide
pandemic, educational institutions have attained technology as the primary support in this
concern (Ferri et al., 2020). Integrating the technology cannot be regarded as a brand-new
idea; however, because of the COVID-19 pandemic, learning tasks which traditionally
carried out in the classroom by the face-to-face method have been shifted to the online
learning system (Allo, 2020; Ferri et al., 2020; Gruber & Bauer, 2020; Maclntyre,
Gregersen & Mercer, 2020; Valverde-Berrocoso, 2020). Clark and Mayer (2016)
identified “online learning as an instruction delivered on a digital device that is intended
to support learning” (p.7) while Rodrigues et al. (2019) indicate that “e-learning as an
innovative web-based system based on digital technologies and other forms of
educational materials whose primary goal is to provide students with a personalized,
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learner-centered, open, enjoyable, and interactive learning environment supporting and
enhancing the learning processes” (p. 95). Each country has proposed various digital
infrastructures in this sense throughout the COVID-19 pandemic to resume learning and
teaching activities. Language lessons can be regarded as one of the significant classes at
schools as part of actual life itself. In this regard, according to the European Commission
database (Eurostat), ninety-eight percent of European students learn English since the
English language has evolved into a universal lingua franca as the most spoken and
learned language with non-native speakers of the language outnumbering its native
speakers (Crystal, 2003; Deniz, Ozkan & Bayyurt, 2016; Hiilmbauer, Béhringer &
Seidlhofer, 2008; Seidlhofer, 2005). In this respect, in the current modern and globalized
world, English and technology can be regarded as two conjointly distinct facets of the
social and political transformer (Cephe & Balgikanli, 2012).

Preceding studies over language teaching and learning indicate that the usage of
digital tools and the internet is seen as the most pleasing way to teach and learn a language
for providing an interactive and authentic environment (Wang, 2005). For the last thirty
years, the integration of technology in ELT (English Language Teaching) has undergone
a shift from the early initiation of CALL (Computer-Assisted Language Learning)
through technology-enhanced language learning to the current focus on ICT (Information
and Communication Technologies) to facilitate international connection and education
(Dudeney & Hockly, 2012). Nevertheless, the COVID-19 pandemic outbreak has
unexpectedly disposed of language teachers and learners to study online with insufficient
preparation and technological tools for distance learning under unfamiliar and
challenging circumstances (Shin, 2020). As a result, language teachers have been
compelled to adopt their techniques, styles, and assessment criteria throughout this
emergency remote teaching process through synchronous and asynchronous methods and
educational applications. These sudden and obliged changes have encountered many
language teachers to face challenges in establishing technical skills and ensuring
pedagogical sources while adopting actual classes to digital environments (Macintyre,
Gregersen & Mercer, 2020).

One of the most primal concerns of language teachers before the outbreak is to
cope with students’ access to digital technology and skills to use it appropriately and
meaningfully. Today, education systems worldwide are facing weaknesses and
inequalities in the digitalization challenge (Valverde-Berrocoso et al., 2020). However,

language teachers manage to bridge the inequality gaps among learners led by the digital
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divide in many cases. Bates (2020) indicates that the COVID-19 outbreak has revealed
the disparities in education systems and the necessity for global and affordable access to

the Internet for education.

2.3. Technological Developments in Education

The world has been witnessing an extended usage of technology than ever before.
There has been a striking increase in the use of technology from cellphones, speedy access
to the Internet, various machines making life easier to becoming increasingly prevalent
in education such as interactive whiteboards, digital books and concepts, and other
technological devices for teaching and learning (Dudeney & Hockly, 2016). Today’s
children are born with and surrounded by digital technologies that their lives are devoted
to digital devices of the era; digital games and videos, digital applications for listening to
music- reading books- seeing a movie, smartphones, to name a few (Prensky, 2001).
Prensky (2001) defines today’s children as “digital natives” (p. 1) that the generation is
born into the digital age and grown-up utilizing technological tools and the Internet in a
manner in which they feel more comfortable in the digital world.

The rapid improvement of technology has changed not merely everyday life, but
technology is now an utterly integral part of educational concepts. Digital or electronic
technologies have evolved into an inseparable regular life component and inextricably
intertwined with educational notions (Cho, Mansfield & Claughton, 2020; Halverson &
Smith, 2009). At the core of extensive use of digital technologies, commitment to digital
literacies, to use them wisely and efficiently to an interchange of ideas, to transmit of
knowledge, to address resources, to form a social association in educational, working,
personal and social disposal can be regarded as an ability in this current era (Dudeney,
Hockly & Pegrum, 2013). When considering recent developments in technology, it is not
solely the digital technology making a person wiser but rather a collaboration of the
human mind and the effective use of digital tools (Prensky, 2009).

When all these are considered, the concepts of educational or instructional
technology have emerged. Januszewski and Molenda define educational technology as a
research and ethical practice of enhancing learning and enriching outcome through
producing, utilizing, and addressing suitable technological processes and sources (2013).
In parallel with AECT’s (The Association for Educational Communications and

Technology) definition, Reiser indicates instructional technology as a systematized
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avenue of organizing, carrying out, and assessing the entire progress for learning and
teaching (1987).

Educational technology offers numerous opportunities to today’s children to learn
at their own pace and access worldwide knowledge. In this respect, instructional
technology has been adopted in many institutions to support teaching materials such as
smartboards, computers, projectors, and digital tools. These opportunities have led
teachers to implement student-centered and constructivist approaches to promote critical
thinking, independent and lifelong learning (Bol & Garner, 2011; Damary, Markova &
Pryadilina, 2017)

2.3.1. Technology in the Concept of Distance Education

The recent decades have witnessed a sharp increase in educational technologies’
implementation in classroom settings on account of rapid technological developments.
Beyond the scope, in a company with the latest evolutions in the field, delivering
education has undergone evident changes. With technology integration, being available
“anytime, anyplace” and having increased flexibility for learning has contributed to
growing the sense of “distributed learning” as a broad-base term (Stella & Gnanam, 2004,
p. 143). All over the globe, distance education has gained acceptance concerning
providing a significant number of learners for flexible, adaptable, independent, eligible,
and relatively cheaper usage (Kwapong, 2009; Viberg & Gronlund, 2015). In this regard,
distance education has been diversely labeled in various countries, such as distance
learning, open education, blended learning, and flexible learning (Zawacki-Richter et al.,
2015).

Distance education can be regarded as institutional or regular education where the
learning group is isolated and digital telecommunications networks are utilized to
interconnect learners, resources, and instructors (Schlosser & Simonson, 2009). Distance
education has enhanced in line with the changes in technology. Therefore, most
institutions have embraced the massive use of ICT (Information and Communications
Technology) tools and facilities offered by technology to deliver advanced distance
education in recent years (Davis et al., 2019).

Additionally, as regards the ongoing developments in technologies, educational
technologies have brought innovation to information access. It has been used more and

more by educators and learners since 1960 as a vast source of visual and audial materials
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and tutor support to enable sufficient, adequate, and high-quality teaching (Kulik &
Kulik, 1991). Learners worldwide have excessively started to adopt supportive digital
facilities for their personal development and achievement in learning, such as e-books, e-
conference, e-learning activities, online concerts, and online videos. With the
improvement of current educational technologies, learners can also immediately access
many digital sources, books, and various materials during the distance education process
(Gambo et al., 2017).

2.3.2. Educational Technology in Turkey

There has never been anything that educators concurrently draw global attention
to more than the Internet (Owston, 1997). Technology has become a prominent
component of societies (Kucuk et al., 2013). With the integration of technological tools
into education, learning has proceeded to a new dimension. Hackbarth clarified the effects
of technology on instruction; in contrast, these procedures posed radical challenges to
learning and teaching; they also reinforced the instruction to become unique, coherent,
attainable, and provident (1996). Considering the latest technologies have provided
substantial benefits to learners to improve advanced skills and develop self-oriented
instruction (Kosakowski, 1998), many countries have targeted enriching their education
systems to benefit instructional technologies with differential possessions (Dijk &
Hacker, 2003). MoNE has attached great magnitude to incorporating educational
technology into classrooms since the 1930s (Akkoyunlu, 2014).

The implementation of instructional technologies in education was first set up
with the initiation of the ‘Specialized Commission on Computer Education at Secondary
Schools’ by the MoNE in 1984. In the process till the 1990s, supplying computers,
improvement of the software, and in-service training of instructors working at general
and vocational secondary schools completed. Further developments in the context of
“Project on the Development of National Education” were administered with the help of
the World Bank to introduce computer-assisted learning, establish computer laboratories,
and ensure the prevalence of computer usage until the beginning of the 2000s (OECD,
2005).

A new era was established with the ‘Catching the Era in Education 2000 Project’.
The project’s primary goal was to create an environment for the primary school students

to get twenty-first-century skills (Y1lmaz, 2011). Educational technologies have advanced
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in time, and it led the distance education concept to emerge in 1974. Thus, distance
education was adopted as an idea of the continuation of education and expanded on the
foundation of Anadolu University’s Open Education Faculty in Eskisehir and the support
of MoNE within the scope of the ‘Development Plan’ (Akkoyunlu, 2014).

Attempts to blend technology and education accelerated across the world with the
ever-growing use of educational technologies, and achievements and virtues of these
technologies (Adiglizel, Giirbulak & Sarigayir, 2011). In this regard, a project entitled the
‘Movement of Enhancing Opportunities and Improving Technology (FATIH)’ developed
in 2010 with the cooperation of MoNE and Ministry of Transportation in the scope of
‘Vision 2023 Certificate of Strategy’ to enhance the achievement rank of students and
assure the efficacy of technology usage in classrooms (Akinci, Kurtoglu & Seferoglu,
2012; Kizilet & Ozmen, 2017). As a complement to FATIH Project, the EBA/EIN
platform was developed. The platform encompasses more than 1700 curriculum-based
courses and over 40.000 fruitful, productive and interactive content such as reading

books, games and animated cartoons (FATIH Project, 2021).

2.3.3. The Emerging Need of Educational Technology during the COVID-19
Outbreak

Amidst a global crisis driven by the COVID-19 pandemic, technological
challenges have significantly aroused in educational institutions in order to fulfill the
emergent need for the transition from face-to-face instruction to digital education (Bates,
2020; Hodges et al., 2020; Jandric, 2020; Rapanta et al., 2020). Under these
circumstances, educators from all settings and levels have had to arrange and deliver their
courses at home, bringing all the challenges along, mainly in the absence of adequate
technical help (Hodges et al., 2020). Moreover, as Hodges, Moore, Lockee, Trust, and
Bond further attributed to the issue, the COVID-19 pandemic has discriminated the online
education and emergency remote teaching in terms of used strategies, formerly planned
and preparation, class size, and allocated time (2020).

Instructors teaching online pay regard to an equilibrium of a blend of activities
and tasks that encourage and foster students’ motivation, on the other hand, to ensure the
availability of knowledge and accurate information (Fisher & Baird, 2005). In an effort
to attain this, teachers are demanded to gain new missions and proficiencies in the concept

of online teaching (Guasch, Alvarez & Espasa, 2010). The changing roles of the teacher
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have been on the scope of educational research to follow the developments in teaching
contexts (Baran, Correia & Thompson, 2011).

Regarding the current crisis and the proceeding changes over the role of teachers
and the concepts of teaching, principles developed during the pandemic require
considering the design of the teaching environment to ensure adjustable, appropriate, and
self-oriented content (Hodges et al., 2020). Furthermore, despite the range of threats
entailing extended educational recession, online exclusion, the inadequacy of online
management, and boosted physiological challenges (Drane, Vernon & O’Shea, 2020).
UNESCO (2020e) has released recommendations to mass school closures to strategize

remote online education including:

e Explore the readiness and decide on high-tech and appropriate digital tools.

e Ensure the attainability of distance teaching platforms for all.

e  Secure the privacy and safety of data.

e  Give priority to solutions to negotiate on physiological challenges before
education.

e Arrange and pay attention to the schedule of the distance education program.

e Establish rules for distance education and observe students’ learning
progress.

e Keep a legible timing to provide sustainability on student’s self-regulation
skills.

In the light of this information, development of social media application, creating
a digital community, supplying personal support to each student via digital platforms,
enlivening online courses to become energetic, enthusiastic, and interactional, also
offering technical support to students with various applications and educational platforms
worldwide such as Zoom, Google products, Microsoft teams have provided a remedy to

online distance education throughout the novel coronavirus disease (Dhawan, 2020).

2.3.4. Digital Divide Occurred in the COVID-19 Outbreak

The significant growth of information and communications technology (ICT) is
profoundly interweaving today in all facets of communities that they continuously

propound an increase in participation of individuals into social, financial, educational,
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and political spheres of everyday life with a tremendous acquiescence by the whole
(Cruz-Jesus, Vicente, Bacao & Oliveira, 2016; Nishijima, lvanauskas & Sarti, 2017,
Soomro et al., 2020). ICTs enormously contribute to the improvement of societies
(Wardhani, Dugis, & Saad, 2018); furthermore, in developing countries, including
Turkey, they play a significant role in achieving United Nations’ Sustainable
Development Goals (SDGs) objectives (United Nations, 2021). Therefore, the integration
of ICTs into educational curriculums and programs has been drawn significant interest
from countries all over the world (Wardhani et al., 2018).

However, this ‘techno-enthusiasm’ has caused growing concerns over the feasible
disruptive effects of the information era that social disparities in the same line, social
groups with the rising “digital divide” between societies (livari, Sharma & Venti-
Olkkonen, 2020; Kawinkoonlasate, 2000; Rogers, 2016; Selwyn, 2004). The digital
divide has emerged as a convenient notion to utter the ever-presented gap between
disadvantaged individuals in attaining these technologies to their lives and being a part
of the digital era concerning their facilities to penetrate the digital technology (Chen &
Wellman, 2004; Cullen, 2001). The digital divide signifies the subdivision of a
community, including the class who enjoys the opportunity to adequate access to ICTs
and those who have no or little access to digital tools and the Internet (Soomro et al.,
2020). Although education systems have undergone revelatory digital transformation
within the given context, which is a process aspiring necessary changes through the
association of information and communication technologies (Vial, 2019), the digital
divide still exists among learners (Iivari, Sharma & Ventéd-Olkkonen, 2020).

The world has once faced the already existing digital divides among learners with
the proposed across-the-board school closures caused by the COVID-19 pandemic (Du
Preez & Le Grange, 2020). Penetrating the usage of the Internet and digital technologies,
especially in developing countries in which access to these facilities is either inexistent
or poor for years (Perrin, 2019). However, it has never been as severely detrimental as
throughout the COVID-19 pandemic when being connected online has become obligatory
for many people (Lai & Widmar, 2020). The digital divide has been considered a severe
challenge for students who academically fall behind during the ongoing crisis regarding
Internet access, speed, and inadequate technological resources to engage in online
education (Lourenco & Tasimi, 2020).

Considering the conducted researches in Turkey, there are prominent differences

between ages, gender, and rural areas regarding the adaption rate of ICTs and Internet
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usage. The Turkish government has offered various solutions and made considerable
investments to narrow the digital gap among residents (Acilar, 2011). However, when
remarking the digital divide as a matter of access and as handicaps for the Internet
connection (Kennedy, Wellman & Klement, 2003), the dearth of skills and motivation to
use ICTs is also counted as an issue in Turkey (Y1ldiz, 2010). Reckoning the return of the
COVID-19 pandemic, inequalities in getting access to ICTs has become more evident
than ever in Turkey; therefore, the principle of equal opportunity in education has been
violated because of the digital disparity in a forced distance online education process
(Sezgin & Firat, 2020).

2.4. The Role of English as a Global Language

Of the 7,117 living languages worldwide (Ethnologue, 2020), the English
language is the most extensively spoken and used (Broughton, Brumfit, Pincas & Wilde,
2002; Northrup, 2013). The English language has been considered a world language for
over 150 years. Approximately 1,5 billion people have spoken English either as a first or
second language worldwide (Hurn, 2009). This indicates nearly 20% of the earth’s
population out of 7,5 billion inhabitants. English serves the universal and premier
language of science, medicine, technology, business, and education (Galloway & Rose,
2015). Crystal (2003) states universal language as a language accomplishes a genuinely
global status when it gains a proper place that is recognized in any country.

Regarding its international status and users, Figure 4 shows the countries where
English is used as a first and official language in green color. The countries which English
is used as a lingua franca, which is defined as communication in English between
speakers with different first languages is showed in yellow-colored in a world map
(House, 1999; Seidlhofer, 2005). English has represented a major key in business matters,
commercial affairs, scientific research, pharmacy, transportation, and the internet, to
address a few. Additionally, it has been utilized ever-increasingly to connect the East and
the West and the North and the South (Rao, 2019). Therefore, as Crystal further indicates,
the world has become exceedingly interconnected that non-native speakers of English are

outnumbered the native speakers of it (2003).
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Figure 4. Geography of English-speaking countries

Note.  English-speaking  countries are depicted on a world map.
(https://sites.google.com/site/withflyingcoloursherrera/nome/maps)

There has been conducted numerous studies to accredit English a global status
and coin a term for it, namely; General English (Ahulu, 1977), International Language
(Kachru, 1983), World Standard English (McArthur, 1987), English as a Global
Language (Crystal, 1997), English as a Lingua Franca (Gnutzmann, 2000; House, 1999;
Jenkins, 2007; Seidlhofer, 2001), World English (Brutt-Griffler, 2002). Kachru (1985)
developed a concentric model for grouping the varieties of English in the world. He
created a diagram (see Figure 5) to indicate countries where English used as mother
tongue generates the Inner Circle which is also defined as Standard English (SE) by
Jenkins (2007); the Outer Circle is indicated as the countries in which English is used as
a second language (ESL) especially the colonies of USA and UK; finally, the Expanding
Circle is specified as countries where English is taught as a foreign language (EFL).

Turkey is counted among the Expanding Circle countries.
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Figure 5. Kachru’s concentric circles of English
Note. Adapted from Kachru, 1985

In this regard, it is mostly agreed that English has achieved its global status and
played a leading role in the development of countries all around the world (Akbari, 2015).
Of perceived importance and purpose, there have been established various techniques,
methods, and approaches to teach, conceptualize and develop English both in ESL
countries and EFL countries (Seidlhofer, 2004). Undeniably, the above-mentioned
English varieties and their usage in cross-cultural discourses put the language one of the
most challenging to teach. Yet, it is the most rewarding and encouraging to learn for
allowing its learners’ pragmatic sensitivity and access to a broader range of information
(McKay, 2018).

2.4.1. Teaching English as a Foreign Language

The switching role of English in education has presently overpowered its function
as being taught in the EFL context (Maxom, 2010). English is the most extensively taught
language that over one billion learners worldwide are the world’s preeminent lingua
franca (McKay, 2012). Mainly, EFL is defined in the extensive literature as the English
language taught or learned in a country where the official or first language is different
from English (Braine, 2014; Broughton et al., 2002; Ma, 2015). In this respect, educators
and administrators have converged English language teaching curriculums to answer this

upward trend for learning English in their countries. In order to meet the emerging need
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of learning English and establishing a suitable pedagogic view, following objectives and
curriculum designs developed through time (McKay, 2003; Nunan, 1991):

e Given attention to communicate through in the target language,

e Bringing authentic culture and material to the learning environment,

e Provision to learners for having opportunities to not only engage in the
language but also be active in the learning process,

e Improvement of an individual achievement also fostering classroom learning,

e Encouraging learners to promote using the target language outside the

classroom.

Teaching in an EFL context is distinguished from teaching ESL in some scopes,
such as using the target language, teachers’ and students’ proficiency level, grammatical
rules, and lexical development (McKay, 2018). Bardovi-Harlig and Dornyei attempted to
explore learner awareness of making mistakes in ESL learners in the USA and EFL
learners in Italy and Hungary to investigate the impacts of target language context upon
learning with 543 participants. The results indicated that ESL learners presented
significant differences in pragmatic sensitivity since they encountered cross-cultural
interactions when EFL learners got higher scores in grammatical awareness items (1998).
Schauer (2006) pointed out that learning context plays a crucial role in promoting
language learners’ linguistic consciousness. Additionally, Longcope remarked that it is
not only the environment where a learner is presented but also the learner’s interaction
with the environment; and the provided comprehensible input eventually influences the
output (2009). When these points are regarded, it is substantial to understand the major
disparities. Therefore, Table 1 is adapted from McKay (2018) to understand the distinct
features in an ESL context and an EFL context.
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Table 1.
A Comparison of ESL and EFL Learning Contexts
ESL Context EFL Context

e Learning takes place in an English- e Learning takes place in a non-

speaking environment. English speaking environment.

e Students need to acquire Englishto use in e There is little opportunity to use
the immediate social context. English in the immediate social

context.

e There is not a shared L1 to use in the e There is a shared L1 to use in the
classroom. classroom.
Note. Adapted from McKay (2018)

Learning English increases the chances for an individual to have a business,
traveling, education, and even a better life (see, e.g., Crystal, 1997). In addition, many
governments chose to teach English because it is helpful to follow recent developments
in technology, scientific resources published mainly in English for global affairs, and
answer the demands of the advanced technological era, which requires clever use of the
Internet (Akbari, 2015; Liton, 2012). In order to achieve these goals, various approaches,
methods, and techniques have been developed and discussed in the extensive literature.
Furthermore, using authentic materials such as reading text, creating lifelike concepts to
use English has become prominent, and its noticed effects upon language development
are essential for acquiring language skills (Hwang, 2005). In this regard, EFL programs
need to be designed to bring a learner-oriented, encouraging realistic environment to the
setting, to be culturally impartial, allow learners to communicate through both local and
international matters, support learners to draw a frame for gaining a new identity in the
target language and establish a cross-cultural sensitivity and appreciation (Alptekin,
1984).

2.4.2. Approaches, Methods and Techniques in Teaching English as a Foreign

Language

Today, there is an emerging need to insert into the globally growing world where
information and communication technologies and foreign language education emphasize

more than some former (Renau, 2016). Although language teaching has a broad
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background, establishing language teaching approaches, materials and methods have
been constituted in the early twentieth century (Richards & Rodgers, 2014). Fauzati
(2008) asserts that language teaching methods resemble fashion since they are created,
utilized, and displaced. He further states that this refers to language teaching executives’
essence that they have always given priority to teach a foreign language with more and
more efficient teaching approaches. In the first place, the denotations of approach,
method, and technique are needed to be genuinely understood to perceive the
improvements in Teaching English as a Foreign Language (TEFL).

There are researches in the literature to coin these three overlapping terms
(Burnham, 1992). Anthony attempted to explain them by establishing a hierarchic
relationship (1963) (see Figure 6). The approach consists of assumptions that refer to the
natural language, teaching, and learning as an umbrella term; it deals with how and what
to teach. The method is considered an all-inclusive plan for structured language
implementation grounded on the selected approach; it concerns procedural manner.
Techniques refer to the specified activities under the ground of correspondent method and
approach; it is associated with achieving a particular objective (Anthony, 1963; Setiyadi,
2020).

Approach
(axiomatic)

Method
(procedural)

Technique
(Implementational)

Figure 6. Edward Anthony’s three dimensions

Note. Edward Anthony’s three-dimension for technique, method, and approach are given.
(https://www.newroutes.com.br/ingles/techniques-methods-and-approaches)

Before the latest advancement, there were mainly two kinds of accepted
approaches: one concentrated on language used for communication; the other
concentrated on analyzing the language for learning grammatical rules (Celce-Murcia,
2001). However, in light of TEFL’s current developments and trends, ten teaching
approaches have become prominent (Larsen-Freeman & Anderson, 2013) (see Table 2).

Larsen-Freeman and Anderson (2013) elaborated on approaches and methods, their
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usage, implementation techniques, teachers’ and students’ role in detailed in their study.
It is broadly discussed that methods and approaches have been adopted in different parts
of the world but not implemented equally in the classroom. To illustrate, Grammar
Translation Method has endured for years; also Direct Method has been utilized for
specific purposes worldwide.

Additionally, various approaches and methods have been given significance from
time to time. For instance, in the 1950s and 1960s, the Audio-Lingual Method was
imminent; in contrast, inventive methods emerged in the later 1970s and 1980s, such as
Silent Way, Community Language Learning, Total Physical Response, Suggestopedia,
and the Natural Approach. Moreover, in the 1980s, the Communicative Approach
became prominent; in the 2000s and so far, changes in TEFL have been addressed with
regard to the advanced technological developments, planning learning strategies
appealing to different bits of intelligence (Larsen-Freeman & Anderson, 2013).

McDonough and Shaw (1993) remark that developing these methods and
approaches with the appropriate techniques in the curriculum are influenced by the role
of English in the local setting, teachers’ role in the classroom, management and
administration attitude, accessible time and reachable sources, the number of students and
socio-cultural surroundings. Modern language teaching approaches are stranded in the
premise that the setting should provide learners as many chances as possible to establish
comprehensible input, productive output, interaction, and negotiation of issues in the
target language (Wilkerson, 2008). For so many years, it has been discussed which
approach or method is the best for TEFL. With all the attempts to find it for decades,
language educators have reached an agreement upon becoming eclectic (Gonzalez
Moncada, 2006). Language teachers are needed to be attentive to decide what works in
their peculiar setting (Brown, 1994). It can be concluded that there is no single method
or approach to teaching; what matters in these abundant procedures is to make intelligent

choices for instructional needs (Celce-Murcia, 2001).
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Comparison of Different Methods and Approaches

Method or Approach

Techniques

e Grammar-Translation Method

Translation of a literary passage,

antonym-synonym, cognates,

memorization

e Direct Method

Filling the blank activities, dictation, map

drawing, reading aloud, paragraph writing

e Audio-Lingual Method

Dialogue memorization, backward build-

up drill, repetition drill, chain drill

e The Silent Way

Sound-colored charts, teacher’s silence,
peer correction, rods, Fidel charts

e Suggestopedia

Peripheral learning, choosing a new

identity, role play

e Community Language Learning

Recording student conversation,

transcription, human-computer

e Total Physical Response

Using commands, role reversal, action

sequence,

e Communicative Language Teaching

Authentic materials, scrambled sentences,

language games, picture strip stories

e Content-Based Instruction

Dictogloss, graphic organizers, process

writing, dialogue journals

e Task-Based Language Teaching

Note. Adapted from Larsen-Freeman & Anderson (2013)

Information-gap, opinion-gap, reasoning-
gap activities, focused and unfocused

tasks.

2.4.3. Technology Use in Foreign Language Teaching

Information communication technology (ICT) has revolutionized language

learning and teaching and the setting in which language is acquired, and the components

of the language learning environment (Young, 2003). In order to enrich the learning

environment and strengthen students’ literacy in the target language in and out of the

classroom, innovative educational strategies have emerged in recent decades (Sagnak &
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Baran, 2021), such as computer-assisted learning (Thomas, Reinders & Warschauer,
2012), flipped or inverted classrooms (Lage & Platt, 2000), massive open online courses
(Daniel, 2012), blended learning (Sharma & Barrett, 2008), mobile learning (Brown &
Green, 2012).

The advent of the Internet has provoked pivotal changes in English language
teaching practice (Giiler & Ozkan, 2018; Warschauer, 1996). The Internet allows learners
to discover authentic language resources with global access to international sources even
by directly communicating with native English speakers (Yang & Chen, 2007). Learners
further have chances to deepen their understanding of the target culture and gain new
perspectives on the international views (Hockly, 2015). The American Council on the
Teaching of Foreign Languages (ACTFL) introduced the implementation of “5Cs” that
refer to communication, cultures, connections, comparisons, and communities in foreign
language learning (Yang & Chen, 2007, p. 2). World Wide Web tools and digital
resources foster the cultivation of the five Cs in foreign language learning. However,
teachers give credit to the essential, knowledgeable, and subsequently safe technologies
with an extended range of materials in their classrooms (Vanderplank, 2010). As it is
broadly discussed in the extensive literature, the impacts of technology-enhanced
language education have confidently grown that it can foster interaction, decrease the
level of anxiety, enhance conversation, improve critical thinking skills, increase
motivation, allow learners to progress at their own speed and level and obtain instant and
subjective feedback (Hoven, 1999; Warschauer, 1995; Yang, 2001).

Technology and foreign language education have no longer isolated terms but are
referred to conjointly (Singhal, 1997). Singhal (1997) also discussed several benefits of
integrating technology into the learning environment, especially applications that offer
practical and easy use, such as grammar, vocabulary, pronunciation mentor, digital
worksheets, writing, reading, listening, and speaking programs. These available software
programs and digital tools are further accepted as motivators and facilitators of language
learning to make it more appealing (Blake, 1987; Chun & Brandl, 1992). Considering the
development of educational technology and its integration into foreign language
classrooms, it is inferred that as a remarkable context for offering real experiences of
targeted culture and an instrument that enables learners to regulate themselves and take
responsibility for their own learning and fully engage in the process (Egbert & Hanson-
Smith, 1999; Furstenberg, 1997; Hampel, 2006).
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2.4.4. E-learning Platforms for Foreign Language Education

Globalization and digital tools have entirely converted the contexts, contents, and
usage of foreign languages (Chun, Kern & Smith, 2016; Kern, 2014). Concerning expand
usage of computers and technology-enhanced activities in language classrooms, the
network and Internet-based classes not only offer various modes of information such as
visual, audio, verbal, and textual but also enable learners to engage in productive and
creative tasks to experience language with synchronous and asynchronous ways such as
films, videos, pictures, pedagogical sources, texts for both communication and addressing
information (Chun & Plass, 2000; Hampel, 2006; Kern, 2014). Nowadays, video-
conference calls, emails, chat forums, online meetings, seminars, conferences, social
networking sites, extensively multiuser online games, collaborative writing and editing,
and multimodal productive tools have furnished new social meeting platforms and new
perspectives to foreign language teaching and learning (Kukulska-Hulme, 2009). These
opportunities offer communities innovative ways to reach authentic linguistic patterns
and communicate in culturally sensitive domains thanks to social media and the Internet
(Byram, 2009; Kessler, 2017). Li (2005) stated that real-like and interactive settings are
considered the foremost way to learn a language.

With the advent of digital technologies, different terms have emerged for
providing learning beyond the classrooms; the concept of e-learning is accounted among
terms (Jaskova, 2014; Kahiigi et al., 2008). A multitude of definitions for e-learning
prevails in the literature (Tavangarian et al., 2004). Sangra, Vlachopoulos, and Cabrera
(2012) noted various definitions in four dimensions with the detailed investigation of
literature: technology-driven definitions as it is provided in the E-learning portal (2009)
that e-learning is the usage of technology to deliver education; delivery-system-oriented
definitions as Koohang and Harman (2005) stated that it is the delivery of education
through all kinds of electronic tools; communication-oriented definitions as Gonzalez-
Videgaray (2007) attributed that e-learning is the usage of ICTs for pedagogical purposes
through the web; educational-paradigm-oriented definitions referring e-learning as an
extensive usage and combination of ICTs, multimedia technologies, computers, network
infrastructures in order to enrich the quality of learning with synchronous and
asynchronous learning and teaching activities (Aldrich, 2005; Alonso et al., 2005; Ellis,
Ginns & Piggott, 2009; Jereb & Smitek, 2006). Additionally, e-learning platforms are

benchmarked with the self-regulation that the real learning actualizes between the
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platform and individual that deals with identifying information, contextualizing and
making utterances with the existing knowledge, comprehension, skills, and attempts to
find time and space for learning (Choy, 2006).

The developments of Web 2.0 tools and the rise of e-learning platforms have also
given rise to the language learning communities and markets (Hockly, 2015). Hockly
(2015) indicated that websites and Massive Open Online Courses (MOOCSs) had attracted
a wide array of participants around the world; also, the increasing availability of mobile
devices, particularly smartphones, has enabled mobile apps to support language learning
to name several Duolingo, iKnowl, and Busuu among the best known. Furthermore, social
media platforms or “virtual spaces where people share” (Joosten, 2012, p. 6) and digital
technologies such as wikis, blogs, online discussion forums have been noted as a
facilitator of teaching considering pedagogical affordances (Sleeman, Lang & Dakich,
2020). These user-friendly platforms have strengthened online communities’ conception
to use target language through creative, productive, communicative, and socially-
constructed interactions with tremendous flexibility and practicality such as
microblogging (Fewell, 2014).

Another aspect of the growing e-learning tools is that they have become an
immediate answer throughout the COVID-19 pandemic outbreak (Karatas & Tuncer,
2020). One of the comprehended benefits of e-learning products is being beyond time and
location (Biasutti, Frate & Concina, 2019) that in the time of closure of schools and
prohibited gatherings all over the world caused by the pandemic (Valverde-Berrocoso et
al., 2020). Kurzweil further attributed that the future of e-learning platforms will
interestingly be transformed till the year 2029 that human-to-human communication will

be replaced with human-to-machine interaction through virtual practices (2000).

2.4.5. Foreign Language Education in Turkey

English has lost its national identity and gained a global status (Fishman, 2006).
It has been broadly taught to obtain global knowledge and enrich international
communication worldwide (Alagozlu, 2012). Almost every community worldwide
encounters the English language in the global village (Widdowson, 2003, p. 2).
Widdowson (2003) defined seven categories to determine a language significance:
international, liberary, national, recreational, educational, cultural, vocational

importance. With regard to the appreciated importance of English considering these
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points, Figure 7 demonstrates the countries where English is taught mandatory and
optional. In the map, 142 countries in blue indicate that English is a part of national
education policy and 41 countries in yellow point that English is offered as an elective

subject.

English Mandatory or Optional

Figure 7. Global English education policy

Note. Global English education policies of the countries are shown on the world map.
(https://www.uwinnipeg.ca/global-english-education/countries-in-which-english-is-
mandatory-or-optional-subject.html)

There have been devoted considerable efforts to teach EFL in recent centuries in
Turkey in which English is taught as a Foreign Language (Alagozlu, 2012). English was
introduced in the Turkish education system in the late 1850s, called The Tanzimat Period,
when Westernization movements initiated (Kirkgdz, 2005). However, evolutionary
developments in teaching EFL in Turkey occurred in the 19th century with the
achievements of the Republican of Turkey (Solak, 2014).

Especially in the last 15 years, the EFL education program has undergone
substantial changes (Giirsoy, Korkmaz & Damar, 2013). The 1997 Education Reform
brought dramatic changes and improvements in the Turkish education system,
particularly considering teaching English (Bayyurt, 2006; Saricoban, 2012; Solak &
Bayar, 2015). The reform is indicated as The Ministry of Education Development Project,
which extended mandatory education from five to eight years. With this shift, MoNE also
aimed to increase learners’ motivation and exposure to English longer than before with
the decision to introduce English from the fourth grade. The primary purposes of MONE

are to create an environment for young learners to raise awareness and positive behaviors
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in English, enhance learners’ enthusiasm and motivation for language learning and
establish meaningful context to engage in English (Saricoban, 2012). The Improvements
covered course hours, language learning materials, textbooks, and assessments from
traditional product-based works to performance-based practices through portfolios
(Giirsoy, Korkmaz & Damar, 2013).

In addition to these efforts, another pivotal shift represented in 2012 with the
transition to the 4+4+4 education system. With this reform, mandatory education was
extended from eight to 12 years. It is decided that the introduction of English required to
start in 2nd grades parallel to integration of EU (European Union) principals into
education policy in consideration of lower affective filter of young learners to learn a
language (Giirsoy, Korkmaz & Damar, 2013). With respect to these developments in
English Language Teaching (ELT) policies, it is mainly targeted to keep up with the
European language education system and bring innovations and new educational norms
into ELT and the assessment system (Kirkgoz, 2007). Moreover, the paramount purpose
of Turkish education policies of foreign language teaching is to educate individuals in
fundamental literacy skills such as reading and writing, listening, and speaking, enabling
them to communicate in the target language (Bayyurt, 2006). English has become a
prominent part of the Turkish education system. A number of movements, such as in the
revision of the curriculum, teaching methods, teacher education, and the assessment
procedure, have been facilitated by the government, which led to notable developments
(Saricoban, 2012).

2.5. Turkey’s Ministry of National Education Emergency Management Policies for
the COVID-19 Pandemic

The world has been revolving in such vast, swift and remarkable changes in a
short time due to the novel coronavirus disease. Primarily, education systems that have
significantly grown during the last 50 years for all grades are now facing the most
significant challenge ever (Daniel, 2020). In a situation students are not attainable to learn
in a classroom setting, the inevitable solution is to promote remote and online teaching in
virtual environments to reinforce the delivery of instruction in the COVID-19 outbreak
(Mulenga & Marban, 2020; Naciri et al., 2020; Sintema, 2020; Tria, 2020). Like many
other governments, with 19,559,437 enrolled students from primary to high school

(MoNE, 2019), Turkey’s emergency management policy for education, immediately after
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the closures of schools, has been to adopt several moves such as developing digital
platforms and collaborating with the TRT (Turkish Radio and Television Corporation)
TV channel concerning the continuation of proper delivery of teaching.

In the first place, country-wide distance education was adopted to replace formal
face-to-face education for all educational stakeholders (Yucesoy-Ozkan et al., 2020;
Ozer, 2020). Distance education is highly effective for enabling students and teachers to
meet synchronously and asynchronously in a comfortable, flexible and affordable way
(Arthur-Nyarko, Agyei & Armah, 2020; Davies, 1978; Davis et al., 2019). Arthur-
Nyarko, Agyei and Armah (2020) devoted themselves to explaining synchronous
meetings as occurring “in real-time or with students simultaneously present” whereas
asynchronous sessions as happening “in delayed time or with students participating at
different times” (p. 36). MoNE decided to promote distance education on its online
platform — EIN. The EIN is a digital educational platform originated by MoNE and open
to service since the 2011-2012 academic year (Ozer, 2020). Additional information on
the EIN platform will be preserved in the next section.

Educational television programs have played a crucial role in reaching out to all
students as a teaching tool in distance education. The six educational channels have been
initiated for learners’ service with the collaboration of TRT and MoNE in the form of
TRT-EBA TV. The MoNE has utilized TRT-EBA TV as a secondary means for distance
education by developing separate channels for primary, secondary, and high school
students (Yucesoy-Ozkan et al., 2020). Students have paid attention to the broadcast flow
and the schedule to be informed about the timing of the courses and follow the broadcast.

In Figure 8 on the next page, an example of the broadcast flow is given.
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Figure 8. Sample Broadcast of TRT-EBA TV for Primary, Secondary, and High Schools
Note. Adapted from Yucesoy-Ozkan et al. (2020)

TRT-EBA TV has produced “a total of 2,516 hours broadcast on 93 subjects in
10 different studios in Ankara and Istanbul using 674 teachers (681 hours for primary
schools, 770 hours for secondary schools, and 1,065 hours for high schools)” (Yiicesoy-
Ozkan et al., 2020, p. 41). Besides the main courses taught in the curriculum,
extracurricular activities and contents, to name the themes partaking: art, folk dance,
guidance and counseling, sport, science, have taken an essential part in reinforcing the

COVID-19 outbreak process educational and psychological manner.
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Regarding the risks that the world increasingly faced day by day, they impacted
students’ lives in a number of ways. They had to take liability for their own learning,
explore more about how they learn and what exactly they need as reinforcement
(Anderson, 2020; Chang & Satako, 2020). When it is considered as a whole process, it
has appeared that schools are not merely a space for general knowledge but for developing
social skills. Therefore, MoNE put in all efforts to reduce the ravaging influences of the
COVID-19 outbreak on students’ formal education and social development (Bozkurt,
2020; Can, 2020; Ozer, 2020).

2.5.1. Educational Informatics Network (EIN/EBA)

Throughout the global crisis, countries offered many resources to enhance
students’ interaction and educational development when they are unable to continue the
school due to the pandemic with radio and TV broadcasts and mainly through the online
instructional resources and digital platforms, which have become the most common way
of delivering education to reach students (Schleicher, 2020; Schleicher & Reimers, 2020).
Digital tools and online platforms ranged from educational facilities enabling students to
discover topics in formalized learning platforms and proceed at their own pace to virtual
meeting platforms to contact teachers (Schleicher, 2020). Besides, as a part of
communities’ education for people to become autonomous, creative, productive,
scientifically attentive, and self-dependent individuals, technological reforms have been
advocated (Karanfil, 2021). In this regard, the EBA/EIN platform has become the primary
national resource for the maintenance of education in the time of the COVID-19 epidemic
outbreak, with the newly added facilities to ensure ongoing synchronous (online) and
asynchronous (offline) learning (Karanfil, 2021).

An effective change in technological strategy in Turkey has been put into practice
with the Project e-Transformation Turkey and Vision 2023 Certificate of Strategy
(Akinci, Kurtoglu & Seferoglu, 2012). In the framework of these projects, FATIH Project
was initiated as a significant move towards technology integration to education that the
EIN platform is the main component (Kizilet & Ozmen, 2017). Therefore, the prime
objectives of the FATIH Project are (FATIH Project, 2021):

e Providing Hardware and Software Infrastructure,

e Providing and Managing the Educational e-Content,
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e Efficient Internet Technology (IT) Use in Curriculum,
e In-service Training for Teachers,
e Ensuring the Conscious, Safe, Manageable, and Measurable Use of Its

function.

In line with the second aim that is Providing and Managing the Educational e-
Content, the EIN platform was formed by the General Directorate of Innovation and
Educational Technologies in order to facilitate students’ engagement in learning through
technological contents and in use since 2011-2012 academic year (Karanfil, 2021;
Ozer,2020). The EIN platform consists of different portals and main modules such as
Courses, Library, Lists, Assignments, Reports, Professional Development, Groups,
Student e-Portfolios, Personal Files, The EIN Resources, Questions and Exams, News,
Cyber Security Portal, Language Learning Portal, Scoring and Achievement System in
the EIN, The EIN Mobile Applications, and EBA Watch&Learn (Kurnaz, 2020) (for
further details see eba.gov.tr). Figure 9 shows that the EIN Homepage demonstrates that
contents are listed in the left column for a teacher user. A wide array of instructional e-
content can be reachable in the EIN platform, such as lessons, e-books, videos,
simulations/animations, questions, experiments, resources in audio, video, text, and
picture formats (Gacanoglu & Nakiboglu, 2019). Moreover, besides the contents prepared
by experts and professionals, the EIN platform is also enriched with native and
international educational portals such as Vitamin, Morpha Campus, Khan Academy,
Colorado (Cakmak & Taskiran, 2017).
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Figure 9. EIN Mainpage

Note. The main page of the EIN platform in teacher access of the researcher
Source: EBA, 2021

In the EBA/EIN platform, it is at the service of all K-12 learners with more than
1,700 courses and more than 40,000 substantial, reliable, and interactive content, videos
or interactive narratives, exercises, summaries, infographics, project documents, content
specific to teachers, over 5,000 books and approximately 240,000 questions are presented
to teachers and students (MoNE, 2020b). At the beginning of the pandemic, schools were
shut down for two weeks, and the academic calendar of the MoNE was regenerated for
the preparation for distance online education (Akbulut, Sahin & Esen, 2020). MoNe
launched distance online instruction for all K-12 schools from kindergarten to high school
(MoNE, 2020a). For this reason, the EIN platform has been updated with the addition of
an online lesson feature. Before this addition, students were only enabled to watch
recorded videos according to their course selection, and teachers were only able to upload
contents asynchronously. However, teachers obtained opportunities to arrange live-
streamed lessons with their students according to the weekly program that school
administrators assigned them (Akbulut, Sahin & Esen, 2020).

The EBA platform can be reached anytime and anyplace on its official website or
by using its application. Each user has his/her personal account and password to sign into
the personalized webpage. The EBA platform has become the most clicked educational
website worldwide, considering the internet traffic occurred 1 October 2020. During the
COVID-19 outbreak, it is the leading platform on which virtual education is proceeding.
The platform was clicked 1.2 billion times by the seven million active students and more

than a billion active teachers. The EIN Assistant, an artificial intelligence developed for
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providing support, especially during distance online education, answered more than 10
million questions (MoNE, 2021; Yucesoy-Ozkan et al., 2020).

Many other studies in the literature that investigated the effects of the EIN
platform on teaching indicated that the EIN has a positive influence on students’ cognitive
development, social interactions, enthusiasm about learning, and increasing academic
success by providing more effective, authentic, original, and constructive content (Aktay
& Keskin, 2016; Keles, Oksiiz & Bahgekapili, 2013; Kogak, 2013; Oztan, 2012). In
addition, teachers’ and students’ effective use of this platform is needed to be considered
and investigated before the pandemic hit and while it is expanding (OECD, 2020). With
respect to the other studies which were conducted to explore student’s and teacher’s
perceptions on using the EIN and indicated several problems and shortcomings in using
such as slowly opening videos, eye-straining content, and usability of the platform (Pala,
Arslan & Ozding, 2017; Tiiysiiz & Cimen, 2016).

2.5.2. Live-streamed Lessons on EIN/EBA and The Role of Interaction

Distance education with the assistance of ICTs has posed many promises and
opportunities to the education sector (Valentine, 2002). Distance education tools allow
learners and teachers to meet screen-to-screen in virtual settings ascribed as non-
traditional (Fresen, 2018). Digital technologies have been globally utilized to enhance
teaching and learning since there has been a transition from traditional education to more
learner-centered and interactive models (Davis et al., 2019). Before the ongoing crisis,
classrooms have already been enriched with the technological tools to effectively use for
strengthening learning in an effort to be in line with world educational standards and
national development goals in Turkey (Bayar, Kurt & Hasiloglu, 2018). Additionally, all
kind of educational institutions, educators, teachers, and trainers have started to seek ways
to deliver instruction on online platforms in order to prevent a complete loss in learning
after recovering from a sudden shock of the COVID-19 pandemic since March 2020 (de
Oliveira Dias, Lopes & Teles, 2020).

In this regard, in addition to the broadcasts on EBA-TV for all K-12 learners and
a wide array of e-content on the EIN/EBA portal, live-streamed lessons have commonly
been prepared in Turkey to keep learners engaged in education. Live-streamed classes
were precisely operated through the EIN platform (Yucesoy-Ozkan et al., 2020). Since

March 2020, live-streamed lessons served 49 million 768 thousand course hours apart
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from the EIN platform, other virtual meeting applications such as Zoom, Google
Hangouts, Google Meet, Adopt Connect, and Skype use (MoNE, 2020b; Yucesoy-Ozkan
et al., 2020).

Nevertheless, evidently, there are no ICTs or digital tools replaced with the live
communication between learners and teachers no matter how developed and cutting-edge
technology they possess (Damary, Markova & Pryadilina, 2017). Considering the
significance of interaction in educational environments and the new normal for teaching
and learning in online settings, Anderson (2003) articulated a theoretical basis for
describing the three more common kinds of interactions in virtual environments,

demonstrated in Figure 10.
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Figure 10. Modes of Interaction in Distance Education
Note. Adapted from Anderson and Garrison (1998)

In this scope, one of the current study aims is to explore how and to what extent
these interactions took place in English language classes and how EFL teachers managed
to create opportunities to increase the student to student, student to teacher, student to

content interactions during COVID-19 outbreak.

2.5.3. Electronic Resources and Educational Support

MoNE developed and immediately put into service a significant number of actions

and resources to support distance online education (Ozer, 2020). Additional electronic
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sources offering digital content such as open-access portable documents of all textbooks
for all courses and levels for teachers, students, and parents were among these actions.
These documents and extra materials could be downloaded from the EIN platform. In
addition to digital contents, books, booklets, test books, and worksheets were prepared
and reached out to the students at different levels all across the country. Mostly, for the
eighth and 12th-grade students supposed to take the national exam for the entrance of
Anatolian and science high schools and universities, there was much academical support,
such as worksheets consisting of 1,000 questions per month (MoNE, 2019). Besides,
games are considered an efficient way of enhancing learning (see, e.g., Lee et al., 2004;
Randel et al., 1992). For this reason, MoNE initiated a digital educational game
application named Tabii for secondary school students to offer students to revise previous
topics and solve tests in Turkish, mathematics, social studies, and science classes
(Yucesoy-Ozkan et al., 2020).

Moreover, with the exceeding number of infected cases during the pandemic,
considerations on health problems, concerns about educational regression, financial
issues, and ambiguity for the future have generated stress throughout the societies (WHO,
2020). MoNE established a psycho-social line to support students and parents in
overcoming mental health and wealth (for further details
http://orgm.meb.gov.tr/psikososyaldijitaldestek). Professionals in mental well-being,
noticing the distressful nature of current conditions, provided no-cost materials involved
mostly pictures, stories, and cartoons for parents and students through sharing these on
social media in an attempt to avoid misinformation and help them to continue their lives
under lockdown (Ogiitlii, 2020).

The wide-ranging use of digital technologies in education has opened up remote
foreign language learning (see, e.g., Chen, Freeman & Balakrishnan, 2019). In order to
achieve increased productivity in foreign language learning during distance education,
English Activity Guides for primary and secondary school students from second grade to
eighth grade, including books, modules, activities, and audio files, were published. The
guide consists of 70 fascicules and seven books, entitled Communicative Supplementary
Materials for English Language Teachers and Students, containing 1642 pages as well
as audio files. Within the scope of Vision 2023 Certificate of Strategy, this guide aimed
to enhance students’ 21st-century skills, help them communicate in the target language,
and encourage them to consider language as a part of life through learner-centered and

skill-based activities with interdisciplinary approaches (MoNE, 2021). Figure 4 provides
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sample activities from the Communicative Supplementary Materials for English
Language Teachers and Students for eight-grades.
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Figure 11. Sample Pages from the Communicative Supplementary Materials for English

Language Teachers and Students

Note. The pictures were taken from the interactive books that MoNE developed for
English teachers and students (https://tegm.meb.gov.tr/)

2.6. EFL Teacher Education in Turkey: A Technological Aspect

English has become the most commonly taught foreign language in Turkey since
the 1950s (Sert, 2010), regarding its global status and highly accepted position as a crucial
element of international development (Ahmadi & Reza, 2018). Teaching English has
taken a great deal of interest in today’s globalized world and has become a worthwhile
education field (Coskun & Daloglu, 2010). Turkey’s latest policy has made it obligatory
to learn the English language at all K-12 institutions (Mahalingappa & Polat, 2013). In
this concern, how to teach English has aroused as a broadly discussed topic in the
literature to ensure proficiency in language learning (Al-Hazmi, 2003). When teaching
English problems are considered, it has seen that they are highly connected with the
teachers of English-related issues (Coskun & Daloglu, 2010). It has recently become
evident because of the vital changes in education that teacher education programs are not
sufficiently efficient to provide prudent teachers for the realities of the classroom
environment (Oztiirk & Aydin, 2019).
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On the other hand, digital technologies have grown as an indispensable
component of language classrooms, and language teachers are accepted as pivotal players
in providing technologies for materials and activities to build more meaningful learning
in their classrooms (Asik et al., 2019). It is considered that updated technologies offer a
lifelong consistency to language learning much more attainable and enthusiastic than
before with the growing usage of technology in education (Kucuk et al., 2013; Kukulska-
Hulme, Lee & Norris, 2017). In Turkey, educational technology developments were
initiated with the foundation of Computer Education and Instructional Technologies
(CEIT) departments in 1998 to raise prospective teachers of information technologies at
institutions of MoNE (Durak et al., 2018). The necessity to increase English language
proficiency has been in the scope of language policy and planning addressing the quality
of English language teacher education programs (Dang, Nguyen & Le, 2013). Dang,
Nguyen, and Le (2013) address that teachers are the key motivators of the teaching and
learning process. In this process, it is significant to take advantage of digital technologies
to provide high-quality language education with adequate access to valuable technologies
offering limitless sources and materials for successful and encouraged cooperative
learning for students (Becker, 2000; Bull & Ma, 2001; Harmer, 2007; Shin & Kang,
2018).

In this regard, albeit the given attention to English language teaching with
appropriate educational technologies, there has still been a significant insufficiency in
integrating technology into language education in the language teacher education
programs. Regarding deficient principals in teacher education programs, future language
teachers who graduated from these programs with little or no technological pedagogic
knowledge has failed to incorporate digital tools into teaching settings because of the

inadequate necessary skills and techniques (Asik et al., 2019; Hubbard, 2008).

2.6.1. Pre-Service EFL Teacher Education Regarding Digital Literacy

Pre-service language teacher education is mainly referred to as training that
language teachers receive before becoming professionals (Ulgii & Er, 2016). Teacher
education programs offer proper knowledge, skills, and techniques to teach efficiently in
virtual teaching environments (Crandall, 2000; Hubbard & Levy, 2006). The Higher
Education Council (HEC) administered prospective teachers’ education in Turkey,

responsible for all higher education institutions’ organization, planning, and policies
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(Coskun & Daloglu, 2010). English language teachers are trained in the education
faculties of universities. According to higher education institutions’ strategies, the overall
education program entails four or five years of training interchangeably implementing
one year intensive English preparatory program. HEC is set a standard and obligatory
curriculum for language teacher education to be implemented in these faculties all around
the country (Karakas, 2012).

Regarding the constructivist and critical theories for English language teacher
education programs, student teachers are started to be considered as not empty vessels to
be filled with only knowledge and pedagogical skills or passive technicians (Abednia,
2012). Yin (2019) points out that pre-service teachers’ progress to become professional
includes knowledge and skill demands structure and the restructure of knowledge from
diverse sources. Additionally, in recent years with the advent of educational technologies,
educators and curriculum developers have extensively started to apply the Technological
Pedagogical Content Knowledge (TPACK) framework used in designing teacher
education programs (Koehler & Mishra, 2009; Mishra & Koehler, 2006) that is broadly
accepted as a robust framework for defining how well integration of technology in
educational settings are achieved (Baran et al., 2019).

It is the intertwined and ultimate framework consisting of Technological
Knowledge (TK), Pedagogical Knowledge (PK), Content Knowledge (CK), and subsets
consisted of combinations of Technological Knowledge and Pedagogical Knowledge
formed as Technological Pedagogical Knowledge, Pedagogical Knowledge and Content
Knowledge developed as Pedagogical Content Knowledge, Technological Knowledge,
and Content Knowledge developed as Technological Content Knowledge as demonstrated

in Figure 11 on the next page.
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Figure 12. Venn Diagram of Technological Pedagogical Content Knowledge
Note. Adapted from Koehler & Mishra (2009)

Current literature suggests that ideas about constituting an ideal foreign language
education have shifted from sequential and straightforward models to more in-depth and
qualified to meet recent developments’ needs (Mahalingappa & Polat, 2013). One of the
most eloquent concerns is putting inexperienced teachers into the classroom without
proper preparation; hence, low-quality teaching and learning occurred (Cross, 1995).
Seferoglu (2006) points out that pre-service teachers establish connections with the
course materials and practice in the natural environment that was non-existent in the
methodology and pedagogical knowledge within the context of their pre-service teacher
education. Therefore, she further states that more micro-teaching practices should be
provided. However, university settings have shortcomings in that they are incapable of
reflecting the natural teaching environments (Zeichner, 1992). In this regard, language
teacher education programs offer practicum that enhances chances to combine theory and

actual practice in natural classroom settings (Yin, 2019).

2.6.2. Professional Development of In-service EFL Teachers and Digital Literacy

Pre-service education in terms of ICT integration for teaching may be insufficient
to enhance efficient digital learning (OECD, 2020). Obviously, the outspreading of the
COVID-19 disease has accelerated the usage of ICTs for learning (see, e.g., Masonbrink
& Hurley, 2020) that it is no longer optional for teachers to get access to in-service
education to update their knowledge and skills in this field (OECD, 2020). The sudden

shift in teaching has prompted teachers to use numerous digital instruments and online
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platforms that they were not trained nor ready to apply (Khlaif et al., 2020). It has become
more evident that teacher proficiency and professional competencies in using digital
platforms to enhance instruction are crucial to achievement in distance online education
(Gok, 2015; Starkey, 2020). Orhan and Beyhan (2020) asserted that an absence of
technological skills and knowledge impacted online education quality, and teachers kept
using traditional teaching techniques during the current crisis due to lack of experience.

Gardner, Harlen, and Hayward (2010) asserted that “unless teachers are
committed through self-agency to any particular change, the prospects for any successful
dissemination and professional learning, leading to its successful practice, are likely to be
slim.” (p. 134). In this concern, in-service teacher education is broadly regarded as an
essential vehicle to promote teacher improvement (Uztosun, 2018). In Turkey, in-service
teacher education programs are mostly organized by the General Directorate of Teacher
Education and Development Unit of MoNE with private organizations and teacher
training centers such as Cambridge English and British Council (Ulgii & Er, 2016;
Uztosun, 2018). Uztosun (2018) asserted four classes of in-service teacher education
activities: main activities, distant digital activities, domestic activities, and FATIH
(Increasing Opportunities and Improvement of Technology Movement) project activities.
In-service teacher education activities provide opportunities for many teachers to
facilitate scholarly outputs, enhance technological skills and reduce stress on teachers
when planning lessons (Gtilbahar & Giiven, 2008). Furthermore, teacher professional
development activities that can be regarded as the most important money and time
investments for a government to make in education are crucial to reinforce their
pedagogical knowledge, abilities, attitudes, and autonomy in transformative practice
(Aldosemani, 2019).

Within this scope, MoNE has put into action several projects to improve the
quality of teaching and support teachers’ professional developments during the pandemic.
The advanced professional development projects, established within the collaboration of
higher education institutions and private organizations credited by UNESCQO’s National
Commission of Turkey, were introduced to teachers online. According to MoNE (2020b),
850 thousand teachers joined the professional development projects and took certificates.
In addition to these programs, 500 thousand teachers benefitted from the national and
universal distance education programs on the EIN platform. Moreover, through the
Teachers’ Lounge Project, the MoNE provided opportunities for teachers to meet with

various experts from different fields. This project also offered virtual meetings to teachers
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from different provinces with the minister of MoNE to discuss the ongoing problems and
negotiate ideas online (MoNE, 2020b; Yucesoy-Ozkan, 2020).

2.7. Assessment and Feedback in the Scope of Teaching English as a Foreign

Language

Teaching and assessing learning outcomes are not different sides of a single coin
(Dedrinos, 2011), but they are intermingled terms playing a central and significant role
in teaching and learning as assessment affects the overall process of education
(Baleghizadeh & Masoun, 2013; Cheng, Rogers & Hu, 2004). The assessment describes
what students consider as significant, how they allocate their time on learning, how much
they study, how engaged they are in the learning process with the understanding of the
current situation and shedding light on the future learning (Brown, 2004; Gibbs &
Simpson, 2004). Teachers dedicate a significant amount of time to create instruments to
support their teaching plan, efficiently answer their students’ needs and expectations, and
meet the curriculum’s requirements (Herrera Mosquera, & Macias, 2015; Klimova,
2015). With respect to the increased essence of assessment, along with the significance
of product and process of learning, attention should also be given to what is learned, how
efficiently learning takes place, and what the additional skills and requirements are (Paris
& Paris, 2001). This paradigm led the assessment of learning and assessment for learning
concepts emerged: assessment of learning is referred to as the summative assessment, and
assessment for learning is coined with the formative assessment (Black, Harrison & Lee,
2003; Watling & Ginsburg, 2019). In other words, it can be exclaimed that assessment is
not a chapter evaluation or a formal test but also using different methods to observe the
knowledge, skills, and abilities of learners (Purpura, 2016).

Formative assessment is generally associated with the overall judgment to
improve the program by collecting data to facilitate students learning, whereas summative
assessment is mostly referred to as general summing up or teaching to test, which takes
place at the end of a course in the purpose of certification in contrast with the formative
assessment (Black, 1999; McMillan, 2013; Sadler, 1989). Over the years, formative
assessment has raised importance in the foreign language education field (Herrera
Mosquera & Macias, 2015). This kind of shift to the formative assessment is considered
to boost learners’ motivation and enthusiasm (Gan & Leung, 2020). Formative

assessment is asserted as assessment primarily intends to instruct and enhance learner
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performance, not solely to audit it with the teaching and learning activities used to modify
instruction by enabling feedback (Black & William, 2009; Wiggins, 1998). A
comprehensive assessment approach generally confronts traditional assessment
principles (Monib, Karimi & Nijat, 2020). Table 3 indicates the main differences between
formative and summative assessment when, why, and how to implement them in the
classroom. McMillan (2013) asserts that even in the best high-stake summative tests,
there can be issues about the test validity and reliability that it gives the path to broadly

using formative assessment.

Table 3.

Differences between Formative and Summative Assessment

Formative Summative

Help students to Assess student
learn and practice performance

( ) At the end of the
When - Throughout the course When H instructional period
Identify gaps and ) Collect evidence of
Why [ improve leaming Why I student know!edge, skill
or proficiency
" Via approaches that ) (Via exit learning products‘
How Y support specific How Y or a cumulative
student needs assessment

Note. Adapted from McMillan (2013)

Formative assessment is generally attributed to constructive feedback to enhance
the learning process (Nicol & Macfarlane-Dick, 2005). Formative feedback is defined as
information provided to the learner to adjudge his or her ideas about improvement to
shape the future of learning (Sadler, 1998; Shute, 2008). Formative feedback is
considered a prominent facilitator of learning since it supports learners in the learning
process by giving information about the aims and how to achieve these aims (Goldin et
al., 2017). In this regard, it is highly suggested to use them together to strengthen students
to be self-regulated learners (Nicol & Macfarlane-Dick, 2005). Haines (2004) defines
approaches such as the feedback sandwich and the interactive approach encouraging self-
regulated assessment to provide efficient feedback to students. Irons (2007) points out

that formative assessment and feedback should increase motivation, create positive
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learning opportunities, encourage interaction between students and teachers, and facilitate

students’ chances to learn.

2.7.1. Digital Assessment and Feedback

Today, online and distance instruction is most probably the fastest increasing area
of education in the world (Simpson, 2013). Growing acceptance for up-to-date
educational technologies beyond printed materials or television media to more complex
innovative forms of interactive electronic tools over the last decades has brought
practical, flexible, and interactive ways for education (Hricko & Howell, 2006). Simpson
(2013) asserts that in online and distance instruction contexts, providing support to
students that are interchangeably coined as counseling, guidance, advice, or tuition is
highly essential for motivating students to learn. The opportunity for digital teaching has
also brought about new concerns in assessment (Robles & Braathen, 2002). The
emergence of digital technologies has been merged with the assessment in online
environments unfolding the idea of online formative assessment for distance courses
(Baleni, 2015; Macdonald, 2001). Robles & Braathen (2002) indicate that the change in
the delivery mode of instruction leads teachers to revise their techniques to demonstrate
teaching and learning efficacy.

In online environments, the absence of physical space and in-person interactions
between students and teachers leads to diverse strategies to assess learning (Baleni, 2015).
Digital tools have opened up new online formative assessment paths to ensure self-
centered and reflective learning, such as creating places for peer review by sending the
reviews electronically and allowing them to comment and review (Macdonald, 2001).
Technological feedback methods are growing among educators since they reinforce the
feedback session, delivery, and communication at less cost and time (Denton et al., 2008;
Hatziapostolou & Paraskakis, 2010). The term formative e-assessment is attributed to
using ICTs to facilitate the iterative method of capturing and reviewing teacher and
learner knowledge about student performance and assessing it concerning previous
accomplishment and achievement of expected and unintended learning outcomes
(Pachler et al., 2010). Online formative assessment can be delivered in written, audio,
video formats, or web-based conferences (Leibold & Schwarz, 2015).

Reliability and validity prevail as a major issue in online formative feedback,

albeit its interactive and constructive structure (Baleni, 2015). According to Rowe (2004),
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there is a significant and persistently asked question whether when a student gets a high
score in an online assessment, it means that he or she knows the subject pointing through
another critical issue in online teaching sessions.

On the other hand, Chickering and Gamson (1987) described seven principles of
learning (p. 2):

e Encourages contacts between students and faculty,

e Develops reciprocity and cooperation among students,
e Uses active learning techniques,

e Gives prompt feedback,

e Emphasizes time on task,

e Communicates high expectations,

e Respects diverse talents and ways of learning.

Feedback is accounted for among them. Alvarez, Espasa, and Guasch (2012)
identify four types of feedback for the assignments in an online learning environment:
corrective feedback, epistemic feedback, suggestive feedback, and epistemic plus
suggestive feedback. Corrective feedback refers to the assignment requirements and
sufficiency of the content; epistemic feedback is imported as demands for extra
explanation and clarification critically; suggestive feedback includes suggestions on how
to accelerate the learning process and facilitate improvement, revolution, and expansion
of ideas; epistemic plus suggestive feedback is a sort of combination of prompts and
questions for future development and provides advice for improvement (Guasch et al.,
2013). The concept of feedback has a pivotal position in online distance education for
offering chances to enhance teacher-student relationships and interaction, enhance
academic success and improve learning (Leibold & Schwarz, 2015). Constructive
feedback includes positive interaction and promotes teaching and learning experience that
Leibold and Schwarz (2015) point out helpful suggestions to correct delivery of online
feedback, such as addressing learners with their names, providing constant, immediate,
and coherent feedback, using a positive language and asking questions to promote critical
thinking.
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2.7.2. The Emerging Need for Digital Assessment Tools During Distance Online
Education in the COVID-19 Outbreak

Robles and Braathen (2002) state that “Online learning is here to stay!”. In the
time of this ravaging COVID-19 crisis, it has become a solution with expanding
acceptance of online learning (Daniel, 2020). As the COVID-19 pandemic has still been
continuing worldwide, teachers have faced many challenges in the rapid shift to online
teaching because of the absence of face-to-face interactions, social activities,
concentration, and efficient technology (Arora & Srinivasan, 2020; Shetty et al., 2020).
In the adaptation process of online teaching, they have represented a considerable effort
to maintain enhancing students’ learning and improvement in the dearth of face-to-face
communication (Konig, Jager-Biela & Glutsch, 2020). One of the major concerns
throughout the pandemic is to hold valid and reliable ways in the forced online distance
education process to evaluate the learning outcomes (Elzainy, El Sadik & Al
Abdulmonem, 2020). As much research indicates that this swift shift to digital education
will lead to long-lasting consequences on teaching and learning, assessment procedures
and methods are regarded (see, e.g., Khan & Jawaid, 2020).

Implementing efficient online assessment techniques in online education
environments is a significant part of productive teaching and learning (Gaytan &
McEwen, 2007). The online formative assessment reflects the essence of online learning
and gives more responsibility on students for their own learning by provoking them to
discover their capabilities in critical thinking abilities and developing solutions to
problems that are considered the main profits of transforming from traditional teaching
to online instruction where the teacher is in the position of a facilitator (Elzainy, El Sadik
& Al Abdulmonem, 2020). Rahim (2020) develops guidelines that need to be considered
before preparing online assessment during the urgent distance teaching in the COVID-19
pandemic, such as regarding the institutional and educator readiness, ensuring alignment
of assessment strategies with learning aims, ascertain the differences in students’
situations and providing high-quality feedback. Additionally, creating a delicate balance
and clear communication with the students regarding the self-regulated competencies and
validity of the assessment, encouraging collaboration with a group-based assessment to
ensure 21st-century skills including learning and innovation, life and career, and high-
order critical thinking skills are mainly suggested to provide a supportive and constructive

online assessment (Rahim, 2020)
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The COVID-19 pandemic increases the risk of testing errors because assessment
should be standardized that is damaged by the rapid shift from traditional to online
education in the pandemic (Krach, Paskiewicz & Monk, 2020). Huang et al. (2020)
evaluated online assessment in the concept of flexible learning, which is defined as a set
of learner-centered educational approaches that offer learners to decide where, when, and
how to engage in learning with the range usage of advanced technologies (Lee &
McLoughlin, 2010). They indicate that online assessment in flexible learning increases
students’ development and achievement in learning with the help of presentations,

research papers, team projects, peer assessments, and e-portfolios.

2.7.3. Assessment and Feedback in the Context of EFL in Turkey

In Turkey, the education programs are extensively exam-oriented. The practices
of teachers, students, and even institutions are evaluated with students’ achievements on
various exams. Despite the significance of high-stake exams in Turkey, few studies in the
literature discover EFL teachers’ practices and perceptions upon assessment (Hatipoglu,
2016).

According to Unald: (2016), despite the shift from traditional assessment to
learner-centered alternative assessment, the Common European Framework of Reference
for Languages (CEFR) principles, which mainly address learner autonomy and related
issues, are not thoroughly embraced in the Turkish educational context. Also, Oz (2014)
asserted that EFL teachers’ perception over assessment for learning in an EFL setting
considerably diverge from their practices, particularly monitoring their language
students’ performance throughout the course. Onalan and Esim (2020) aimed to explore
primary and secondary EFL teachers’ perceptions on assessment and the use of
assessment in EFL classrooms. The study results identified that although EFL teachers
held a positive attitude toward the assessment and its use, some stated several issues about
student involvement in the assessment process. Besides, regarding the significance of
teacher knowledge, awareness, and skill development in assessment, improvements in
teacher education programs and in-service professional development activities are
indicated in the study.

Onalan and Karagiil (2018) attempted to investigate EFL teachers’ beliefs and
practices under four main domains: formative assessment, summative assessment, self-

assessment of students, and assessment to improve teachers’ instruction in their study.
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The results indicated that EFL teachers were more willing to use formative assessment in
their classes; however, the summative assessment was prioritized in the Turkish
educational system, albeit the tendency of EFL teachers towards formative assessment
upon others.

Furthermore, throughout the COVID-19 crisis, national examinations, which are
relatively significant in the Turkish context, were canceled. Students were not obliged to
face-to-face exams. In general, mostly homework, projects, and portfolios were used to
grade students. Additionally, all students enrolled in K-12 schools were evaluated through

online assessment techniques (Yucesoy-Ozkan et al., 2020).
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CHAPTER 1

METHODOLOGY

3.1. Introduction

This chapter is devoted to introducing and explaining the rationale behind the
study regarding the research design of the study, research context, and data analysis
process. The data collection procedure, data collection tools, and sampling method used

to determine participants will be preserved to provide methodological details.

3.2. Research Design

The prime aim of the current research is to investigate the EFL teachers’ digital
literacy and the usage of digital tools, the evaluation of the EIN platform, and to provide
insights into the experiences in the process of quick shift from face-to-face teaching to
online teaching as a consequence of the noval coronavirus outbreak. To identify the
impacts of teaching a language in an online environment in terms of the implementation
process, required skills to teach online, the differences between face-to-face teaching and
online teaching, the overall impact of this pandemic on language teaching; the study
constitutes the explanatory sequential design of the mixed-method research design
strategies.

Mixed-methods research aims to strengthen the study in contribution to present
in-depth clarification and explanation of relationships among variables and enable
researchers to collect and examine substantially more and various sorts of data compared
to the use of an approach alone (Fraenkel, Wallen & Hyun, 2012). It has been
acknowledged the usability of the combination of quantitative and qualitative methods in
research and employing which data collection tool and data analysis method are
demanded identifying the research questions within the study (Creswell, 2009; Denzin &
Lincoln, 2011; Morse, 2010; Tashakkori & Teddie, 2010).

Furthermore, Creswell (2012) introduced and classified mixed-method research
designs considering the priority, sequence, conformity of the data collection tools, and
the data analysis procedure. Priority signifies the determination of which approach,
quantitative or qualitative, a researcher will heavily focus on during the study’s data

collection and analysis procedure (Ivankova, Creswell & Stick, 2006). Specifically, the



56

explanatory sequential design requires two-phase data collection and analysis in a
sequence; and priority is given to the quantitative data. lvankova, Creswell and Stick
(2006) further explain that while implementing the explanatory sequential design, “A
researcher collects and analyzes the quantitative (numeric) data; the qualitative (text) data
are collected and analyzed second in the sequence and help explain, or elaborate on, the
quantitative results obtained in the first phase.” (p. 5). In this design, the two phases are
interdependently associated with each other by initially leading the participants’
determination and establishment of interview questions, further picturing the final
discussion with a comprehensive interpretation of both phases together (Clark, Creswell,
Green & Shope, 2008). This design can be represented in Figure 12 below.

Quantitative Identify Qualitative
data collection, |—» gquantitative ——» | data collection, |—» Overall
analysis, and results needing analysis, and interpretation
results follow-up results

Figure 13. Explanatory Sequential Mixed Methods Design
Note. Adapted from Clark, Creswell, Green & Shope (2008)

The purpose of the study is to identify to what extent EFL teachers attribute to the
continuing of the teaching and learning in the COVID-19 outbreak while the administers
attempting the ease of the infection. In an attempt to discover and reflect the experiences,
challenges, problems, and perceptions of EFL teachers in online teaching, both qualitative
and quantitative data collection approaches were generated by the researcher. In the first
phase of the study, an online five-point Likert-scale questionnaire was used to collect
guantitative data since questionnaires are the most efficiently and usefully developed and
applied way of data collection design for being straightforward in terms of development,
standardization of questions, analysis of answers (Gillham, 2008).

In the second phase of the study, semi-structured online interviews were used to
gather qualitative data. The semi-structured interviews were used to acquire a broader
sense of understanding and highly elaborate upon the quantitative data. Semi-structured
interviews are well compatible for exploring participants’ perceptions, beliefs, and ideas
concerning complicated and occasionally sensitive issues and provide probing for more
information and clarification of answers (Barribal & While, 1994). Also, teachers are
asked to fill self-assessment forms just after the end of the teaching session so as to obtain

their reflection on their teaching.
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In this regard, this study was carried out in order to seek answers to three research
questions. Triangulation of the data, which is defined by Denzin (1978) as “the
combination of methodologies in the study of the same phenomenon” (p. 291), enabled
to strengthen the reliability of the data collection tools by enhancing our understanding
with new and more profound aspects to emerge (Jick, 1979). In Table 4, data collection
instruments and data analysis procedures corresponding to the research questions are

given.

Table 4.
Research Procedure

Research questions

Sampling

Technique

Research tools

Analysis tools

1. How effectively did EFL teachers of Convenience Online  Likert- SPSS 25.0

the Ministry of Education in Turkey use Sampling scale

the digital tools and Education Questionnaire

Information Network during the distance

education process in the COVID-19 Purposive Semi-structured Thematic analysis

outbreak? Sampling Interview

2. What kind of teaching strategies did Convenience Online  Likert- SPSS 25.0

EFL teachers of the Ministry of Education Sampling scale

in Turkey utilize during online classes? Questionnaire
Purposive Semi-structured ~ Thematic analysis
Sampling Interview

3. What type of assessment did EFL Convenience Online  Likert- SPSS 25.0

teachers of the Ministry of Education in  Sampling scale

Turkey perform while giving feedback to Questionnaire

their students during online classes?
Purposive Semi-structured Thematic analysis
Sampling Interview

3.3. Data Collection Tools

In the current study, regarding the research questions, various data collection tools
were utilized to ensure the triangulation of data that enabled the study to become more
reliable and valid. Quantitative data was collected through an online Likert-scale

questionnaire, and qualitative data was gathered from online semi-structured interviews.
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3.3.1. Questionnaire

The first COVID-19 case was appeared in China in December 2019 and quickly
turned into a pandemic that spread all across the globe. It was so unprecedented and
unpredictable that almost all spheres of life were forced to change immediately. Similarly,
the educational and social sciences were unready for a promising start to distance online
education, and there was relatively restricted research in the literature over online
language teaching concerning such a pandemic. Thus, these circumstances led the
researcher to do an extensive and in-depth review of the literature to develop an
appropriate data collection tool for online language education in the time of the COVID-
19 disease.

The questionnaire is a broadly used and practical tool for gathering survey data,
delivering organized, frequently numerical data, being able to be applied without the
presence of the researcher, and often being relatively straightforward to analyze (Cohen,
Manion & Morrison, 2002; Dornyei & Taguchi, 2009; Wilson & McLean, 1994). In
addition, it is noted that the questionnaire offers a very effective means for researchers to
collect a great deal of data in a short period at a low cost (McKay, 2006).

In this study, a three-section questionnaire was adapted and designed through a
detailed search in the literature. In accordance with the research questions, four main
sections emerged. At the beginning of the questionnaire, the information consisting of the
aim of the research and for what reasons the data would be used was presented with a
consent form that showed voluntarily participating in the study. In the first section,
demographic information of the participants was gathered. In the second section,
Engagement and Comfort with Technology, ten questions were developed based on
Weerakanto’s (2019) study with necessary permission considering teachers” TPACK
knowledge (Technological Pedagogical Content Knowledge). In the third section, which
is Experiences in Online Learning Practices during the COVID-19 Outbreak, 22
questions were adapted and reformulated based on Korkmaz and Toroman’s (2020) study
with necessary permission aiming at giving insights into the strengths and the weaknesses
of distance online education and teachers’ experiences during the rapid rise of the
COVID-19 disease. In the last section, The EBA/EIN Platform and Online Teaching, 16
questions were developed based on Kurnaz’s (2020) thesis study with the necessary
permission to evaluate how helpful and valuable the platform was during the noted
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pandemic. At the end of the questionnaire, an open-ended question was asked to gather
further comments and suggestions (see Appendix 1).

As some of the items were adapted and a new questionnaire was generated through
the related studies in the literature, the questionnaire scale was introduced to evaluation
and inquisition of two statisticians and three experts who work as professors at language
education and teaching departments in different universities. Experts were invited to
present their comments on whether the items in the questionnaire fulfill the requirements
of the part to which they belonged. Some items were reformulated, changed, revised, or
removed in accordance with the experts’ opinions and suggestions.

When the final version of the questionnaire was decided after a detailed and
attentive work, a pilot study was conducted with a representative sample of the
population. A pilot study has various benefits, primarily to enhance the reliability,
validity, and feasibility of the questionnaire (Morrison 1993; Oppenheim 1992; Wilson
& McLean 1994, p.47 as cited in Cohen, Manion & Morrison, 2002, p. 341):

e to check the clarity of the questionnaire items, instructions, and layout

e to eliminate ambiguities or difficulties in wording

e to gain feedback on the type of question and its format (e.g., rating scale,
multiple-choice, open, closed, etc.)

e to identify omissions, redundant and irrelevant items

The number of participants in the pilot study was fifteen EFL teachers of MoNE
except for the study sample in order to ascertain how properly research questions were
addressed in the questionnaire. Regarding the participants’ opinions and suggestions,
necessary adjustments were made. Reversed items are added into the sections in order to
restrain the response bias since reversed items are known as any individual tendency to
answer the questions independently from the basis of the item (Suarez Alvarez et al.,
2018). Also, instructions are added into each section to present evident confusion.
Obligatory and optional items were decided and redesigned to offer an easy-to-complete
questionnaire. Finally, when all the arrangements were made, Cronbach’s Alpha value
which refers to a test reliability technique was calculated and found as .77. Therefore, the
final version of the questionnaire was developed digitally as google forms because of the

ongoing pandemic to have an error-free, easily comprehensible, consistent, and reliable
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tool to collect the targeted data. A five-point scale was designed as strongly disagree,
disagree, neutral, agree, and strongly agree. A number from 1 to 5 for each answer was
respectively allocated. In conclusion, the questionnaire included 48 Likert-scale items
and a final open-ended question for further comments.

Also, a part of the data and the findings gathered through the piloting study was

presented at an international conference.

3.3.2. Semi-structured Interview

An interview is considered the most significant data collection technique in
qualitative research. It is a significant way for researchers to explore what the participant
has in mind, what s/he thinks, or how s/he feels about something (Fraenkel, Wallen &
Hyun, 2012). Interviews can serve various aims, and questions can be organized to find
out different reasons. To illustrate, in this research, semi-structured interview questions
were originated to obtain information about teachers’ opinions and attitudes about online
language teaching (McKay, 2006, p. 51). In qualitative research, semi-structured
interviews are frequently best implemented toward the end of the study for obtaining
information and helping to identify variables and relationships (Cohen, Manion &
Morrison, 2002; Fraenkel, Wallen & Hyun, 2012). Kvale (2008) indicated some essential
characteristic of research interviews such as engaging, comprehending, and clarifying
main factors in the life of the world of the participant, using a shared language to collect
and comprehend the qualitative data, emphasizing specific perspectives and themes
directly and having a positive attitude and enriching experience for the participants.
Therefore, the interviewer as a researcher attempts to pursue in-depth information over
the subject. Also, adding follow-up questions to particular responses implicated in the
questionnaire to further inquiry and delving into broader understanding.

Also, semi-structured interviews are designed as verbal interchanges that elicit
information from the participant through questions asked by an interviewee (Longhurst,
2003). The readily-prepared questions in this type of interview are designated to offer
guidance, and when it is necessitated, additional questions can be asked for more
clarification and elaboration on the topic.

In this research, semi-structured interviews (see Appendix 2) were conducted to
gather in-depth data from 12 EFL teachers (eight females and four males) who

participated in the questionnaire and volunteered to participate in the interview. The



61

participant EFL teachers for the interview were chosen by purposive sampling since the
researcher determined to identify teachers’ distinct ideas from different teaching levels.
For this reason, four primary school, four secondary school, and four high-school EFL
teachers were selected to be interviewed in this study. In the interview, ten questions were
developed in advance after the analysis of the quantitative data. The items in the interview
were designed with the guidance of academicians and experts.

When the final questions were determined, and sampling was generated, the
researcher reached the participants via telephone. Before conducting the interview, the
researcher clarified the relevant terms in detail and clarified that the interviewers could
feel comfortable asking any further questions during the interview. Although all the
participants were English teachers and had enough proficiency in answering all the
questions in English, the interview was conducted in Turkish, which was the mother
tongue of all the participants. Therefore, it was perceived that the participants would feel
more relaxed to describe their ideas in their mother language. To collect qualitative data,
digital tools and online meetings were set up and scheduled according to the most
appropriate time for the participants and the researcher. The researcher conducted the
interview using different digital channels such as Zoom, Google Meet, Hang Out, or
phone calls according to the participants’ choice. The interviews were recorded for the
descriptive analysis after taking the consent of all the participants, and each of the

interviews nearly lasted 25-30 minutes.

3.4. Participants and Sampling

Participants of the quantitative phase of the study were EFL teachers of MoONE
who actively work at different schools in Kahramanmaras and teach English for different
proficiency levels. Therefore, the data were collected in the 2020-2021 education year.
The study population is composed of 806 who work in the primary, secondary, and high
schools in the city center and its districts. The data indicating the total number of the EFL
teachers who work in Kahramanmaras was obtained from the Provincial Directorate for
National Education through official channels via e-mail (see Appendix 3). Therefore, 121
participants voluntarily took part in the research by completing the online questionnaire
prepared via the digital Google Forms platform after the official administrators took the

necessary permission.
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While selecting the participants of the quantitative phase of the research, a
convenience sampling method was used. The convenience sampling method is one of the
non-probability sampling techniques, and it eases the process of implementing to a large
group in a specific period of time (Cohen, Manion & Morrison, 2002; Doérnyei, 2007;
Fraenkel, Wallen & Hyun, 2012). Thus, the study reached the EFL teachers who were
willingly available to attain the research. Additionally, 12 EFL teacher participants were
selected for the qualitative phase of the study through purposive sampling, which is also
called judgment sampling, including a deliberate selection of the participants in terms of
some qualities the participants possess. Purposive sampling is a nonrandom technique
that lets the researcher determine what is desired to be known and reach particular people
who will better be able to help the study (Bernard, 2002; Dornyei, 2007; Etikan, Musa,
& Alkassim, 2016). In this regard, in order to draw a better picture in the results and have
an equally distributed understanding, the researcher reached four primary schools EFL
teachers, four secondary school EFL teachers, and four high school EFL teachers who
were volunteered to participate in the study.

The frequency (f) and percentage (%) statistical distribution of the participants of
the quantitative phase of the study demographic information variables such as gender,
age, educational status, teaching levels, year(s) of job experience, and weekly teaching

hours are shown in Table 5 presented below.
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Table 5.
Participant EFL Teachers’ Profile of the Study

Variable Group f %

Gender Male 33 27,3
Female 88 72.7

Age 21-25 34 28,1
26-30 25 20,7
31-35 18 14,9
36-40 27 22,3
41-45 10 8,3
46+ 7 5,8

Educational Status Bachelor’s degree 111 91,7
Master degree 8 6,6
Doctoral degree 2 1,7

Years of experience 1-5 58 47,9
6-10 19 15,7
11-15 21 17,4
16-20 13 10,7
21+ 10 8,3

Teaching level Primary 12 9,9
Secondary 41 33,9
High school 68 56,2

Weekly teaching hour 15 5 4,1
16-20 15 12,4
21-25 39 32,2
26-30 58 47,9
31+ 4 33

The Gender: Based on the figures in Table 5, the sample consisted of mainly
females (n=88; 72.7%), and there were also males with twenty-seven percent (n=33;
27.3%) of all the participants who completed the online questionnaire.

Age: EFL teacher participants’ age distribution revealed that most participants
were between the 21-25 age group (n=34; 28.1%) who had just started the teaching
profession. Secondly, the 36- 40 age group (n=27; 22.3%) followed the first group.

Educational Status: A great majority of the participants had bachelor’s degrees
(n=111; 91.7%). Only six percent of teachers had a master’s degree (n=8; 6.6%), whereas

only two participants had a doctoral degree (n=2; 1.7%).
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Total Teaching Experience: Almost half of the sample’s total teaching experience
was between 1-5 year(s) group (n=58; 47.9%). Secondly, the 11-15 years of experience
group (n=21; 17.4%) followed the first group. Finally, only ten percent of the participants
experienced above the twenty years (n=10; 8.3%).

Teaching Level: The majority of EFL teacher participants teach to high school
students (n=68; 56.2%). Forty-one EFL teacher participants teach for middle school
students (n=41; 33.9%), and only twelve teachers work at primary schools (n=12; 9.9%).

Weekly Teaching Hour: The vast majority of EFL teacher participants taught
English for 26-30 hours in a week (n=58; 47.9%). Secondly, thirty-two percent of the
participants taught 21-25 hours in a week (n=39; 32.2%). Finally, only four percent of
EFL teacher participants taught English 15 hours a week (n=5; 4.1%).

3.5. Data Collection Procedure and Setting

The quantitative phase of the study was carried out in the 2020-2021 academic
year in Kahramanmaras. After the necessary permissions were obtained from the Ethical
Committee of Cukurova University (see Appendix 4) and MoNE in the province of
Kahramanmaras (Appendix 5), the researcher, started to collect the quantitative data in
the first place. As of March, the questionnaire was formed as Google Forms to contact
the participants quickly. The questionnaire link was shared on various digital platforms
as possible, such as on WhatsApp groups, Facebook groups, Instagram, and e-mails.
Teachers and administers were encouraged to support the study by attending the
questionnaire. Also, in the first place, participants were asked to accept the study by
responding positively to the consent form at the beginning of the online questionnaire
after having given sufficient information about the study. At the end of the process, 121
(88 females and 33 males) EFL teachers participated in the study.

Similarly, semi-structured interviews had been done by utilizing digital platforms
because of the ongoing epidemic. After deciding the sample, the researcher reached the
volunteered participants, the number of which was 12, by having phone calls or through
text messages to schedule the interview. The participants were asked about how to
conduct interviews. Some of them preferred the Zoom platform with which they were
familiar; some selected Google Meets or Hang Out, while some chose to do through
phone calls. According to the preferences of the participants, and interviewing schedule

was planned. First, the researcher introduced the questions and the research’s aims. Then,
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the interviews were recorded for the descriptive analysis after taking the consent of all
the participants, and each of the interviews nearly lasted 25-30 minutes. The interviews
were carried out individually, and the whole process was recorded with the permission of

the participants to be transcribed later.

3.6. Data Analysis

The data collected from the participants were taken from Google Forms in Excel
format, and they were transferred to the SPSS 25.0 (Statistical Package for the Social
Sciences). In the first place, the appropriateness and missing data were checked. It was
seen that all the participants responded to the online questionnaires thoroughly. To
analyze the data, descriptive statistics (frequency, percentage, etc.) were taken into
account, and the data were visualized by using tables.

In the analysis of the questionnaire to be used in this research, exploratory factor
analysis (EFA) was employed to examine the construct validity in this study since The
broad purpose of factor analysis is to sum up, the data so that paradigms and associations
can be readily elucidated and understood and hence, it facilitates to identify constructs
and concepts (Yong & Pearce, 2013, p.79). Before conducting EFA, Kaiser Meyer
Olkin’s (KMO) sampling adequacy value and the significance value of Bartlett’s test of
sphericity in order to decide the suitability of the data for factor analysis were needed to
be examined. If the KMO value is greater than .50, it denotes that each variable in the
scale can intensively affect other variables (Leech, Barrett, & Morgan, 2005). As a result
of the analysis conducted in this research, the KMO sampling adequacy value was found
as (.708), and Bartlett’s test of sphericity result was also computed significant (y2=
3209,376, sd= 1081; p<.01).

After EFA values were completed, the SPSS 25.0 and Excel software were
employed to analyze the downloaded research data through Google Forms. Frequency
(), arithmetic mean (X), percentage (%), and standard deviation (sd) values were utilized
for the descriptive analysis. In addition, the skewness and kurtosis values were computed
to test that the scale scores complete the assumption of normality. It was observed that
the scores acquired from the scale were normally distributed.

When the necessary values were found, the independent samples t-tests were
employed to examine whether there is a statistically significant difference in the sub-

dimensions of the scale, including the scores of the gender variable. Also, one-way
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analysis of variance (ANOVA) was used to observe whether the mean scores acquired
from the scale differed statistically significantly according to age, educational status,
year(s) of teaching experience, teaching level, and weekly teaching hours.

For the analysis of semi-structured interviews to be used in the qualitative phase
of the study, thematic analysis was utilized in an attempt to describe, interpret and
organize the data obtained from the interviews. Thematic analysis is regarded as an
independent qualitative descriptive analyzing technique which mainly defines as “a
method for identifying, analyzing and reporting patterns (themes) within data” (Braun &
Clarke, 2006, p. 79). The result of semi-structured interviews was coded thorough
thematic analysis. Using thematic analysis presents a possibility to determine precisely
the relationships between concepts and to connect these various notions and ideas of the
learners and compare those with the data that has been collected (Alhojailan, 2012). In
this regard, the findings were truly expressed and systematically examined, and these
descriptions were explained by identifying the content stated by the interviewees. In line
with these results, some conclusions were reached based on emerging themes and sub-
themes. In this research, the six-step framework described by Braun and Clark (2006)

was adopted. These steps were described in Table 6.

Table 6.

Phases of Thematic Analysis

Phase Description of the process

1. Familiarizing self with Transcribing data (if necessary), reading and re-reading the transcripts.
the data

2. Generating initial codes: Arranging and coding the data in a systematic way across the whole data set

3. Searching for themes: Assembling the codes into possible themes.

4. Reviewing themes: Validating the themes in relation to the codes and the whole data set and

organizing a thematic ‘map’ of the analysis.

5. Defining and namingAnalyzing the core of each theme and explaining the prime aims of them by
themes: defining clear terms and names for each of them.

6. Producing the report: Creating a final remark for the analysis. Choosing interesting and important

examples and developing a scholarly report of the analysis.
Note. Adopted from Braun & Clark (2006, p. 87)

With the consent of the participants, the audio recordings of interviews were

employed not to miss any valuable research data. When all of the interview meetings
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were completed, the interview data were transcribed using the Dictation.io program, an
online platform for transcribing the audio material into written forms. Afterward, the six-
step framework of Braun and Clark (2006) disclosed above was followed. First, the
transcribed texts were extensively read in order to familiarize the data. Then, the coding
procedure was conducted by determining the most repeated utterances by the participants.
Finally, the coded data were analyzed to decide themes and sub-themes regarding the
similarities and differences between the participants’ words, sentences, expressions, and
phrases. As for the results, the results of the qualitative data were presented in tables and

discussed in detail.

3.7. Reliability and Validity

Quantitative data was gathered through an online Likert-scale questionnaire
developed by using Google Forms digital platform to create surveys. The adapted and
designed questionnaire consisted of four main sections in consideration of the research
questions. The first part of the questionnaire aims to identify the demographic information
of the participants. In the second section, the digital literacy of EFL teachers of MONE
was aimed to be recognized with ten questions. The purpose of the third section was to
describe the experiences of EFL teachers of MoNE and the challenges they had
encountered through the COVID-19 outbreak. With this aim, twenty-two questions were
administrated. Finally, fifteen questions were adapted in the last section to discover the
efficacy of the EBA/EIN platform. After an elaborated literature review, the questionnaire
was designed, and 48 questions were adapted in the final version.

For this reason, the researcher followed several steps in ensuring the reliability
and validity of the research. For the validity of the study, first, the items were submitted
to ensure content validity by consulting field experts in the area and then the construct
validity. Finally, the latest version of the questionnaire was submitted to ensure face
validity. It was checked the Cronbach Alpha value for each dimension and the whole
scale in the first place. Cronbach alpha values were computed as .86 for the first
dimension, .76 for the second dimension, .91 for the third dimension, and .79 for the

entire test, as shown in Table 7.
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Table 7.

Cronbach Alpha Value for the Each Dimension and the Entire Scale
Components Cronbach Alpha Value
First Dimension .86
Second Dimension .76
Third Dimension 91
The entire test a7

Content validity examines whether the questionnaire or scale sufficiently involves
the whole or the parts of the content (Balc1 & Ahi, 2015). In order to ensure content
validity, obtaining expert ideas on the content and controlling the format of the scale can
be regarded as among the best methods (Fraenkel, Wallen & Hyun, 2012). Through a
detailed literature review, the items were developed to represent the content. When the
final version was created, these items were introduced to the experts in English teaching
and statistics. After their examinations, opinions, and suggestions, some items in the scale
that were regarded as inappropriate, complicated, and out of scope were eliminated and
reorganized. Also, an expert opinion was obtained to determine whether the items in the
scale are relevant to the research subject for face validity. Construct validity was
confirmed through exploratory factor analysis. As a result of factor analysis, some items
were also removed from the scale, and the ultimate reliability of the scale was calculated.
Eventually, a 48-item scale was developed. Also, in the study’s qualitative phase analysis,
internal validity is referred to as credibility and external validity to transferability.
According to McKay (2006), the credibility or internal validity of the research can be
achieved with a careful recording and analyzing process for all of the data obtained and
representing it in a fair and unbiased manner. Also, member checking or consulting topics
in the study to reckon the researcher’s interpretation of the data (McKay, 2006).
Therefore, the researcher provided the internal and external validity by ensuring these

suggested points by asking a colleague to check the emerged themes and codes.

3.8. Chapter Summary

This chapter presented the methodology adopted, data collection tools employed,
and data collection and analysis procedures comprehensively. In Figure 13, a summary

of the chapter is given.
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Explanatory Sequential Mixed-method Research Design

L

Setting

Kahramanmaras, State schools of MoNE

L

Participants

Quantitative Phase of the Study - 121 EFL teachers
of MoNE

Qualitative Phase of the Study — 12 EFL teachers

of MoNE

L

Data Collection

Online Likert-scale questionnaires developed

through Google Forms

Semi-structured interviews conducted via digital

platforms

U

Validity and Reliability

Opinions of Field Experts Factor Analysis

Cronbach’s Alpha

Member-checking

U

Data Analysis

Descriptive Statistics Independent Samples T-tests

One-way ANOVA

Figure 13. Summary of the Methodology
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CHAPTER IV

FINDINGS

4.1. Introduction

The primary purpose of this chapter is to present the findings from the quantitative
and qualitative data gathered through an online questionnaire and semi-structured
interview in figures and tables. Firstly, the questionnaire findings are elucidated based on
the variables analyzed through SPSS 25.0 and Microsoft Excel. Then the findings of semi-
structured interviews are examined regarding emerging themes and codes, which were
determined through thematic analysis. Finally, the interviews were transcribed with the
Dictation.io program, a free digital software tool to transform audio files into written

documents.

4.2. The Analysis and Findings of the Questionnaire

Quantitative data was gathered through an online Likert-scale questionnaire
which was developed by using Google Forms digital platform. The adapted and designed
questionnaire consisted of four main dimensions in consideration to the research
questions. The first dimension of the questionnaire aims to identify the demographic
information of the participants. In the second dimension, the digital literacy of EFL
teachers of MoNE was aimed to be recognized with ten questions. The purpose of the
third dimension was to describe the experiences of EFL teachers of MoNE and the
challenges they had encountered through the COVID-19 outbreak while teaching online.
With this aim, twenty-two questions were administrated. Finally, fifteen questions were
adapted in the last dimension to discover the EBA/EIN platform efficacy. After a detailed
literature review, the questionnaire was designed 48 questions were adapted in the final
version after conducting a pilot study and obtaining the opinions of statistical and
language experts. For this reason, firstly, the Cronbach alpha value and the factor analysis
of the questionnaire were determined both for each dimension and the entire test to ensure
reliability and the validity of the questionnaire.

The questionnaire was analyzed based on different variables. The result of
exploratory factor analysis, the results of independent t-tests, and one-way analysis of
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variance (ANOVA) tests used to analyze the quantitative data will be presented in the
following parts.

4.2.1. Exploratory Factor Analysis

The purpose of this study is to explore the digital literacy of EFL teachers and
their experiences and perceptions of using the EBA/EIN platform during the COVID-19
outbreak. Therefore, the researcher developed a Likert-scale questionnaire because of the
limited literature on the unprecedented pandemic disease and its effects on life. Therefore,
an exploratory factor analysis (EFA) technique was considered suitable to implement for
this study. An exploratory factor analysis technique is regarded as appropriate when items
with weak factor loadings on a factor that intensively affects other items considered to
measure the same thing are probably deprived measures of the intended construct
(Fabrigar & Wegener, 2011). The broad purpose of factor analysis is to sum up the data
so that paradigms and associations can be readily elucidated and understood, and hence,
it facilitates the identification of constructs and concepts (Yong & Pearce, 2013, p. 79).
Also, when the implementation of EFA is determined, the factor analysis model is needed
to be decided as well. For this study, the common factor model, which is a framework for
comprehending or presenting the structure of correlations among observed scores on a set
of measures, is preferred (Fabrigar & Wegener, 2011; Thurstone, 1947).

Forty-eight items of the scale designed for EFL teachers’ experiences during the
COVID-19 outbreak were subjected to the analysis of the common factor model using
SPSS 25.0. “Common factor model is formally defined as an unobservable construct that
exerts linear influences on more than one measured variable in a battery. It is referred to
as common because it is common to more than one measured variable.” (Fabrigar &
Wegener, 2011, p. 6). A graphical representation of the common factor model, for
example involving two orthogonal common factors and six measured variables, is given

in Figure 13 on the next page.
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Figure 13. Graphical representation of the common factor model for an example
involving two orthogonal common factors and six measured variables
Note. Adapted from Fabrigar & Wegener (2011, p.6)

Prior to conducting the factor analysis, the suitability of the data for factor analysis
was evaluated with Kaiser Meyer Olkin’s (KMOQO) sampling adequacy value and the
significance value of Bartlett’s test of sphericity. When the KMO value is more
significant than .50, it refers that each variable in the scale can presume other variables
(Field, 2013). In Table 8, the Kaiser-Meyer-Olkin value was .70, which exceeded the
suggested .50 value, and the Barlett Test reached statistical significance (p = .000) that
less than 0.05 values of the significance level indicate that factor analysis is helpful for
the data is displayed.

Table 8.
KMO and Barlett’s Test Value

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. ,708

Bartlett’s Test of Sphericity ~ Approx. Chi-Square 3209,376
df 1081
Sig. ,000

Also, the eigenvalues and variances of the factors acquired as a result of EFA are

given in Table 9 on the next page.
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Table 9.
Eigenvalues, Percentages of Variance, and Cumulative Percentages for Factors of the
Factors

Factors Factor Eigenvalue Percentage of Variance Cumulative %

(%)

F1 4,31 43,70 43,70

F2 8,91 30,63 74,34

F3 2,77 25,65 85,60

When Table 9 is identified, it is noted that the scale consisting of three dimensions
explains the eigenvalue of the factors in the first column as Kaiser states that eigenvalues
for each factor extracted need to be higher than one (1960). In the second column, the
percentage of variance (%) can be seen as indicating the variance explained by each
factor. Finally, in the last column, cumulative % indicates the percentages of the total
variance explained by the factors that need to be greater than 60% (Hair et al., 1998). In
this respect, the total variance was found as 85,6%, and the contribution of the factors to
the total variance was 30.6% and 25.6%, respectively. Figure 14 revealed a scree test for
the dimensions. The interpretation of the components determined varimax rotation. As a
result of the rotation, items loaded with a close value difference, which is less than .1 and

loaded in multiple factors, were tested.

Scree Plot

Eigenvalue

13 5 T 9 1113 15 17 19 21 23 25 27 29 31 33 35 37 39 41 43 45 47

Component Number

Figure 14
Scree Test for the Dimensions

Moreover, the distribution of factor loadings of the scale is given in Table 10.



Table 10.
Item Factor Loads After Rotation and Scale Items of the Dimensions

Dimension Item Number 15t Dimension 2nd Dimension 3" Dimension
Digital literacy of
EFL teachers dt4 758
dt8 ,751
dt10 ,748
dtl 711
dt7 ,704
dt9 ,684
dt3 ,671
dt6 ,641
dts ,579
dt2 577
Experiences of EFL
teachers during the cv22 ,636
COVID-19 outbreak
cv7 ,635
cv9 ,616
cv10 ,613
cva ,603
cv2l ,591
cv16 ,537
cv20 ,515
cv19 ,486
cv8 AT7
cvil 457
cvl13 ,501
cvld 435
cv12 428
cvh 421
cvl7 ,409
cv2 ,406
cv3 ,401
cv6 ,298
cvl8 ,286
cvl 278
cvl5 ,262
Perceptions of
EBA/EIN Platform eb4 833
eb9 ,802
eb5 794
ebl11 781
eb3 ,780
eb15 778
eb10 , 754
eb14 ,733
eb16 ;731
eb13 723
eb2 ,709
eb6 ,669
eb12 ,460
ebl ,542
eb8 ,333

eb7 ,313




75

As it is examined in Table 10 the factor loadings of the items in the first dimension
vary between .57 and .75, and the factor loadings of the second dimension items vary
between .26 and .63. The items that are in the third dimension range from .31 to .83.
Alpha internal consistency coefficients of each dimension were calculated to test the
reliability of the scale. Consequently, the alpha internal consistency coefficients were
found for the first, second, and third dimensions are .86, .76, and .91. These findings refer

that the questionnaire scale is reliable.

4.2.2. Descriptive Statistics for the Questionnaire

The current study aims to gain insights into the experiences of EFL teachers
throughout the COVID-19 process and to present the strengths and weaknesses of the
process in terms of teaching English online, the usage level of digital tools, and to explore
and evaluate the efficiency of the urgency policies developed by MoNE and the EBA/EIN
platform. Through exploratory factor analysis, teachers’ perceptions were identified.
Additionally, descriptive statistics of the dimensions to be included in the questionnaire
were explained in detail, and the frequencies, percentages, item means, and standard

deviations of the teachers’ responses for each dimension are presented.

4.2.2.1. Descriptive Statistics of the First Dimension: Digital Literacy of EFL

Teachers

The main goal of the first dimension is to examine the digital literacy of EFL
teachers of MoNE who work in Kahramanmaras at different levels regarding the first
research question. The research question explores how efficiently EFL teachers use
digital tools, their perceptions of online English teaching, how competently they develop
teaching materials by using digital platforms, and how comfortable they are with adapting
technological tools to their language classes in online teaching. The descriptive statistics

of the first dimension are given in Table 11.



Table 11.

Descriptive Statistics for Items in Digital Literacy Dimension (N=121)

76

288 s =)
s § = & 58
ITEMS 5 8 0 Z 5% & & Total M SD
1. Ifeel competentinusing 3 4 18 43 53 121 4,14 ,96
digital technologies for
teaching.
25% 33% 149% 355% 43,8% 100%
2. | collaborate with my 4 11 36 30 40 121 3,75 1,11
colleagues to design
technology-enhanced
language teaching 3,3% 9,1% 29,8% 24,8% 33,1% 100%
activities.
3. I am interested in O 4 19 31 67 121 4,30 ,86
learning and reading
more about technology-
enhanced language 0% 3,3% 15,7% 25,6% 554% 100%
teaching.
4. | feel competent about 2 1 16 40 62 121 4,31 ,85
the use of technology to
increase learners’
motivation and 1,7% 0,8% 132% 33,1% 51,2% 100%
enthusiasm.
5. | prefer to receive 4 4 15 35 63 121 4,23 1,01
training and support for
the use of technology in
my lessons. 33% 33% 124% 289% 52,1% 100%
6. |took related coursesto 18 11 16 36 40 121 3,50 1,41
technology-enhanced
language teaching.
149% 9,1% 132% 298% 33,1% 100%
7. | feel competentinusing 2 4 21 29 65 121 4,24 ,96
digital technologies for
fun.
1,7% 33% 174% 24,0% 53,7% 100%
8. | feel competent in O 3 14 49 55 121 4,28 76
choosing  appropriate
digital tools to support
teaching. 0% 25% 11,6% 405% 455% 100%
9. | feel competent about 2 12 30 39 38 121 3,81 1,04
designing  innovative
teaching materials with
digital technologies. 1,7% 99% 248% 32,2% 31,4% 100%
10. | can adapt the use of O 6 21 45 49 121 4,13 87
technologies to different
teaching activities.
0% 50% 174% 37,2% 40,5% 100%
4.07
Average

mean
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There were ten items in this section of the questionnaire to identify the
relationship of EFL teachers with technology usage and online teaching. The alpha
coefficient of items is .86, which is a “Good” value (George & Mallery, 2002, p.231).
As seen in Table 11, the mean values of the items ranged between 3.50 and 4.31, which
the maximum mean was found 4.31 for the first dimension, whereas the minimum mean
was found as 3.50. The item with the minimum mean value was that “I took related
courses to technology-enhanced language teaching.” (M=3.50, SD=1.41). This can be
inferred as EFL teachers who participated in the study were not trained for technology-
enhanced language teaching. The item with the maximum mean value was that “I feel
competent about the use of technology to increase learners’ motivation and enthusiasm.”
(M=4.31, SD=.85). It is perceived from this item that most teachers feel competent about
the use of technology to increase learners’ motivation and enthusiasm. However, the
average mean was 4.07. Therefore, it can be inferred as most of the respondents “Agreed”
on the skills stated in items.

4.2.2.2. Descriptive Statistics of the Second Dimension: Experiences in Online
Teaching Practices during the COVID-19 Outbreak

The purpose of the items in the second dimension is to provide insights into the
experiences and practices of EFL teachers during the COVID-19 outbreak. This section
mainly focuses on the research question that strives to identify the burdens and
advantages of distance online teaching, especially during such a sudden and forced
teaching process. It aims to explore what the EFL teachers’ experiences while teaching
online are, how they overcome challenges, how assessment and feedback are taken place
in online teaching, how efficient online teaching is for teaching skills, and the overall
perceptions of this sudden shift in teaching are. The descriptive statistics of the second

dimension are given in Table 12,
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Table 12.
Descriptive Statistics for Items in Experiences and Practices during the COVID-19
Outbreak Dimension (N=121)

ITEMS > g8 3 = =
255 £ 2 2 g
£ 8 2 2 = £ 5 Total M SD
n T 0O 4 < n <

1. The transition/shift to 5 6 25 37 48 121 3,96 1,08
?;r::ge learning was 10,4 54 507 306 397  100%

2. The education SyStem was 4 6 26 34 51 121 4.00 1.06
not prepared enough for ' '
online education 3 3 5,0 215 281 421 100%
practices.

3. The infrastructure 2 5 29 36 49 121 4,03 0,98

required  for  online
learning was not ready. 1,7 41 24,0 29,8 40,5 100%

4. 1 had a lack of experience 18 26 35 25 17 121 2,97 1,26
in preparing e-learning 0
content. 14,9 21,5 28,9 20,7 14,0 100%

5. | had internet connection E> 2 22 & 23 121 2,84 1,48
problems. 27,3 17,4 18,2 18,2 19,0 100%

6. Students had internet 1 1 go ) g oA 4,52 0,81
connection problems. 0,8 0,8 13,2 15,7 69,4 100%

7. I could not adapt to online 41 pr 22 12 S 121 2,16 1,12
teaching practices. 33,9 33,9 18,2 9,9 4,1 100%

8. | am nqt experl_enced in 38 35 27 17 4 121
using information and 2,28 1,15
communication 31,4 28,9 22,3 14,0 3,3 100%
technologies.

9. Reliable assessment could 7 11 33 26 44 121 373 120
notbe madeinthe online 5o g4 573 215 364 100% !
education environment.

10. 1 felt a lack of knowledge
on evaluating the learners’ 9 13 41 37 21 121 339 11
knowledge and skills in—7 = 157 339 306 174  100% '
the online education
environment.

11. Providing  constructive
feedback to my students 19 29 87 25 1 121 2.83 1,19
was easier in online 15,7 24,0 30,6 20,7 9,1 100%
lessons.

12. On'llpe e_ducatlop is pot 8 19 31 31 32 121
efficient in teaching skills 3,49 1,22
such as listening, reading, 6,6, 15,7 25,6 25,6 26,4 100%
writing, or speaking.

13. In online education, it is
difficult to teach 5 12 25 30 49 121 387 117
according o the . g9 507 248 405  100% !
individual interests and
abilities of the students.

14. It was challenging to 4 7 24 47 39 121 390 Lo
notice common students 33 5.8 198 388 32.2 100% ' '

understandings and
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misconceptions in online

lessons.

15. The duration of the course 20 31 24 20 26 121 300 139
in online education was 165 256 198 155 215 100% ' '
too short.

16. Stuglent mopvatllon in 5 9 o5 18 64 121
online education is lower 4,04 1,18
compared to face-to-face 4,1 7,4 20,7 14,9 52,9 100%
classes.

17. The school administrators
showed positive attitudes 4 9 33 36 39 121
and behaviors towards 3,80 1,07

0,
teachers during the online 3.3 4 273 298 32,2 100%

teaching process.

18. The time schedule of the 14 18 26 31 32 121 340 133
online sessions (teaching 1, 5 149 215 256 264  100% !
hours) was not suitable.

19. The number of the online 14 12 40 29 26 121 3,33 1,2
sessions was too many. 11,6 9,9 33,1 24,0 21,5 100%

20. | didn’t have a suitable 45 30 18 17 11 121 233 134
environment at home for 5,5 548 149 140 91 100% !
the online teaching.

21. Online lectures created 12 9 L 33 51 el 3,84 1,31
extra stress on teachers. 9,9 7,4 13,2 27,3 42,1 100%

22. | felt insecure and had 31 27 26 20 17 121
some security problems 2,71 138

. . . 256 223 215 165 140 100%
while teaching online.
Average
mean

3,38

There were 22 items in this section of the questionnaire to identify the experiences
and practices of EFL teachers during the COVID-19 pandemic. The alpha coefficient of
items is .76, which is a “Good and Acceptable” value (George & Mallery, 2002, p.231).
As seen in Table 12, the mean values of the items ranged between 2.16 and 4.52, which
the maximum mean was found 4.52 for the second dimension, whereas the minimum
mean was found as 2.16. The item with the minimum mean value was that “I could not
adapt to online teaching practices.” (M=2.16, SD=1.12). This can be inferred as EFL
teachers who participated in the study could not adapt to the online teaching practices,
which were sudden. The item with the maximum mean value was that “Students had
internet connection problems.” (M=4.52, SD=.81). It is perceived from this item that most
of the teachers agreed upon students’ existing internet connection-related problems.
However, the average mean was 3.38. Therefore, it can be inferred as most of the

respondents “Agreed” on the skills stated in items.
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4.2.2.3. Descriptive Statistics of the Second Dimension: Evaluation of the EBA/EIN

Platform

The main goal of the items in the third dimension is to discover the practices of
EFL teachers on the EBA/EIN platform, which is the national infrastructure of MoNE.
This dimension primarily concentrates on the usage of the EIN for language teaching,
how competently, friendly and helpful the platform was in terms of the efficiency of
online language classes, developing and finding teaching materials, reaching and giving
feedback to students. The descriptive statistics of the second dimension are given in Table
13.



Table 13. Descriptive Statistics for Items in the Evaluation
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of the EBA/EIN Platform

(N=121)
28 &8 = =

ITEMS s oz < » < Total M SD

1. TheEBAplatformiseasytouse 5 3 22 29 62 121 4,15 1,07
for teachers. 4,1 2,5 18,2 24,0 51,2 100%

2. The EBA platform is a good 5 11 39 30 36 121 3,66 1,12
component of teaching. 4,1 91 322 248 29,8 100%

3. The EBA platform helps me to 12 18 35 26 30 121 3,36 1,27
gain time for online classes. 9,9 149 289 215 24,8 100%

4. The EBA platform increased 15 26 27 30 23 121 3,16 1,30
teacher-student interaction. 124 215 223 248 19,0 100%

5. The EBA platform helped meto 24 30 32 19 16 121 2,77 1,30
increase student-student 19,8 24,8 26,4 157 13,2 100%
interaction.

6. The EBA platform provided 25 29 32 20 15 121 2,76 1,29
facilities for pair and group 20,7 240 264 165 12,4 100%
work in online classes.

7. The EBA platform requires 7 9 24 47 34 121 3,76 1,11
practical knowledge to use it. 5,8 74 198 38,8 28,1 100%

8. I participated in online seminars 20 21 15 35 30 121 3,23 1,43
and training to use the EBA 1655 174 124 289 24,8 100%
platform.

9. The EBA platform made me a 19 26 35 23 18 121 2,95 1,28
more effective teacher. 15,7 215 289 19,0 14,9 100%

10. 1 could find various materials in 15 15 37 35 19 121 3,23 1,22
the EBA platform. 124 124 30,6 289 15,7 100%

11. The EBA platform offers 19 20 26 40 16 121 3,11 1,28
interactive educational content 15,7 16,5 215 331 13,2 100%
for learners (games, activities,
etc.).

12. | have concerns to utilize the 17 9 39 42 14 121 3,22 1,18
EBA platform appropriately. 140 74 322 347 11,6 100%

13. The EBA platform provided me 17 12 40 39 13 121 3,15 1,18
electronic support when | got 14,0 99 331 322 10,7 100%
confused.

14. The EBA platform contributes 10 12 35 44 20 121 3,42 1,13
to the development and quality 8,3 9,9 28,9 364 16,5 100%
of education.

15. The EBA platform also consists 18 26 23 35 19 121 3,09 1,31
of numerous sources for 14,9 215 19,0 289 15,7
learners in the development of 100%
language  skills  (reading,
listening, speaking, writing).

16. | suggest maintaining the usage 9 21 20 35 36 121 3,56 1,28
of the EBA platform after the 7,4 174 165 289 29,8 100%
outbreak.

Average
mean

3.29
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There were 16 items in this section of the questionnaire to identify the experiences
and practices of EFL teachers on the EBA/EIN platform and the usefulness of the
infrastructure, especially during the COVID-19 pandemic. The alpha coefficient of items
is .91, which is an “Excellent” value (George & Mallery, 2002, p.231).

As seen in Table 13, the mean values of the items ranged between 2.76 and 4.15,
that the maximum mean was found 4.15 for the second dimension, whereas the minimum
mean was found as 2.76. The item with the minimum mean value was that “The EBA
platform provided facilities for pair and group work in online classes.” (M=2.76,
SD=1.29). This can be inferred as EFL teachers who participated in the study thought that
the EBA platform did not mostly provide pair and group work facilities in online classes.
The item with the maximum mean value was that “The EBA platform is easy to use for
teachers.” (M=4.15, SD=1.07). It is perceived from this item that most of the teachers
agreed upon that the platform was easy to use. However, the average mean was 3.29.
Therefore, it can be inferred as most of the respondents “Agreed” on the skills stated in

items.

4.2.3. Independent Samples T-Tests Results According to Gender

The independent samples t-tests’ findings were conducted to examine whether the
scores attained from the sub-dimensions of the scale diverge considerably according to

the gender variable are presented in Table 14.

Table 14.
T-Test Results According to Gender

Gender N X S
Factor 1 Male 33 3,9545 0,84450
Female 88 4,1318 0,59103
Factor 2 Male 33 3,3981 0,50718
Female 88 3,3843 0,49062
Factor 3 Male 33 3,3010 0,71066
Female 88 3,2667 0,87450

As shown in Table 14, the mean scores from Factor 1, which represents the digital
literacy of EFL teachers entitled as the first dimension in the questionnaire, diverge

considerably according to gender. The mean scores of the female teachers (X=4,13) are
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higher than male teachers (X= 3,95). Depending on these findings, gender has a
meaningful and significant effect on teachers’ digital literacy skills.

However, the mean scores from Factor 2, which represents the experiences and
practices of EFL teachers during the COVID-19 outbreak entitled as the second
dimension in the questionnaire, do not differ substantially accordingly gender, as seen in
Table 14. The mean scores of male and female teachers are reasonably close to each other
with a bit different. Accordingly, there was no significant difference in terms of their
experiences and practices during the COVID-19 outbreak.

Also, the mean scores from Factor 3, which represents usage and efficacy of
EBAJ/EIN platform entitled as the third dimension in the questionnaire, are not
significantly different from each other according to gender. The mean scores of male and
female teachers are relatively close to each other with a bit difference. Based on these

findings, gender does not significantly affect the usage of the EBA platform.

4.2.4. One-Way Analysis of Variance Results According to Age

The results of one-way analysis of variance was conducted to examine whether
the scores attained from the sub-dimensions of the scale diverge considerably according

to the age variable presented in Table 15.
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Table 15.
One-Way Analysis of Variance Results According to Age
Ag N M S Source of Sum of sd Meanof F P
e Variation squares squares
1 34 42647 0,49106 Between 4,177 5 0,835 1,930 0,095
Groups
Factorl 2 25 42320 0,71340 Within 49,790 115 0,433
Groups
3 18 37944 0,75652 Total 53,967 120
4 27 38926 0,74520
5 10 41300 0,54985
6 7 40857 0,67436
1 34 33369 045949 Between 1,275 5 0,255 1,051 0,391
Groups
Factor2 2 25 13,4218 0,41897  Within 27,903 115 0,243
Groups
3 18 34747 053742 Total 29,178 120
4 27 34933 0,53303
5 10 31864 0,50546
6 7 31753 0,59522
1 34 311784 0,74648 Between 2,652 5 0,530 0,762 0,579
Groups
Factor3 2 25 13,3440 0,82948  Within 80,071 115 0,696
Groups
3 18 32259 0,77211 Total 82,723 120
4 27 31654 0,89048
5 10 35533 1,10980
6 7 36667 0,74536

1: 21-25 years old, 2: 26-30 years old, 3: 31-35 years old, 4: 36-40 years old, 5: 41-45 years old, 6: 41

and older

As it is seen in Table 15, there is found no significant difference in the first

dimension of the scale in terms of age group (F (5, 115) =1.930, p>,05). Thus, substantially,

the age groups of the participant EFL teachers do not display a statistically significant

difference in the total scores they unveiled in the dimension of digital literacy of teachers.

In addition, there is no significant difference in the mean scores of the second

dimension of the scale in terms of age group (F (s, 115 =.255, p>,05). These findings

suggest that the age groups of the participant EFL teachers do not perform a statistically
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significant difference in the total scores they unveiled in the dimension of the practices
and experiences of online teaching during the COVID-19 outbreak.

Table 15 also indicates that there is no significant difference in the mean scores
of the third dimension of the scale in terms of age group (F ¢, 115) =.762, p>,05). Again,
this refers that the age groups of the participant EFL teachers do not reveal a statistically
significant difference in the total scores they unveiled in the dimension of the efficacy

and the usage of the EBA platform.

4.2.4. One-Way Analysis of Variance Results According to Teaching Level

The results of one-way analysis of variance was conducted to examine whether
the scores attained from the sub-dimensions of the scale diverge considerably according

to the teaching level variable is presented in Table 16.

Table 16.
One-Way Analysis of Variance Results According to Teaching Level
Teaching N M S Sourceof Sumof sd Mean F P
Level Variation squares of
squares
1 12 42167 0,63365 Between 0,389 2 0195 0,429 0,652
Groups
Factor1 2 41 41171 0,70601 Within 53578 118 0,454
Groups
3 68 4,0397 0,66042 Total 53,967 120
1 12 34659 0,46723 Between 0,121 2 0,060 0,245 0,783
Groups
Factor2 2 41 33548 0,50761 Within 29,057 118 0,246
Groups
3 68 3,3944 0,49398 Total 29,178 120
1 12 3,4722 0,78648 Between 3,944 2 1972 2,954 0,056
Groups
Factor3 2 41 3,4829 0,84915 Within 78779 118 0,668
Groups
3 68 3,1167 0,80235 Total 82,723 120

1: Primary School, 2: Secondary School, 3: High-School

It is concluded in Table 16; there is found no significant difference in the first

dimension of the scale in terms of teaching (grade) level (F 2, 118) =.429, p>,05). Thus,
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substantially, the teaching levels of the participant EFL teachers do not display a
statistically significant difference in the total scores they unveiled in the dimension of
digital literacy of teachers.

Additionally, there is no significant difference in the mean scores of the second
dimension of the scale in terms of age group (F ¢, 115) =.245, p>,05). These findings
suggest that the teaching levels of the participant EFL teachers do not perform a
statistically significant difference in the total scores they unveiled in the dimension of the
practices and experiences of online teaching during the COVID-19 outbreak.

Table 16. also indicates that there is no significant difference in the mean scores
of the third dimension in terms of teaching level (F ¢, 115 =.762, p>,05). This refers that
the teaching levels of the participant EFL teachers do not reveal a statistically significant
difference in the total scores they unveiled in the dimension of the efficacy and the usage
of the EBA platform.

4.2.5. One-Way Analysis of Variance Results According to Years of Teaching

Experience

The results of one-way analysis of variance was conducted to examine whether
the scores attained from the sub-dimensions of the scale diverge considerably according

to the years of experience variable presented in Table 17.
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Table 17.
One-Way Analysis of Variance Results According to Teaching Experience
N M S Source of Sum of sd Meanof F p
g,é Variation squares squares
a
c =
o Q
g &
— W
1 58 14,2328 0,58621 Between 3,028 4 0,757 1,724 0,14
Groups 9
Factorl 2 19 13,8526 0,81607  Within 50,939 116 0,439
Groups
3 21 39714 0,67686 Total 53,967 120
4 13 3,9000 0,78209
5 10 14,1300 0,56382
1 58 3,3574 0,47639 Between 1,223 4 0,306 1,268 0,28
Groups 6
Factor2 2 19 13,5048 0,52963  Within 27,955 116 0,241
Groups
3 21 35281 057863 Total 29,178 120
4 13 32448 0,40594
5 10 13,2364 0,37957
1 58 13,2770 0,78721 Between 1,561 4 0,39 0,558 0,69
Groups 4
Factor3 2 19 13,2737 0,67253  Within 81,162 116 0,700
Groups
3 21 13,1524 1,04863 Total 82,723 120

4 13 3,2103 0,98652

5 10 3,6200 0,66892

1: 1-5 year(s), 2: 6-10 years, 3: 11-15 years, 4: 16-20 years, 5: 21 years, and more

Table 17 indicates that there is found no significant difference in the first
dimension of the scale in terms of years of teaching experience (F (4, 116) =1.724, p>,05).
Thus, substantially, the participant EFL teachers’ years of teaching experience do not
display a statistically significant difference in the total scores they unveiled in the
dimension of digital literacy of teachers.

Furthermore, there is no significant difference in the mean scores of the second
dimension of the scale in terms of the years of teaching experience (F @, 116y =1.268,

p>,05). These findings suggest that the participant EFL teachers’ years of teaching



88

experience do not perform a statistically significant difference in the total scores they
unveiled in the dimension of the practices and experiences of online teaching during the
COVID-19 outbreak.

Table 17 also indicates that there is no significant difference in the mean scores
of the third dimension in terms of the years of teaching experience (F (, 116) =.558, p>,05).
Again, this refers that the years of teaching experience of the participant EFL teachers do
not reveal a statistically significant difference in the total scores they unveiled in the

dimension of the efficacy and the usage of the EBA platform.

4.2.6. One-Way Analysis of Variance Results According to Weekly Teaching Hours

The results of one-way analysis of variance were conducted to examine whether
the scores attained from the sub-dimensions of the scale diverge considerably according

to the weekly teaching hours variable are presented in Table 18.



89

Table 18.
One-Way Analysis of Variance Results According to Weekly Teaching Hours
2 N M S 4 3 sd " F p
8 5 g
K . 2 g
> o S ‘*Z—: G
% 5 £ g = &
s 2 §S 3 s
1 5 4,3200 0,68337 Between 3,014 4 0,754 1,71 0,115
Groups 6 1
Factor 2 15 39333 0,77429 Within 50,953 116 0,439
1 Groups
3 39 39359 0,65473 Total 53,967 120
4 58  4,1638  0,65096
5 4 4,6250 0,28723
1 5 3,5909 0,70711 Between 0,368 4 0,092 037 082
Groups 0 9
Factor 2 15  3,3879 0,29800 Within 28,810 116 0,248
2 Groups
3 39 34103 045112 Total 29,178 120
4 58  3,3676 0,55874
5 4 3,2159  0,11364
1 5 2,9467 0,71709 Between 2,811 4 0,703 1,02 0,40
Groups 0 0
Factor 2 15 3,5156 0,81004 Within 79,912 116 0,689
3 Groups
3 39 3,1624 087777 Total 82,723 120
4 58  3,2862  0,80882
5 4 3,7500  0,83688

1: 15 hours, 2: 15-20 hours, 3: 20-25 hours, 4: 25-30 hours, 5: 30 hours, and more

Table 18 indicates that there is found no significant difference in the first

dimension of the scale in terms of weekly teaching hours (F 4, 116) =1.716, p>,05). Thus,

substantially, weekly teaching hours of the participant EFL teachers do not display a

statistically significant difference in the total scores they unveiled in the dimension of

digital literacy of teachers.

Moreover, there is no significant difference in the mean scores of the second

dimension of the scale in terms of weekly teaching hours (F @, 116) =.092, p>,05). These
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findings suggest that weekly teaching hours of the participant EFL teachers do not
perform a statistically significant difference in the total scores they unveiled in the
dimension of the practices and experiences of online teaching during the COVID-19
outbreak.

Table 18 also indicates that there is no significant difference in the mean scores
of the third dimension in terms of weekly teaching hours (F @, 116) =.703, p>,05). Again,
this refers that weekly teaching hours of the participant EFL teachers do not reveal a
statistically significant difference in the total scores they unveiled in the dimension of the

efficacy and the usage of the EBA platform.

4.2.7. One-Way Analysis of Variance Results According to Educational Status

The results of one-way analysis of variance were conducted to examine whether
the scores attained from the sub-dimensions of the scale diverge considerably according

to the educational status variable are presented in Table 19.
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One-Way Analysis of Variance Results According to Educational Status
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Educational N M S Sourceof Sum of sd Mean F p
Status Variatio  square of
n S square
S
1 111  4,0640 0,67847 Between 0,667 2 0,334 0,739 0,480
Groups
2 8 4,3625 0,61630  Within 53,300 118 0,452
b Groups
o
3]
@
LL
3 2 4,0500 0,07071 Total 53,967 120
1 111 3,3997 0,48440 Between 1,014 2 0,507 2,125 0,124
Groups
2 8 3,4034 0,57518  Within 28,163 118 0,239
N Groups
o
3]
@
LL
3 2 2,6818 0,19285 Total 29,178 120
1 111  3,2396 0,80184 Between 1,893 2 0,946 1,382 0,255
Groups
2 8 3,7333  1,17541  Within 80,830 118 0,685
N Groups
o
3]
@
LL
3 2 3,4667 0,65997 Total 82,723 120

1: Bachelor’s degree, 2: Master degree, 3:

Doctoral Degree

It is concluded in Table 19, there is found no significant difference in the first

dimension of the scale in terms of educational status (F (2, 118) =.739, p>,05). Thus,

substantially, the educational status of the participant EFL teachers does not display a

statistically significant difference in the total scores they unveiled in the dimension of

digital literacy of teachers.

Also, there is no significant difference in the mean scores of the second dimension

of the scale in terms of educational status (F (s, 115) =.125, p>,05). These findings suggest

that the educational status of the participant EFL teachers does not perform a statistically

significant difference in the total scores they unveiled in the dimension of the practices

and experiences of online teaching during the COVID-19 outbreak.
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Table 19 also indicates that there is no significant difference in the mean scores
of the third dimension in terms of educational status (F (s, 115) =1.382, p>,05). This means
that the educational status of the participant EFL teachers does not reveal a statistically
significant difference in the total scores they unveiled in the dimension of the efficacy

and usage of the EBA platform.

4.2.8. Open-Ended Questions for Additional Comments of Teachers

In the online Likert-scale questionnaire, there was given a question at the end of
each domain in order to obtain further suggestions, comments, and experiences of the
participant EFL teachers. The comments, opinions, and experiences of teachers were
noted carefully, and prominent themes were determined. As a result, the teachers’
answers to the open-ended questions coincided with some of the items on the scale.
Twenty answers were received, and the common points were listed in line with the

dimensions in Table 20.

Table 20.

Answers of the Teachers to the Open-Ended Questions at the End of the Questionnaire

Perceptions of Teachers

Teachers need to be aware of a bunch of advantages of today’s tech-
savvy learners who were born into digitalization, and classrooms in
actual settings are needed to be enhanced with technology
integration in favor of existing demands of current educational

standards.

The forced usage of virtual classrooms and digital applications had

been highly beneficial for teachers.

The notion of using technology to teach English can be interpreted
Dimension 1 as complete support; however, using technology in real classrooms

such as smart boards, computers, projectors were more preferable.

Apart from the ability to use technology and innovative materials
for teaching efficiently, students’ device or internet-related

problems were also important.

Technological devices help teachers to make their students

motivated and enthusiastic about the lesson.

Technological tools are needed to motivate and support students to

create their materials to be self-autonomous learners.
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The number of online sessions and obligatory lessons should be

reregulated for online teaching considering the problems with

substructure.

One of the main problems is that students do not regularly attend

online classes. The point is that it hampers the continuation of the
Dimension 2 teaching curriculum and proceeding with the subjects or having

enough practice on them.

The sudden shift to online distance education was too quick, and

there were connection problems for teachers.

There is a need to renovate the techniques for the evaluation of

teaching.

The materials for teaching English on the EBA platform are not up-
to-date and innovative.

Dimension 3 It is time-consuming to access the platform and online lessons.
Students and teachers have lack of knowledge to use the platform

efficiently.

4.3. The Analysis and Findings of the Semi-Structured Interviews

The qualitative data was obtained from online semi-structured interviews
established through online applications such as Zoom and Google Meets because of the
ongoing COVID-19 pandemic. The semi-structured interviews were conducted with
twelve EFL teachers from different teaching levels, and the participants’ demographic
information is given in Table 21. The ten questions in the semi-structured interviews aim
to provide an in-depth exploration of challenges and opportunities from the participant
EFL teachers in line with the research questions. Also, it is targeted to draw an overall
conclusion for the perceptions on the feasibility of online teaching during the COVID-19
outbreak. Thematic analysis was employed to analyze the qualitative data. The
similarities in the shared practices of teachers helped to identify five themes. These

themes were revealed as;

e Attitudes to online teaching and adaptability,

e Differences between online teaching and face-to-face teaching,
e Evaluation and providing feedback in online education,

e Challenges and opportunities of the EBA platform,

e Preferences for the future.
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In addition, interrelated codes and subthemes were determined in relation to these
themes. Next, the emergent themes, sub-themes, and codes were discussed; also,
frequencies were used to show how many times the participants exclaim these codes.
Finally, alphanumeric characters were given to present participant numbers using

anonymous coding; for example, P1 represents participant number one.

Table 21.

Demographic Information of the Participants in the Interview
Participant Gender Age Teaching Level
P1 Female 26 Primary
P2 Male 26 Primary
P3 Female 36 Primary
P4 Female 29 Primary
P5 Female 26 Secondary
P6 Female 27 Secondary
P7 Male 28 Secondary
P8 Male 32 Secondary
P9 Female 33 High-school
P10 Male 28 High-school
P11 Female 25 High-school
P12 Female 38 High-school

4.3.1. EFL Teachers’ Attitudes to Online Teaching and Adaptability

This theme represents the experiences and practices of EFL teachers in online
teaching, how comfortable they feel about the adaptability of online teaching, especially
during a pandemic disease, and their familiarity with utilizing digital tools in distance
online teaching. In concern of frequent notions of the participant EFL teachers for this
theme, three sub-themes were generated as infrastructural deficits and challenges,
technical proficiency, training and guidance, and interrelated codes were created. Table
22 shows the sub-themes and codes for the attitudes to online teaching and adaptability.
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Table 22.
EFL Teachers’ Attitudes to Online Teaching and Adaptability
Sub-themes Codes f
Infrastructural deficits and Internet connection, 12
challenges Device-related connection problems, 12
Impacts of financial conditions of the families, 12
Social concerns, 11
A complex home and work balance, 10
Time-consuming lesson plans and schedules, 8
The lack of a collaborative and interactive teaching 7
environment,
The change in content delivery techniques, 7
Technical proficiency Time allocation for comprehending the software, 10
Challenges in uploading materials, 6
Adjustments in the new system, 4
Poor usage of the digital platform, 1
Training and guidance Lack of digital training and support, 8
Lack of pedagogical knowledge. 8

The transition to distance online teaching processes because of the COVID-19
disease was accompanied by many difficulties that were indicated as codes in Table 22.
As agreed by all the participants indicated by frequencies, due to the infrastructural
problems mostly, students had problems maintaining participation in online classes, so
that the subjects’ continuity was hampered by lack of attendance. The lack of
technological device to connect live-streamed lessons mainly because of having more
students-siblings at home with only one mobile phone, tablet or computer created extra
burden for the students with lower-income families who were having financial
difficulties. Also, the COVID-19 disease as a growing pandemic affected teachers’,
themselves, their families’ and friends’ state of health and many different causal
connections that this condition caused a complex balance in the distinction of home and
work-related problems. Teachers also indicated the social concerns of students who, for
example, had to work for income, were living in a small house with a crowded family or
had no private study area at home. Moreover, to deliver online teaching and meet

students’ needs, teachers stated that they were forced to change their teaching techniques
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and materials, which demanded extra time to develop online in the absence of an
interactive, communicative, and collaborative atmosphere in the teaching environment.

Nearly all the students in my classes had internet connection problems, and they

missed the online classes more than several times in a month. (P7)
1 had difficulties motivating students to attend the lesson... It was really hard to prepare
teaching materials, upload and share them to the EBA platform. | managed to allocate
time to my son. | spent most of my spare time on the screen apart from teaching sessions.
(P3)

Additionally, teaching online and adopting digital platforms’ usage necessitate
technical and pedagogical skills. Prior knowledge and familiarity of the software
programs made essential differences in preparation time for the teachers. In addition to
their technological skills, it was indicated that they did not train to use technological tools.
There was no clear guidance on how to monitor online sessions, especially at the
beginning of the COVID-19 pandemic. Initially, they became genuinely concerned and
felt lost. It was highlighted mainly by the participants that there was a need for in-service
training of teachers to use technological tools effectively and integrate them into their
classes.

| felt that I was incompetent as a 21st-century teacher. | was aware of my
responsibilities and did my best to motivate students; however, | just did not know how
to use materials in an online setting. My husband, who is an engineer, helped me a lot.
(P12)

It was great for my students and me that a friend of mine suggested to me some
free and interactive books. | mean, | learned so many different websites and useful
applications from my friends like Google Classroom, Nearpod. | was informed by
collogue friends since | am interested in educational technology, but I think we all need
to be trained for this in the universities since it is a must to use technology in our era.
(P4)

4.3.2. Differences between Online Teaching and Face-to-Face Teaching

This theme aims to provide opinions of EFL teachers upon mainly the differences
between online teaching, which has been developed so suddenly, and face-to-face and
traditional teaching. Basically, how EFL teachers responded to the changes which were

caused by the pandemic and how they interpreted the differences and similarities of online
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teaching, and face-to-face teaching were targeted to be revealed in this theme. In concern
of frequent notions of the participant EFL teachers for this theme, two sub-themes were
generated as strengths and weaknesses; and interrelated codes were created. Table 23
shows the sub-themes, codes, and frequencies for the differences between online teaching

and face-to-face teaching.

Table 23.
Differences Between Online Teaching and Face-To-Face Teaching
Sub-themes Codes f
Strengths of online education Being independent of time and place-flexibility, 12
Variety of teaching materials, 12
Increased learning opportunities, 9
Easily access digital documents, 9
Recorded lessons and accessibility of printed documents, 7
More self-disciplined students, 4
Weaknesses of online education Inefficacy, 12
Connection and disconnection problems, 12
The digital divide among students, 10
Inability to focus on a screen for long hours, 10
More motivated students in face-to-face teaching, 9
Privacy, 8
Lack of eye contact, gestures, and social interactions, 6

Restricted interpersonal relationships such as group activities 6
and games,

Sense of isolation. 5

It was investigated how EFL teachers responded to this process and identified the
differences between online teaching and face-to-face teaching with the challenges of
online education and adaptability of EFL teachers to teach online with the determined
codes indicated in Table 23. The participant EFL teachers were asked to compare their
experiences with online teaching and traditional teaching as considering the advantages
and disadvantages of the process. Mainly, all participants of the qualitative phase of the
study stated a clear distinction between online teaching and face-to-face teaching in terms
of flexibility, variety of used materials in the courses, and inefficacy of online teaching

according to face-to-face teaching and connection and disconnection problems of the
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students. They noted that online teaching was more flexible; because it was independent
of time and place. Teachers and students had the opportunity to be connected and engaged
in the online lessons anytime and anywhere. However, some of the participants
considered this opportunity a challenge since it hampers focusing and concentrating on
the lesson.

| think face-to-face teaching was more efficient because it contains social
relationships, and students were aware of being in an educational setting. They wore
school uniforms and were with their classmates in a classroom that made them more
concentrated on the lessons. Peer work somewhat affected them. (P5)

Teachers are now considered as human machines or robots by students. For
example, we met with my first-grade students online for the first time, and later, when
they saw me at school in real life, they felt surprised. (P1)

Additionally, most of the participant EFL teachers appreciated the online
education since it offered a variety of digital materials and learning opportunities to
practice English in virtually authentic contexts, whereas several participants reckoned
that online education was restricted for the students with different multiple intelligence.
They noted that sitting in front of a screen for long hours and staying online was a real
challenge for the students who were kinesthetic learners.

In this century, students who were generally called generation z born in
technology can actively use digital sources to learn English. YouTube and so many other
digital channels provide visuals and videos. However, this may not be an option for the
students who had kinesthetic, interpersonal, or naturalistic intelligence since they may
have concentration problems... (P11)

Furthermore, one of the strengths of online education is that it contains published
materials that can be printed anytime. Also, participant EFL teachers specified that remote
learning canalized students to be more self-disciplined and responsible for their learning.

| think students who attained lessons and follow them on digital channels became
more self-disciplined learners. Also, they have mastered adapting to online education.
(P10)

On the other hand, it is noted by the participant EFL teachers that student might
feel more isolated in online education because of the digital divide and inequalities among
them occurred during the COVID-19 disease. Teachers were also concerned about
restricted relationships among students, such as pair works, group activities, and games.

Furthermore, it is stated that when they share the coursebook or any content on the screen,
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they lost the eye-contact with the students. Also, it is suggested students turn off their
cameras during the lessons, and these factors restrained the social interactions. Finally,
some of the teachers felt uncomfortable in online education since there was no privacy of
teaching sessions when students’ cameras turned off that anybody at home could witness
the lessons.

Students generally live in small houses in the school area and have at least two
or three siblings who were also students at home. So they were generally in the same
room while joining the online lessons and when | asked a question to that kind of student

and s/he answered, we heard different voices as well. (P7)

4.3.3. Evaluation and Providing Feedback in Online Education

This theme purposes of discovering the practices of course evaluation during the
COVID-19 outbreak. It was aimed to figure out whether participant EFL teachers were
satisfied with the assessment techniques, how often formative assessment took place for
the evaluation, and how they provide feedback to students. In concern of frequent notions
of the participant EFL teachers for this theme, two sub-themes were generated as
assessment and feedback; and interrelated codes were created. Table 24 shows the sub-
themes, codes, and frequencies for course evaluation, assessment techniques, and

corrective feedback.

Table 24.

Evaluation and Providing Feedback in online education

Sub-themes Codes f

Assessment Dissatisfaction in evaluation 12
Reliability of the assessment 10
Summative assessment techniques 9
Formative assessment techniques 8
Usage of digital platforms for evaluation 6
Interactive activities 5
Regular and continuous assessment 5

Feedback Lack of timely given corrective feedback 10

Time limitation for individual feedback 7
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Participant EFL teachers generally referred that course evaluation in distance
online education was insufficient in terms of doubts about behaviors behind the screen,
unfamiliarity with online assessment tools, lack of students” commitment to presence and
attendance, lack of punctuality, lack of professional behavior during the evaluation.
Teachers stated that they frequently preferred digital tools to share assessment documents
with students by using Whatsapp, Bip, Google Classroom, Gmail, the EBA platform.
Apart from posting the documents on a platform, they tried to reach the students who did
not attend the online lessons.

| have difficulties assessing students appropriately because I didn’t know how to
do it first. Nearly ten students joined the online lessons even from the crowded classes,
and | felt concerned for students who didn 't attend the classes. | made extra effort to
reach them via Whatsapp and phone calls. (P11)

There were always doubts about the reliability and validity of the assessment
because it was impossible to ensure how students complete the tasks or activities.
Sometimes, when | asked questions, | heard different voices answering the question, and
students repeated after them. (P8)

Another point is that not all students took responsibility for participating in the
classes and completing the given tasks. Teachers primarily provide digital documents
shared by MoNE and some of the most visited educational websites such as Ezel Balli,
Demet Hoca, Emre Ogretmen. Also, teachers tried to have a place for formative
assessment techniques considering assessment for learning with the interactive activities
and digital games; however, they stated that students gave more attention to national sit-
down exams that MoNE organized since the emphasis was on passing the exam and
grading the students.

There was inconsistency in the evaluation of the students because students
participated in the sit-down, face-to-face exams and didn 't join the online classes again.
They felt like it was enough to pass the class with written exams and unnecessary to
participate in the process. (P9)

Additionally, it is essential to assess students continuously during the teaching
process. Therefore, there is given emphasis to provide timely and corrective feedback to
students by teachers. However, due to the coronavirus disease, teachers generally had
difficulties giving immediate feedback to students that they mostly preferred to give after

the online sessions. Also, to students who needed more activities to understand the
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subjects fully, teachers sent activities, achievement tests, live worksheets, and homework,
which led them to create their own learning materials to enhance comprehension.

Giving immediate feedback to each student was impossible during the online
lesson, which was only 30 minutes. Especially with the younger learners, you need to
provide more feedback to engage them in the learning task so that | sent them extra
individual feedback and tasks accordingly after the lessons. (P3).

There were inequalities among students, and | felt responsible for their learning
as well since they had to take the national exam as other students to obtain a right to
enter more prestigious Anatolian or science high schools. For this reason, | generally
used digital exams, which can be downloaded and printed. (P6)

4.3.4. Challenges and opportunities of the EBA platform

It is primarily aimed to examine the efficacy of the EBA platform during the
COVID-19 pandemic. The platform was widely used by administrators, teachers, and
students across the country before the pandemic. However, it had become the primary
source when all K-12 schools were closed due to the serious risk caused by the
coronavirus disease. In this respect, the purpose of this specific study is to inspect what
features the platform offered teachers to deliver the content efficiently, what their
experiences and practices with the usage of the platform were, and how helpful and
practical component of online education it became. In respect to frequent notions of the
participant EFL teachers for this theme, three sub-themes were generated as
infrastructural features, content, and feasibility of assessment; and interrelated codes
were created. Table 25 shows the sub-themes, codes, and frequencies for the perceptions
of participant EFL teachers upon the usage of the EBA platform.
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Table 25.

Challenges and opportunities of the EBA platform

Sub-themes Codes

Infrastructural features Lack of sufficient infrastructure on the platform
Being user-friendly
Accessibility
Taking a long time to upload content
Loss of time during the online lessons
Complicated interface for logging into
Irrelative search results

o

A OOTONNOO R

Content Authentic materials
Visual content, interactive videos, and animations
Interactive books and activities
Agreement with private publishers
Game-based activities
Lack of valuable documents for teaching skills

H~ 010100 © ©

[EY
o

Feasibility of assessment Adequate source for evaluation
Student e-portfolios
Reports

o~

The EBA platform was established in 2012 as a component of the FATIH Project.
It has been investigated by researchers to provide insights to improve the platform in
favor of teachers. In this concern, participant EFL teachers were asked about the
development of the EBA platform, and according to their experiences during the
pandemic, it offered so many opportunities to both teachers and students, and they noted
the platform as user-friendly and easily accessible. After the pandemic, the EBA was
enhanced with applications that they could be downloaded to any device such as mobile
phone, tablet, or computer. Also, the government’s free internet support for the platform’s
usage ensured the inequalities among students that they could freely explore the content.
It was also feasible to download the documents or books to the device for further studies.
However, it still needed to be improved in terms of infrastructural features. For instance,
when it was searched on any topic, the user came up with irrelevant content out of context.

The EBA platform was totally updated after the pandemic. The updated version
was more user-friendly and helped me in various ways to reach students. For example,
even while | was outside, I could access the platform easily. (P2)

| think using this kind of platform was complimentary because students easily
access a variety of content for free and download them into their device. They could use
8 gigabytes of internet which were freely defined to all students by the telecommunication
companies in the platform to watch videos, see the materials or join the online lesson.
(P10)
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Considering the many opportunities that the platform offered, having a variety of
books from private and international publishers was also essential. Thus, students could
review and revise the subjects from different sources. Furthermore, interactive books,
authentic materials, interactive videos, and animations were valuable and practical for
further studies and gave an opportunity for learners to proceed at their own pace. In
addition, one of the sections of the EBA platform was the Reports section that provides
teachers information about the students’ activities on the platform. For instance, when the
teacher assigned homework to a class, s/he could see how many students completed the
homework in the class and how much time they spent on the activity. This was considered
necessary because, with the help of reports, teachers could plan their further classes
according to students’ scores and proceedings. Similarly, e-portfolios in the platform that
gave students and previous work help teachers recognize the differences among students
in a class and observe how students preserved diversity. Also, the EBA platform consisted
of a great deal of materials for the students who would take the national exam at the end
of secondary school.

The EBA platform was so helpful for me to monitor students’ studies on the
platform. For example, | planned homework on the platform, and when the due time was
ended, | could see who completed the task or left uncompleted in detail. (P9)

Another issue pointed by teachers is the lack of game-based activities, especially
for younger students who are thought of as better learners when supported with games
during the lessons. Also, in teaching language skills, the platform was inadequate,
especially with productive skills such as writing and speaking. As a result, participant
EFL teachers evaluated the platform that it was pretty practical and helpful, especially
during the pandemic; yet, it was regarded that improvements works for infrastructural

deficiencies are in need.

4.3.5. Preferences for future

The qualitative phase of the study provided insights into the perceptions,
practices, and experiences of EFL teachers to identify perfectible points on online
language education. In this theme, teachers were asked whether they were satisfied with
online teaching or they preferred traditional teaching in real settings. In respect to frequent
notions of the participant EFL teachers for this theme, three codes were generated as
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online education, traditional education, and hybrid learning model. Table 26 shows the
codes and frequencies for the preferences of the future.

Table 26.

Preferences for future

Codes

Hybrid learning model

Traditional education

N W N —h

Online education

I think online education was insufficient because it was considered an unfamiliar
way of learning in Turkey. However, with the coronavirus disease, teachers and students
experienced that it was achievable to learn online. For this reason, in my opinion, a
hybrid learning model would be developed in the future. For example, the theoretical
phase of lessons could be delivered online, and practice could be done in the actual
settings. Online education would be an inseparable part of education anymore. (P11)

Consequently, the participant EFL teachers are concerned about the teaching
fashions in the future because of the ongoing pandemic and its effects on education. When
infrastructural deficiencies and digital divide among students are considered, teachers
state that it will be better to return to traditional teaching. However, most teachers believe
that online education will be a part of our education system since students are now
familiar with online education and digital learning tools. In this respect, it was regarded
that at least, until the pandemic would be totally gone and a cure or a vaccine would be
developed, a hybrid learning model consisted of online and face-to-face classes. In this
context, utterances of the teachers are given to shed light on the way that a better future

for education was expected.
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CHAPTER YV

DISCUSSION

5.1. Introduction

In this chapter, the results of this current study have been compared and discussed.
Findings are presented under three research questions of the study, and analysis of the
findings is discussed in detail regarding research questions and previous studies in the
literature. In relation to the quantitative and qualitative findings, firstly, digital literacy of
EFL teachers, secondly, the educational challenges and changes in practice during the
COVID-19 pandemic, and finally, strengths and weaknesses of the EBA platform will be

discussed with respect to the reviewed literature.

5.2. Discussion of the Findings Based on the Research Questions

This study was carried out in order to seek answers to the following research

questions:

1. How effectively did EFL teachers of the Ministry of Education in Turkey use
the digital tools and Education Information Network during the distance
education process in the COVID-19 outbreak?

a. What are their perceptions regarding the usefulness of such a mode of
teaching?

b. What are the difficulties they faced in developing and teaching online
materials?

2. What kind of teaching strategies did EFL teachers of the Ministry of
Education in Turkey utilize during online classes?

a. What type of modifications did they have to adapt while teaching
online?
b. How did they perform instruction while teaching online?

3. What type of assessment did EFL teachers of the Ministry of Education in

Turkey perform while giving feedback to their students during online classes?
a. Which tools did they use to evaluate the learning outcomes?

b. How do they evaluate such assessment tools during the outbreak?
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Regarding the research questions, sub-questions were also created in order to have
sufficiently evident results. The explanatory sequential design of the mixed-method
research was administrated in the study, and two different data collection tools, including
a Likert-scale online questionnaire and a semi-structured online interview, were utilized
to provide answers to these research questions. For the first phase of the study, the online
questionnaire was implemented to 121 EFL teachers to gather data in the first place. Then,
after analyzing the quantitative data through SPSS 25.0, a semi-structured interview was
organized to have a sufficient understanding of the EFL teachers’ experiences and
opinions. In the second phase of the study, a semi-structured interview was conducted
with 12 EFL teachers, corresponding to ten percent of the population. Then, the
qualitative data was analyzed through thematic and content analysis. Finally, it was

brought about a conclusion to draw an overall understanding of the research questions.

5.3. Digital Literacy of EFL Teachers

This current study aims to describe and clarify the perceptions and practices of
EFL teachers of MoNE throughout the COVID-19 disease outbreak and their challenges
during the sudden transition to online distance education. The disease started
unexpectedly and suddenly expanded that educational institutions, administrators,
teachers, and students were not ready and prepared to maintain educational affairs
(Chakraborty & Marty, 2020; Jarvis et al., 2020; Tran et al., 2020, among others).
Moreover, the ambiguity posed by the COVID-19 disease created extra stress and some
concerns among teachers (Korkmaz & Toraman, 2020; Konig, Jager-Biela & Glutsch,
2020). In this regard, the primary aim of the study is to gather data about how EFL
teachers manage the process in terms of feasibility and adaptability of online teaching,
motivating students to stay connected to learning, the technological and educational
challenges, and overall evaluation of strengths and weaknesses of the process.

The first section of the Likert-scale questionnaire with ten questions and semi-
structured interview in-depth questions aimed to explore how EFL teachers were digitally
literate and how they integrate digital tools into teaching sessions. Based on the findings
of the related data, it was found that EFL teachers of MoNE feel competent in using
digital educational technologies while teaching English online and adopting digital tools

in their course plans.
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Digital or electronic technologies have evolved into an inseparable regular life
component and inextricably intertwined with educational notions (Cho, Mansfield &
Claughton, 2020; Halverson & Smith, 2009). In this regard, EFL teachers appeared to be
active users of digital technologies for teaching. However, the one-way analysis results
indicated that EFL teachers’ competence in using educational technologies do not differ
according to age and teaching (grade) level. Dudeney, Hockly, and Pegrum (2013)
asserted this as an ability of this era in terms of commitment to digital literacies, utilizing
them wisely and efficiently to interchange ideas, deliver knowledge, and develop a social
association in education working, personal and social disposal.

While analyzing the first phase of the data, which is a quantitative datum,
descriptive values were pointed in the first place, and frequencies, mean and standard
deviation values were described. The average mean of the questions in the first dimension
that targeted to figure out how EFL teachers give place to digital technologies in their
teaching sessions was computed at 4.07. This can be uttered that EFL teachers mostly
agreed on the items in the related dimension. Amidst a global crisis driven by the COVID-
19 pandemic and in an environment forced to transmit education in virtual settings, using
technological devices wisely is of prime importance (Bates, 2020; Hodges et al., 2020;
Jandric, 2020; Rapanta et al., 2020). In this respect, it has been considered essential to
remain aware of educational technologies’ extensive usage.

Additionally, the independent samples t-tests were computed the identify the
relationship between digital literacy skills according to gender. In this study, 88 (%72.7)
female teachers and 33 (%27.3) male teachers participated. The results of the independent
samples t-tests suggest that gender has a significant effect on the digital literacy of EFL
teachers according to the mean scores of the female teachers (X= 4,13), which are higher
than the mean scores of the male teachers (X= 3,95). Moreover, the results of one-way
analysis of variance according to age groups in the study display that age has no
significant effect on EFL teachers’ digital literacy skills (p=.09). Also, the results of a
one-way analysis of variance according to teaching levels in the study indicate that there
is no significant and meaningful relationship between the teaching levels and digital
literacy of EFL teachers (p=.65).

Similarly, the results of one-way analysis of variance according to years of
teaching experience indicate that years of teaching experience have no significant effect
on EFL teachers’ digital literacy skills (p=.14). Likewise, EFL teachers’ teaching hours
and educational status were computed with the one-way analysis of variance. Again, the
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results indicated no significant relationship between teaching hours and educational status
in terms of EFL teachers’ digital literacy skills (p=.15 and p=.48, respectively).

On the other hand, based on the findings, EFL teachers’ overall attitude in using
digital tools for online teaching was identically distributed. Teachers stated that they
mostly prefer integrating digital tools in their teaching sessions and feel enthusiastic about
reading and learning more about educational technologies (Davis et al., 2019). Despite
the internet connection and device-related problems, teachers stated that they managed to
reach students by using digital applications, and they obtain in-depth information about
the digital tools used in the online delivery of teaching while practicing it (Zhang et al.,
2020). In addition, the challenges in collaborating with colleagues to design technology-
enhanced materials and choosing appropriate material to teach the subject in virtual
settings are among the most frequently stated issues (Ferri, Grifoni & Guzzo, 2020).
Furthermore, most EFL teachers asserted that they did not have adequate and professional
training to use digital technologies to teach English, and they expressed their willingness
to be educated for designing innovative teaching materials (Dick & Hacker, 2003).

To sum up, digitalization is considered a prime necessity of the 21st century. EFL
teachers are found to be highly motivated technology users and strive to have
considerable technical knowledge since teachers can be attributed as the facilitator of
teaching through the careful use of educational technology. In addition, as Fabry and
Higgs (1997) proposed in their study, teachers needed to attend technology-related
training programs, share their experiences with colleagues, and practice with technology.
Further, it is disclosed in the literature that the lack of professional development is such
a barrier to use technology appropriately as it would not be expected from teachers to be
influential technology users unless they were educated on how and when to use it
(Guasch, Alvarez & Espasa, 2010). As Prensky (2009) executes, within the lifetime of
digital natives, educators, parents, and peers need to be digitally wise to encourage
children to embrace digital improvement and be involved in more powerful digital mental

enhancements.
5.4. The Educational Challenges and Changes in Practice During the COVID-19
Pandemic

This rapidly evolving pandemic has forced many educational organizations and

institutions to make dramatic changes for a digital transformation and a suitable format
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in online delivery (Dwivedi et al., 2020). In response to this danger, all administrators,
professionals, and governments across the globe have managed to create appropriate
solutions to minimize the adverse impacts of the pandemic in the educational systems of
the countries (Onyema et al., 2020). Furthermore, the widespread availability of the
technology has enabled authorities to design critical and timely policies to maintain
educational affairs (Abdollahi et al., 2020; Esposito & Principi, 2020; OECD, 2020;
WHO, 2020, among others). In this respect, this current study aims to gather data on EFL
teachers’ changes, challenges, and experiences throughout the distance online education
process posed by the COVID-19 outbreak. In an attempt to explore the perceptions and
practices of EFL teachers in the process of online teaching, 22 items were developed in
the questionnaire in the first phase, and to have a clearer understanding, semi-structured
interview questions were organized in the second phase. Accordingly, the quantitative
and qualitative data were meticulously analyzed.

The results of the quantitative and qualitative analysis indicate that most of the
teachers agreed on such an immediate process of transition from face-to-face teaching to
online education during which institutions, teachers, and students were unprepared and
unready (Allo, 2020; Ferri et al., 2020; Gruber & Bauer, 2020; Maclntyre, Gregersen &
Mercer, 2020; Valverde-Berrocoso, 2020 among others). In line with this opinion, the
most commonly stated problems encountered during the COVID-19 outbreak were
infrastructural challenges such as slow speed internet connection, lack of adequately
working devices at the moment, and lack of familiarity with the digital tools and lack of
definite knowledge how to use them effectively (Garcia & Weiss, 2020).

Additionally, the results of the study mainly indicated that there was not a
significant difference in terms of EFL teachers’ experiences and practices during the
COVID-19 outbreak according to gender variable that mean scores of male and female
teachers’ mean scores are so close to each other (M=3.39 and M=3.38 respectively).
Similarly, age groups, teaching level, educational status, years of experience, and weekly
teaching hours of the participant EFL teachers do not perform a statistically significant
difference in the total scores they unveiled in the dimension of the practices and
experiences of online teaching during the COVID-19 outbreak according to significance
value (p) in the ANOVA results. It is presumed and considered that the reason behind this
can be regarded as the sudden shift to distance online education, being unprepared in

terms of infrastructural readiness, having no time to convert teaching materials to online
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settings, and the concerns on feasibility and adaptability of online teaching among
educators (Dwivedi et al., 2020; Hodges et al., 2020).

It is concluded that EFL teachers mainly experienced challenges in students’
internet connection and disconnection problems, inability to concentrate on a screen for
long hours, lack of interaction in virtual classes, and the lack of a collaborative and
interactive teaching environment. Additionally, as Korkmaz and Toraman (2020)
examined in their study, the most burdensome experiences were the lack of reliable
assessment and sufficient feedback to students while evaluating the learning outcomes,
lack of practice on how to evaluate skills and knowledge in virtual settings, lack of
motivation, deficiency in addressing the learning outcomes according to students’ needs;
on the other hand, having nearly no problems with the attitudes of school administrators,
the duration of the sessions, the number of online sessions. Similarly, many studies in the
literature implementing efficient online assessment techniques in online education
environments were considered as a significant part of productive teaching and learning,
as is identified in this study (Elzainy, El Sadik & Al Abdulmonem, 2020; Gaytan &
McEwen, 2007; Huang et al., 2020; Krach, Paskiewicz & Monk, 2020 among others).
However, on the contrary to the results of Korkmaz and Toraman’s study (2020), it is
concluded from this study that teachers perceived online teaching as feasible and easy to
adapt. Moreover, they generally disagreed on the items indicating insufficient knowledge
on the usage of digital tools and e-teaching materials.

Furthermore, particularly throughout this COVID-19 disease outbreak, it is
essential to take advantage of digital technologies to offer high-quality language
education with sufficient access to valuable technologies providing limitless sources and
materials for successful and encouraged cooperative learning for students (Becker, 2000;
Bull & Ma, 2001; Harmer, 2007; Shin & Kang, 2018). In this respect, it is highly essential
to educate language educators, especially for integrating technologies into the teaching
environment and having practice in their extensive usage to increase participation and
motivation in their classes. In line with the current study’s findings, as Orhan and Beyhan
(2020) asserted, an absence of technological skills and knowledge impacted online
education quality, and teachers kept using traditional teaching techniques during the
current crisis due to lack of pre-service experience. In this regard, approaches to using
technology to reinforce teacher professional development and collaboration and develop
student autonomy and independent learning should be enhanced (Reimers & Schleicher,
2020).
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Finally, as Robles and Braathen (2002) state that “Online learning is here to stay!”
teachers mainly stated that the mode of online delivery of teaching would be a part of
education in the future. They thought it could be planned as a hybrid learning model
consisting of online and face-to-face classes and a paradigm shift in education. In
addition, considering the approaches, teaching methods, and techniques embraced by
teachers, teachers stated that they had to make changes in their teaching fashion during
the distance online education process. Based on the views and opinions of teachers, it was
needed more time to explain how the course aims would be transferred, set expectations
for the learners at the beginning of the session, which was considered as this new teaching
mode demands different and challenging abilities with distinctive conditions and
requirements (Bergdahl & Nouri, 2020).

5.5. Strengths and Weaknesses of the EBA Platform

The world has been witnessed such vast, swift and remarkable changes in a short
time due to the novel coronavirus disease. In the time of the COVID-19 epidemic
outbreak, the EBA/EIN platform has become the primary national resource for the
maintenance of education, with the newly added facilities to ensure ongoing synchronous
(online) and asynchronous (offline) learning in Turkey (Karanfil, 2021). In this respect,
it was aimed to explore the experiences of EFL teachers on the EBA platform, whether
the platform was competent, valuable, and helpful to deliver teaching and materials, how
joyful the content of the platform for language learning and teaching was, and how the
platform supported online assessment and feedback.

The results of the study identify that according to the teachers’ suggestions, the
EBA platform was a good component of teaching and easy to use for teachers. The
updated version of the EBA platform for the COVID-19 pandemic with new features such
as live-streamed classes and assistants provides more guidance. Kurnaz (2020)
investigated the usefulness of the EBA platform at schools, and according to results of
the study, there was a need to renovate the platform and make it easier to use it more
availably. With respect to the quantitative and qualitative data gathered in this study
showed parallelism with Kurnaz’s study in terms of requiring current and authentic
materials on the platform, a more friendly interface to gain time, and irrelevant search
results; however, it was discovered that teachers were able to upload self-created

materials, homework, projects and course-related content to the platform and there were
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more materials in line with the curriculum and the learning outcomes of the lesson on the
contrary to the results of Kurnaz’s study.
It can be inferred from the results of the study that the EBA platform has been

developed in various ways, namely:

e There is more assistant and friendlier interface, significantly when it is
enhanced with the infrastructure of Zoom (Akbulut, Sahin & Esen, 2020),

e |t is now available to upload content more easily and effortlessly with the
technical guidance on the platform (Yucesoy-Ozkan et al., 2020),

e The platform has been enhanced with the agreements of the pioneer
publishers for language teaching. Therefore, now, teachers and students are
able to reach various books and publications on the platform, such as
Cambridge University Press (Aktay & Keskin, 2016).

Moreover, improved features of the platform encouraged teachers to be more
effective teachers to monitor students’ developments and provide feedback accordingly.
Among the other features which were practical to use, e-portfolios, reports, lists,
exercises, and academic support are mainly opportunities offered to learners to proceed
at their own pace and teachers to facilitate their teaching sessions that create a positive
influence on learning (Aktay & Keskin, 2016; Keles, Oksiiz & Bahgekapil1, 2013; Kocak,
2013; Oztan, 2012).

However, regarding many opportunities that the platform offered as Pala, Arslan,
and Ozding’s study (2017) suggested that student’s and teacher’s perceptions on using
the EIN and indicated several problems and shortcomings in using such as slowly opening
videos, eye-straining content, and usability of the platform showed parallelism with the
results of the current study. Another issue pointed by teachers is that improvements can
be made to provide game-based activities, especially for the younger students and learners
with different multiple intelligence. Also, in teaching language skills, the platform was
inadequate, especially with productive skills such as writing and speaking. As a result,
participant EFL teachers evaluated the platform that it was pretty practical and helpful,
especially with the improvements during the COVID-19 pandemic; yet, it was regarded
that updated and authentic content could lead learners to be more autonomous learners

and enhancements in infrastructural deficiencies were needed.
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CHAPTER VI

CONCLUSION

6.1. Introduction

The final chapter presents the concluding remarks of this current study. This
chapter will cover an overall picture of the study and a summary of the study. An
overview of the study regarding the data analysis, discussions, and findings will be

covered with limitations, implications, and recommendations for further research.

6.2. The Summary of the Study

This specific study was conducted to investigate the perceptions, practices, and
experiences of EFL teachers of MoNE throughout the COVID-19 disease outbreak and
swift shift from traditional education to distance online delivery of teaching, which was
determined to mitigating the transmission of the coronavirus disease. In this regard, the
primary aim of the study was to explore challenges and changes that EFL teachers
encountered during distance online education and how they manage to overcome these
challenges. Secondly, it was targeted to describe the EFL teachers’ overall perceptions of
the efficacy of distance online education and how their teaching methods and techniques
were altered to increase students’ motivation. Also, one of the primary goals of the study
is to offer remarkable insights into how evaluation of learning outcomes, the concept of
assessment for learning, and providing corrective feedback took part during this process
in terms of reliability and validity of the assessment. Finally, the main purpose of the
study is to search for the digital literacy of EFL teachers and the strengths and weaknesses
of the EBA/EIN platform to the proper delivery of teaching during the COVID-19 disease
outbreak. In line with these aims, three research questions and sub-questions were
designated to guide this study.

The mixed-method design was implemented in this study by utilizing quantitative
and qualitative data collection tools with the intention of reaching more reliable and valid
results. In this mixed-method study, the explanatory sequential research design was
utilized. The explanatory sequential design requires two-phase data collection and
analysis in a sequence, and priority is given to the quantitative data. In this design, the

two phases are interdependently associated with each other by initially leading the
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participants’ determination and establishment of interview questions, further picturing
the final discussion with a comprehensive interpretation of both phases together (Clark,
Creswell, Green & Shope, 2008). Accordingly, quantitative data were gathered through
an online Likert-scale questionnaire (see Appendix 1) and analyzed in the first place, and
then qualitative data were gathered through an online semi-structured interview in this
study (see Appendix 2).

As for the result, it was observed that the COVID-19 disease affected all
educational affairs, and the transmission of these affairs to virtual settings was too quick;
however, EFL teachers were digitally literate, and they reckoned digital tools as a part of
language teaching. Also, the EBA platform was competent and friendly to use in spite of

still having some infrastructural deficiencies and internet connection problems.

6.3. Conclusion of the Study

Throughout the COVID-19 pandemic, educational institutions and policymakers
strived to find solutions to assure that students could continue their education despite the
crisis and social distancing measures. The closure of all K-12 schools across the country
and establishing distance online education policies took place as an emergency reaction
to the COVID-19 disease. In this concern, this study was carried out to discover how EFL
teachers adapted the process and evaluated their practices while teaching online. When
analyzing the qualitative and quantitative data, the participant EFL teachers’ gender, age,
educational status, years of experience, teaching level, and teaching hours were
computed. However, there was found no relationship between these variables and the
digital literacy of EFL teachers.

Amidst this ongoing crisis, it was observed that there was no way left other than
adapting to the current condition and accepting the transformation. Considering the
results of the study, EFL teachers were able to adapt online teaching and integrate digital
materials in their teaching sessions in order to ensure the maintenance of students’
learning. Nevertheless, challenges in online lessons, the problems EFL teachers
encountered, and particularly students with no internet connection or digital devices to
attend the lesson were among the points that needed to be considered.

As for the EFL teachers’ perceptions, they felt competent in using digital tools,
and the EBA platform was helpful and friendly to use. Moreover, they considered that

online education was advantages in terms of being independent of time and place-
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flexibility, availability of a variety of teaching materials, offering increased learning
opportunities for free, easy access to digital documents, offering recorded lessons and
accessibility of printed documents, and leading students to be more self-disciplined and
taking responsibility of their own learning. Nevertheless, there were also some constraints
while teaching online such as inefficacy of online education, already occurred loss of
learning, connection and disconnection problems, digital divide among students, inability
to focus on a screen for long hours and related concentration problems, less motivated
students according to face-to-face teaching, having some privacy-related challenges, lack
of eye-contact, gestures and social interactions, restricted interpersonal relationships such
as group activities and games and associatively students’ suffering sense of isolation.

Additionally, the results of the study indicated that one of the main concerns of
EFL teachers upon distance education was to provide a reliable and valid evaluation of
learning outcomes. EFL teachers stressed that during the COVID-19 disease outbreak,
there was no adequate and accurate assessment had been done since students were unable
to attend the live-streamed classes. Therefore, it turned out to be obligatory to use
summative assessment techniques according to the MoNE’s evaluation criteria when
there was no option to follow formative assessment techniques because of the irregular
or no attendance of the students. The observation of the process was generally made
through interactive activities, digital platforms, and games. Furthermore, because of the
time limitation, EFL teachers were unable to give timely and immediate feedback
individually during the online education process. However, according to the study’s
qualitative findings, they generally stated that there was no division of the time for
reaching students through digital channels. Students mostly tried to reach them through
social media tools or applications such as WhatsApp, Gmail, Google Classroom, or phone
calls with their teachers anytime. In this regard, it was regarded that even if EFL teachers
did not provide immediate corrective feedback during the live-streamed classes, they
responded to students’ messages and needs or reached them through these means after
the class during the day.

In addition to extensive usage of digital tools, distance online education had been
provided through the EBA platform as the national educational source of Turkey. The
EBA platform was not a new infrastructure, but it was a component of the FATIH Project
launched in 2012. In this regard, especially with the betterment of the platform during the
COVID-19 disease outbreak, EFL teachers found the EBA platform as user-friendly and

easy to use and access. Also, the platform offered authentic materials, visual content,
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interactive videos and animations, interactive books, and activities to students for further
studies. With these practical features, providing tests and sources for evaluation reports
to monitor previously given homework and assignments and student’s e-portfolios were
regarded as strengths of the platform. However, EFL teachers still expressed some
concerns, such as losing time to connect live-streamed lessons, taking a long time to
upload files and produce content, encountering irrelative search results, and lacking
valuable documents for teaching skills.

In conclusion, the study revealed important information on the perceptions and
opinions of EFL teachers over such an unprecedented crisis of the era. Digitalization in
education is regarded as an expected return with the extensive improvements in
technology. Nevertheless, educational institutions and organizations across the globe did
not prepare sufficiently for such a swift shift in the mode of teaching. These conditions
signified the significance of teacher education accordingly the necessities of the time
because, at the beginning of the pandemic, teachers hesitated about using digital
platforms and applications. Therefore, there should be redesigned of the curriculum of
the teacher education institutions. Moreover, the lack of technological pedagogical
knowledge hampered and damaged the continuation of education that the loss of learning
among students increased, and the gap between students widened.

6.4. Implications

There have been conducted many studies in the literature to explore the effects
of technology on education since the world has been digitally shifted. Considering a
number of researches, it has been deduced that technology can enhance the creativity and
productivity in teaching and learning when it is integrated into the instructional
environment (see e.g., Hockly, 2015; Kulik & Kulik, 1991). However, the world has been
unwittingly witnessed a worldwide COVID-19 epidemic that it was resulted with global
school closures and the forced usage of digital tools as a solution to maintain educational
affairs. In this sense, the study purposed to explore how EFL teachers adapted to this
process and what strategies EFL teachers developed against the challenges faced. The
results of the quantitative and qualitative data indicated that EFL teachers were digitally
literate despite the fact that they were not adequately trained for this; the internet
connection platforms and the reliability and validity of the assessment hampered the

distance online education process; and the EBA platform was a valuable part of online
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teaching with improved features for distance education during the outbreak. In this
regard, when the findings are considered, the following implications can be pondered:

e Teachers should be undergone in-service training to use digital tools
efficiently for teaching.

e The infrastructural opportunities of the country should be improved since
students who live in rural settlements have no internet connection at all due
to the absence of the substructure for the Internet in the area.

e More interactive, task-based and innovative materials are needed to be
prepared beforehand.

e In addition to teachers, students should also be informed about how to use
digital tools appropriately for learning.

e |f the distance online education has to continue for the next academic year,
there should be innovations in the curriculums, materials, and documents for

continuous education both for educators and students.

6.5. Recommendations for Further Research

This study focused on exploring the perceptions and experiences of EFL teachers
during the distance online education process caused by the COVID-19 disease with the
hope of extending the scope of future inquiry and teaching. However, to gain more
sophisticated results, students can also be added to study, and learner perspectives can be
searched in-depth. Additionally, when analyzing the gathered data, gender, age,
educational status, teaching level, years of teaching experience, and weekly teaching
hours of teachers were determined as variables in this study. Likewise, these variables
can be investigated in-depth from different perspectives in the future. Also, classroom
observations can be made in order to see the timely challenges and how teachers manage
the situations. Finally, future research can comprise a bigger sample to reach

generalizable and more reliable results.



118

REFERENCES

Abdollahi, E., Haworth-Brockman, M., Keynan, Y., Langley, J. M., & Moghadas, S. M.
(2020). Simulating the effect of school closure during COVID-19 outbreaks in
Ontario, Canada. BMC medicine, 18(1), 1-8.

Abednia, A. (2012). Teachers’ professional identity: Contributions of a critical EFL
teacher education course in Iran. Teaching and Teacher Education, 28(5), 706-
717.

Acilar, A. (2011). Exploring the aspects of digital divide in a developing country. Issues
in Informing Science and Information Technology, 8, 231-244.

Adigiizel, T., Giirbulak, N., & Sarigayir, H. (2011). Akilli Tahtalar Ve Ogretim
Uygulamalar/Smart Boards and Their Instructional Uses. Mustafa Kemal
Universitesi Sosyal Bilimler Enstitiisii Dergisi, 8(15), 457-472.

Ahmadi, D., & Reza, M. (2018). The use of technology in English language learning: A
literature review. International Journal of Research in English Education, 3(2),
115-125.

Akbari, Z. (2015). Current challenges in teaching/learning English for EFL learners: The
case of junior high school and high school. Procedia-Social and Behavioral
Sciences, 199(3), 394-401.

Akbulut, M., Sahin, U., & Esen, A. C. (2020). More than a Virus: How COVID 19
Infected Education in Turkey?. Journal of Social Science Education, 19, 30-42.

Akinci, A., Kurtoglu, M., & Seferoglu, S. S. (2012). Bir teknoloji politikasi olarak Fatih
Projesinin basarili olmasi icin yapilmas: gerekenler: Bir durum analizi
calismasi. Akademik Bilisim, 3(1), 1-10.

Aktay, S., & Keskin, T. (2016). Egitim Bilisim Agi (Eba) Incelemesi. Egitim Kuram ve
Uygulama Arastirmalar: Dergisi, 2(3), 27-44.

Alagozlu, N. (2012). English as a foreign language cul-de-sac in Turkey. Procedia-Social
and Behavioral Sciences, 47, 1757-1761.

Aldosemani, T. (2019). Inservice Teachers’ Perceptions of a Professional Development
Plan Based on SAMR Model: A Case Study. Turkish Online Journal of
Educational Technology-TOJET, 18(3), 46-53.

Aldrich, C. (2003). Simulations and the future of learning: An innovative (and perhaps

revolutionary) approach to e-learning. John Wiley & Sons.



119

Alea, L. A., Fabrea, M. F., Roldan, R. D. A., & Farooqi, A. Z. (2020). Teachers’ COVID-
19 awareness, distance learning education experiences and perceptions towards
institutional readiness and challenges. International Journal of Learning,
Teaching and Educational Research, 19(6), 127-144.

Al-Hazmi, S. (2003). EFL teacher preparation programs in Saudi Arabia: Trends and
challenges. Tesol Quarterly, 37(2), 341-344.

Alhojailan, M. 1. (2012). Thematic analysis: A critical review of its process and
evaluation. West East Journal of Social Sciences, 1(1), 39-47.

Alhumaid, K., Ali, S., Waheed, A., Zahid, E., & Habes, M. (2020). COVID-19
&Elearning: Perceptions &Attitudes of Teachers Towards E-Learning
Acceptancein The Developing Countries. Multicultural Education, 6(2).

Allo, M. D. (2020). Is the online learning good in the midst of Covid-19 Pandemic? The
case of EFL learners. Jurnal Sinestesia, 10(1), 1-10.

Alonso, F., Lopez, G., Manrique, D., & Viies, J. M. (2005). An instructional model for
web-based e-learning education with a blended learning process approach. British
Journal of Educational Technology, 36(2), 217-235.

Alptekin, M. (1984). The question of culture: EFL teaching in non-English-speaking
countries. ELT journal, 38(1), 14-20.

Alvarez, 1., Espasa, A., & Guasch, T. (2012). The value of feedback in improving
collaborative writing assignments in an online learning environment. Studies in
Higher Education, 37(4), 387-400.

Anderson, J. (2020). Brave New World The coronavirus pandemic is reshaping education.
Retrieved from https://qz.com/1826369/how-coronavirus-is-changing-education/

Anderson, T. (2003). Getting the mix right: An updated and theoretical rationale for
interaction. International Review of Research in Distance and Open Learning,
4(2), 1-14.

Anderson, T., & Garrison, D. R. (1998). Learning in a networked world: New roles and
responsibilties. Distance Learners in Higher Education: Institutional responses
for quality outcomes. Madison, Wi.: Atwood.

Anthony, E. M. (1963). Approach, method and technique. English language
teaching, 17(2), 63-67.

Arora, A. K., & Srinivasan, R. (2020). Impact of pandemic COVID-19 on the teaching—
learning process: A study of higher education teachers. Prabandhan: Indian

journal of management, 13(4), 43-56.



120

Arthur-Nyarko, E., Agyei, D. D., & Armah, J. K. (2020). Digitizing distance learning
materials: Measuring students’ readiness and intended challenges. Education and
Information Technologies, 1-16.

Asik, A., Kose, S., Yangin Eksi, G., Seferoglu, G., Pereira, R., & Ekiert, M. (2020). ICT
integration in English language teacher education: insights from Turkey, Portugal
and Poland. Computer Assisted Language Learning, 33(7), 708-731.

Auger, K. A., Shah, S. S., Richardson, T., Hartley, D., Hall, M., Warniment, A., ... &
Thomson, J. E. (2020). Association between statewide school closure and
COVID-19 incidence and mortality in the US. Jama, 324(9), 859-870.

Azevedo, J. P., Hasan, A., Goldemberg, D., Igbal, S. A., & Geven, K. (2020). Simulating
the potential impacts of COVID-19 school closures on schooling and learning
outcomes: A set of global estimates. The World Bank.

Azorin, C. (2020). Beyond COVID-19 supernova. Is another education coming?. Journal
of Professional Capital and Community.

Azzi-Huck, K., & Shmis, T. (2020). Managing the impact of COVID-19 on education
systems around the world: How countries are preparing, coping, and planning for
recovery. World Bank Blogs, 18.

Balci, S. & Ahi, B. (2015). SPSS kullanma klavuzu. Ankara: Anu.

Baleghizadeh, S., & Masoun, A. (2013). The effect of self-assessment on EFL learners’
self-efficacy. TESL Canada Journal, 42-42.

Baleni, Z. G. (2015). Online formative assessment in higher education: Its pros and
cons. Electronic Journal of e-Learning, 13(4), pp228-236.

Baloran, E. T. (2020). Knowledge, Attitudes, Anxiety, and Coping Strategies of Students
during COVID-19 Pandemic. Journal of Loss and Trauma, 1-8.

Baran, E., Canbazoglu Bilici, S., Albayrak Sari, A., & Tondeur, J. (2019). Investigating
the impact of teacher education strategies on preservice teachers’ TPACK. British
Journal of Educational Technology, 50(1), 357-370.

Baran, E., Correia, A. P., & Thompson, A. (2011). Transforming online teaching practice:
Critical analysis of the literature on the roles and competencies of online
teachers. Distance Education, 32(3), 421-439.

Bardovi-Harlig, K., & Dornyei, Z. (1998). Do language learners recognize pragmatic
violations? Pragmatic versus grammatical awareness in instructed L2
learning. Tesol Quarterly, 32(2), 233-259.



121

Barriball, K. L., & While, A. (1994). Collecting data using a semi-structured interview: a
discussion paper. Journal of Advanced Nursing-Institutional Subscription, 19(2),
328-335.

Basilaia, G., & Kvavadze, D. (2020). Transition to Online Education in Schools during a
SARS-CoV-2 Coronavirus (COVID-19) Pandemic in Georgia. Pedagogical
Research, 5(4).

Bates, A. W. (2020). Advice to those about to teach online because of the corona-virus.
Retrieved 12/01/2021 from https://www.tonybates.ca/2020/03/09/advice-to-
those-about-to-teach-online-because-of-the-corona-virus/

Bates, T. (2020). Crashing into online learning: a report from five continents—and some
conclusions. Online Learning and Distance Education Resources.

Bayar, M. F., Kurt, M., & Hasiloglu, M. A. (2018). Science and Technology Course in
Educational Information Network: A Review on Videos. Universal Journal of
Educational Research, 6(3), 413-420.

Bayyurt, Y. (2006). Non-native English language teachers’ perspective on culture in
English as a Foreign Language classrooms. Teacher Development, 10(2), 233-
247,

Becker, H. J. (2000). Findings from the teaching, learning, and computing survey: Is
Larry Cuban right? Education Policy Analysis Archives, 8(51). doi:
http://dx.doi.org/10.14507/epaa.v8n51.2000

Bergdahl, N., & Nouri, J. (2020). COVID-19 and crisis-prompted distance education in
Sweden. Technology, Knowledge and Learning, 1-17.

Bernard, H. R. (2002). Research methods in anthropology: Qualitative and quantitative
approaches (3rd ed.). Walnut Creek, CA: Alta Mira Press.

Biasutti, M., Frate, S., & Concina, E. (2019). Music teachers’ professional development:
Assessing a three-year collaborative online course. Music Education
Research, 21(1), 116-133.

Black, P. (1999). Assessment, learning theories and testing systems. Learners, learning
and assessment, 118-134.

Black, P., Harrison, C., & Lee, C. (2003). Assessment for learning: Putting it into
practice. McGraw-Hill Education (UK).

Black, P., & Wiliam, D. (2009). Developing the theory of formative
assessment. Educational Assessment, Evaluation and Accountability (formerly:

Journal of Personnel Evaluation in Education), 21(1), 5-31.



122

Blake, R. (1987). CALL and the language lab of the future. ADFL Bulletin, 18(2), 25-29.

Bol, L., & Garner, J. K. (2011). Challenges in supporting self-regulation in distance
education environments. Journal of Computing in Higher Education, 23(2-3),
104-123.

BOZKURT, A. (2020). Koronaviriis (Covid-19) pandemi siireci ve pandemi sonrasi
diinyada egitime yonelik degerlendirmeler: Yeni normal ve yeni egitim
paradigmasi. A¢ikogretim Uygulamalar: ve Arastirmalart Dergisi, 6(3), 112-142.

Braine, G. (Ed.). (2014). Teaching English to the world: History, curriculum, and
practice. Routledge.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative
research in psychology, 3(2), 77-101.

Broughton, G., Brumfit, C., Pincas, A., & Wilde, R. D. (2002). Teaching English as a
foreign language. Routledge.

Brown, G. T. (2004). Teachers’ conceptions of assessment: Implications for policy and
professional development. Assessment in Education: Principles, Policy &
Practice, 11(3), 301-318.

Brown, B., & Green, N. (Eds.). (2012). Wireless world: Social and interactional aspects
of the mobile age. Springer Science & Business Media.

Bull, S., & Ma, Y. (2001) Raising learner awareness of language learning strategies in
situations of limited recourses. Interactive Learning Environments, 9(2), 171-200.
doi:10.1076/ilee.9.2.171.7439

Burnham, J. (1992). Approach-method-technique: Making distinctions and creating
connections. Human Systems, 3(1), 3-26.

Byram, M. (2009). The intercultural speaker and the pedagogy of foreign language
education. The SAGE handbook of intercultural competence, 321-332.

Ertug, C. A. N. (2020). Coronaviriis (Covid-19) pandemisi ve pedagojik yansimalari:
Tiirkiye’de agik ve uzaktan egitim uygulamalar1. A¢cikégretim Uygulamalar: ve
Aragtirmalart Dergisi, 6(2), 11-53.

Cephe, P. T., & Balgikanli, C. (2012). Web 2.0 tools in language teaching: What do
student teachers think. International Journal on New Trends in Education and
Their Implications, 3(1), 1-12.

Celce-Murcia, M. (2001). Language teaching approaches: An overview. Teaching

English as a Second or Foreign Language, 2(1), 3-10.



123

Chang, G.C. & Satako, Y. (2020). How are countries addressing the COVID-19
challenges in education? A snapshot of policy measures. Retrieved from
https://gemreportunesco.wordpress.com/2020/03/24/how-are-countries-
addressing-theCOVID-19-challenges-in-education-a-snapshot-of-policy-
measures/

Chakraborty, I., & Maity, P. (2020). COVID-19 outbreak: Migration, effects on society,
global environment and prevention. Science of the Total Environment, 728,
138882.

Chen, D., Freeman, D., & Balakrishnan, R. (2019). Integrating Multimedia Tools to
Enrich Interactions in Live Streaming for Language Learning. Proceedings of the
2019 CHI Conference on Human Factors in Computing Systems, 1-14

Chen, W., & Wellman, B. (2004). The global digital divide-within and between
countries. IT & Society, 1(7), 39-45.

Cheng, L., Rogers, T., & Hu, H. (2004). ESL/EFL instructors’ classroom assessment
practices: Purposes, methods, and procedures. Language Testing, 21(3), 360-389.

Choy, S (2006) Benefits of e-learning benchmarks: Australian case studies. Technical
Report, Australian Flexible Learning Framework, DEST.

Chun, D., Kern, R., & Smith, B. (2016). Technology in language use, language teaching,
and language learning. The Modern Language Journal, 100(1), 64-80.

Chun, D. M., & Brandl, K. K. (1992). Beyond form-based drill and practice: Meaning-
enhancing CALL on the Macintosh. Foreign Language Annals, 25(3), 255-267.

Chun, D. M., & Plass, J. L. (2000). Networked multimedia environments for second
language acquisition. Network-based language teaching: Concepts and practice,
151-170.

Cho, V., Mansfield, K. C., & Claughton, J. (2020). The past and future technology in
classroom management and school discipline: A systematic review. Teaching and
Teacher Education, 90, 103037.

Clark, R. C., & Mayer, R. E. (2016). E-learning and the science of instruction: Proven
guidelines for consumers and designers of multimedia learning. John Wiley &
Sons.

Clark, V. L. P., Creswell, J. W., Green, D. O. N., & Shope, R. J. (2008). Mixing
guantitative and qualitative approaches. Handbook of emergent methods, 363.

Cohen, L., Manion, L., & Morrison, K. (2002). Research methods in education.
Routledge.



124

Crandall, J. (2000). Language teacher education. Annual review of applied linguistics, 20,
34-58.

Creswell, J. W. (2009). Mapping the field of mixed methods research. Research. Journal
of Mixed Methods Research, 3(2), 95-108.

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating

quantitative and qualitative research (4th ed.). The USA: Pearson Education.

Cross, D. (1995). Language teacher preparation in developing countries: Structuring
preservice teacher training programmes. English Teaching Forum, 33(4), 35.

Crystal, D. (1997). English as a Global Language. Cambridge University Press:
Cambridge.

Crystal, D. (2003). English as a Global Language. New York: Cambridge University
Press.

Cruz-Jesus, F., Vicente, M. R., Bacao, F., & Oliveira, T. (2016). The education-related
digital divide: An analysis for the EU-28. Computers in Human Behavior, 56, 72-
82.

Cullen, R. (2001). Addressing the digital divide. Online information review.

Damary, R., Markova, T., & Pryadilina, N. (2017). Key challenges of on-line education
in multi-cultural context. Procedia-Social and Behavioral Sciences, 237, 83-89.

Dang, T. K. A,, Nguyen, H. T. M., & Le, T. T. T. (2013). The impacts of globalisation on
EFL teacher education through English as a medium of instruction: An example
from Vietnam. Current Issues in Language Planning, 14(1), 52-72.

Daniel, J. (2020). Education and the COVID-19 pandemic. Prospects, 49(1), 91-96.

Daniel, J. (2012). Making sense of MOOCs: Musings in a maze of myth, paradox and
possibility. Journal of interactive Media in education, 2012(3).

Davies, N. F. (1978). The Use of the Telephone in Distance Teaching. English Language
Teaching Journal, 32(4), 287-91.

Davis, C., Greenaway, R., Moore, M., & Cooper, L. (2019). Online teaching in social
work education: Understanding the challenges. Australian Social Work, 72(1),
34-46.

de Oliveira Dias, M., Lopes, R. D. O. A., & Teles, A. C. (2020). Will virtual replace
classroom teaching? Lessons from virtual classes via zoom in the times of
COVID-19. Journal of Advances in Education and Philosophy, 4(5), 208-213.

Dendrinos, B. (2011). The role of Ilanguage testing in supporting

multilingualism. European Union Civil Society Platform on Multilingualism:



125

Policy Recommendations for the Promotion of Multilingualism in the European
Union.

Deniz, E. B., Ozkan, Y., & Bayyurt, Y. (2016). English as a lingua franca: reflections on
ELF-related issues by pre-service English language teachers in Turkey. The
Reading Matrix: An International Online Journal, 16(2), 144-161.

Denton, P., Madden, J., Roberts, M., & Rowe, P. (2008). Students’ response to traditional
and computer-assisted formative feedback: A comparative case study. British
Journal of Educational Technology, 39(3), 486-500.

Denzin, N. K., & Lincoln, Y. S. (Eds.). (2011). The Sage handbook of qualitative
research. Sage.

Denzin, N. K. (2012). Triangulation 2.0. Journal of mixed methods research, 6(2), 80-88.

Dhawan, S. (2020). Online learning: A panacea in the time of COVID-19 crisis. Journal
of Educational Technology Systems, 49(1), 5-22.

Di Gennaro, F., Pizzol, D., Marotta, C., Antunes, M., Racalbuto, V., Veronese, N., &
Smith, L. (2020). Coronavirus diseases (COVID-19) current status and future
perspectives: A narrative review. International Journal of Environmental
Research and Public Health, 17(8). https://doi.org/10.3390/ijerph17082690

Van Dijk, J., & Hacker, K. (2003). The digital divide as a complex and dynamic

phenomenon. The information society, 19(4), 315-326.

Dornyei, Z. (2007). Research methods in applied linguistics. New York: Oxford
University Press.

Dornyei, Z., & Taguchi, T. (2009). Questionnaires in second language research:
Construction, administration, and processing. Routledge.

Drane, C., Vernon, L., & O’Shea, S. (2020). The impact of ‘learning at home’ on the
educational outcomes of vulnerable children in Australia during the COVID-19
pandemic. Literature Review Prepared by the National Centre for Student Equity
in Higher Education. Curtin University, Australia.

Du Preez, P., & Le Grange, L. (2020). The COVID-19 pandemic, online
teaching/learning, the digital divide and epistemological access. Unpublished
paper.

Dudeney, Gavin, & Nicky Hockly ((2012). ICT in ELT: how did we get here and where
are we going?. ELT journal, 66(4), 533-542.



126

Dudeney, G., & Hockly, N. (2016). Literacies, technology and language teaching. FARR,
F.; MURRAY, L. The Routledge Handbook of Language Learning and
Technology. Abingdon/New York: Routledge, 115-126.

Dudeney, G., Hockly, N., & Pegrum, M. (2013). Digital literacies: Research and
resources in language teaching. Pearson Education Limited.

Durak, G., Cankaya, S., Yunkul, E., & Misirli, Z. A. (2018). A content analysis of
dissertations in the field of educational technology: The case of Turkey. Turkish
Online Journal of Distance Education, 19(2), 128-148.

Dwivedi, Y. K., Hughes, D. L., Coombs, C., Constantiou, I., Duan, Y., Edwards, J. S., ...
& Upadhyay, N. (2020). Impact of COVID-19 pandemic on information
management research and practice: Transforming education, work and
life. International Journal of Information Management, 55, 102211.

EBA (2021). The Main page of EBA. Retrieved 28/01/2021 from www.eba.gov.tr

E-learning Portal (2009). E-learning glossary. Retrieved from http://www.e-
learningguru.com/glossary/e.htm.

Egbert, J., & Hanson-Smith, E. (Eds.). (1999). CALL environments: Research, practice,
and critical issues. Alexandria: Teachers of English to Speakers of Other
Languages.

Ellis, R. A., Ginns, P., & Piggott, L. (2009). E-learning in higher education: Some key
aspects and their relationship to approaches to study. Higher Education Research
& Development, 28(3), 303.

Elzainy, A., El Sadik, A., & Al Abdulmonem, W. (2020). Experience of e-learning and
online assessment during the COVID-19 pandemic at the College of Medicine,
Qassim University. Journal of Taibah University Medical Sciences, 15(6), 456-
462.

Esposito, S., & Principi, N. (2020). School closure during the coronavirus disease 2019
(COVID-19) pandemic: an effective intervention at the global level?. JAMA
pediatrics, 174(10), 921-922.

E-ticaret official website (2020). Retrieved from https://www.eticaret.gov.tr/static//

Etikan, I., Musa, S. A., & Alkassim, R. S. (2016). Comparison of convenience sampling
and purposive sampling. American journal of theoretical and applied
statistics, 5(1), 1-4.

European Commission data, (2020). Retrieved from

https://ec.europa.eu/eurostat/data/database



127

Fabrigar, L. R., & Wegener, D. T. (2011). Exploratory factor analysis. Oxford University
Press.

Fabry, D. L., & Higgs, J. R. (1997). Barriers to the effective use of technology in
education: Current status. Journal of Educational Computing Research, 17(4),
385-395.

FATIH Project (2021). About FATIH Project. Retrieved 11/01/2021, from
http://fatihprojesi.meb.gov.tr/en/icerik.html

Fauziati, E. (2008). Introduction to Methods and Approaches in Second or Foreign
Language Teaching. Endonesia: UMS.

Ferri, F., Grifoni, P., & Guzzo, T. (2020). Online Learning and Emergency Remote
Teaching: Opportunities and Challenges in Emergency
Situations. Societies, 10(4), 86.

Fewell, N. (2014). Social networking and language learning with Twitter. Research
Papers in Language Teaching & Learning, 5(1).

Field, A. (2013). Discovering statistics using IBM SPSS statistics. (4th Ed.) Sage
Publications.

Fisher, M., & Baird, D. E. (2005). Online learning design that fosters student support,
self-regulation, and retention. Campus-wide information systems, 22(2), 88-107.

Fishman, J. A. (2006). Language policy and language shift. An introduction to language
policy: Theory and method, 311-328.

Fraenkel, J. R., Wallen, N. E. & Hyun, H. H. (2012). How to Design and Evaluate
Research in Education. New York: The McGraw-Hill Companies.

Gacanoglu, S., & Nakiboglu, C. (2019). Examination of Experienced Chemistry
Teachers” Usage of Education Information Network (EIN) Contents in their
Chemistry Courses. Necatibey Faculty of Education Electronic Journal of Science
and Mathematics Education, 13(2), 1141-1165.

Galloway, N., & Rose, H. (2015). Introducing Global Englishes. Routledge.

Gambo, J. M., Bahreman, N. T., Watties-Daniels, D., Neal, M., & Swoboda, S. M. (2017).
Can mobile technology enhance learning and change educational practice?. CIN:
Computers, Informatics, Nursing, 35(8), 375-380.

Gan, Z., & Leung, C. (2020). Illustrating formative assessment in task-based language
teaching. ELT Journal, 74(1), 10-19.



128

Garcia, E., & Weiss, E. (2020). COVID-19 and Student Performance, Equity, and US
Education Policy: Lessons from Pre-Pandemic Research to Inform Relief,
Recovery, and Rebuilding. Economic Policy Institute.

Gardner, J., Harlen, W., & Hayward, L. (2010). Developing teacher assessment.
McGraw-Hill Education (UK).

Gaytan, J., & McEwen, B. C. (2007). Effective online instructional and assessment
strategies. The American Journal of Distance Education, 21(3), 117-132.
George, D., & Mallery, M. (2002). Using SPSS for Windows step by step: A simple guide

and reference. Boston, MA: Allyn & Bacon.

Gibbs, G., & Simpson, C. (2004). Does your assessment support your students’
learning. Journal of Teaching and learning in Higher Education, 1(1), 1-30.

Gillham, B. (2008). Developing a questionnaire. A&C Black.

Gobbi, E., Maltagliati, S., Sarrazin, P., di Fronso, S., Colangelo, A., Cheval, B., ... &
Yiiksel, Y. (2020). Promoting Physical Activity during School Closures Imposed
by the First Wave of the COVID-19 Pandemic: Physical Education Teachers’
Behaviors in France, Italy and Turkey. International Journal of Environmental
Research and Public Health, 17(24), 9431.

Gonzélez Moncada, A. (2006). On materials use training in EFL teacher education: Some
reflections. Profile Issues in TeachersProfessional Development, 101-116.
Gonzalez-Videgaray, M. (2007). Evaluacién de la reaccion de alumnos y docentes en un

modelo mixto de aprendizaje para educacion superior. Relieve, 13(1), 83-103.

Gruber, A. L. I. C. E.,, & Bauer, E. L. W. I. R. A. (2020). Fostering interaction in
synchronous online class sessions with foreign language learners. Teaching,
Technology, and Teacher Education during the COVID-19 Pandemic: Stories
from the Field, 175-178.

Guasch, T., Alvarez, |., & Espasa, A. (2010). University teacher competencies in a virtual
teaching/learning  environment: ~ Analysis of a teacher training
experience. Teaching and Teacher Education, 26(2), 199-206.

Gulbahar, Y., & Guven, I. (2008). A survey on ICT usage and the perceptions of social
studies teachers in Turkey. Journal of Educational Technology & Society, 11(3),
37-51.

Giiler, S., & Ozkan, Y. (2018). Podcast Applications in Pre-Service Language Teacher
Education from a Constructivist Perspective. World Journal on Educational
Technology: Current Issues, 10(3), 131-141.



129

Giirsoy, E., Korkmaz, S. C., & Damar, A. E. (2013). Foreign language teaching within
4+ 4+ 4 education system in Turkey: Language teachers’ voice. Eurasian Journal
of Educational Research, 53, 59-74.

Haines, C. (2004). Assessing students’ written work: Marking essays and reports.
Routledge.

Hair, J. F., Anderson, R. E., Tatham, R. L., & William, C. (1998). Multivariate data
analysis. Upper Saddle River., New Jersey: Prentice Hall.

Halverson, R., & Smith, A. (2009). How new technologies have (and have not) changed
teaching and learning in schools. Journal of Computing in Teacher
Education, 26(2), 49-54.

Harmer, J. (2007). The practice of English language teaching. England: Pearson.

Harris, A. (2020). Leading a school during lockdown. Retrieved from https://my.
chartered.college/wp-content/uploads/2020/04/Harris.pdf.

Hatipoglu, C. (2016). The impact of the university entrance exam on EFL education in
Turkey: Pre-service English language teachers’ perspective. Procedia-Social and
Behavioral Sciences, 232, 136-144.

Hatziapostolou, T., & Paraskakis, 1. (2010). Enhancing the impact of formative feedback
on student learning through an online feedback system. Electronic Journal of E-
learning, 8(2), 111-122.

Herrera Mosquera, L., & Macias V, D. F. (2015). A call for language assessment literacy
in the education and development of teachers of English as a foreign
language. Colombian Applied Linguistics Journal, 17(2), 302-312.

Hockly, N. (2015). Developments in online language learning. ELT Journal, 69(3), 308-
313.

Hodges, C., Moore, S., Lockee, B., Trust, T., & Bond, A. (2020). The difference between
emergency remote teaching and online learning. Educause review, 27, 1-12.

House, J. (1999). Misunderstanding in intercultural communication: Interactions in
English as a lingua franca and the myth of mutual intelligibility. Teaching and
learning English as a global language.

Hoven, D. (1999). A model for listening and viewing comprehension in multimedia
environments. Language Learning and Technology 3(1), 88-103.

Hricko, M., & Howell, S. L. (2006). Online assessment and measurement. Igi Global.

Huang, R. H., Liu, D. J., Tlili, A., Yang, J. F., & Wang, H. H. (2020). Handbook on
facilitating flexible learning during educational disruption: The Chinese



130

experience in maintaining undisrupted learning in COVID-19 Outbreak. Beijing:
Smart Learning Institute of Beijing Normal University.

Hubbard, P. (2008). CALL and the future of language teacher education. CALICO
journal, 25(2), 175.

Hubbard, P., & Levy, M. (Eds.). (2006). Teacher education in CALL, 14. John Benjamins
Publishing.

Hung, M., Licari, F. W., Hon, E. S., Lauren, E., Su, S., Birmingham, W. C., ... & Carroll,
W. B. (2020). In an era of uncertainty: Impact of COVID-19 on dental
education. Journal of Dental Education, 85, 148-156.

Hurn, B. J. (2009). Will international business always speak English?. Industrial and
Commercial Training, 41(6), 299-304.

Hiilmbauer, C., Bohringer, H., & Seidlhofer, B. (2008). Introducing English as a lingua
franca (ELF): Precursor and partner in intercultural communication. Synergies
Europe, 3(2008), 25-36.

Hwang, C. C. (2005). Effective EFL education through popular authentic materials. Asian
EFL Journal, 7(1), 90-101.

Irons, A. (2007). Enhancing learning through formative assessment and feedback.
Routledge.

livari, N., Sharma, S., & Ventd-Olkkonen, L. (2020). Digital transformation of everyday
life-How COVID-19 pandemic transformed the basic education of the young
generation and why information management research should care?. International
Journal of Information Management, 55, 102183.

Ivankova, N. V., Creswell, J. W., & Stick, S. L. (2006). Using mixed-methods sequential
explanatory design: From theory to practice. Field methods, 18(1), 3-20.

Jandri¢, P. (2020). Postdigital research in the time of COVID-19. Postdigital Science and
Education, 2(2), 233— 238. https://doi.org/10.1007/s42438-020-00113-8
Januszewski, A., & Molenda, M. (Eds.). (2013). Educational technology: A definition

with commentary. Routledge.

Jarvis, C. 1., Van Zandvoort, K., Gimma, A., Prem, K., Klepac, P., Rubin, G. J,, &
Edmunds, W. J. (2020). Quantifying the impact of physical distance measures on
the transmission of COVID-19 in the UK. BMC medicine, 18, 1-10.

Jaskova, V. (2014). Duolingo as a new language-learning website and its contribution to
e-learning  education. (Doctoral  dissertation, = Masarykova  univerzita,

Pedagogicka fakulta).



131

Jereb, E., & Smitek, B. (2006). Applying multimedia instruction in e-learning.
Innovations in Education & Teaching International, 43(1), 15-27.

Jick, T. D. (1979). Mixing qualitative and quantitative methods: Triangulation in
action. Administrative science quarterly, 24(4), 602-611.

Jie, D. I. N. G. (2016). Research on Construction and Practice of Public Elective MOOCs
in Applied Undergraduate Colleges. International Conference on Engineering
and Advanced Technology (ICEAT 2016). Atlantis Press.

Johns  Hopkins  University of  Medicine  (2020).  Retrieved  from
https://coronavirus.jhu.edu/us-map

Joosten, T. (2012). Social media for educators: Strategies and best practices (1st ed.).
Hoboken, NJ: Wiley.

Kahiigi, E.K., Ekenberg, L., Hansson, H., Tusubira, F.F., & Danielson, M. (2008).
Exploring the e-learning state of the art. The Electronic Journal of e-Learning,
6(2), 77-88.

Kaiser, H. F. (1960). The Application of Electronic Computers to Factor
Analysis. Educational and  Psychological ~ Measurement, 20(1), 141-
151. https://doi.org/10.1177/001316446002000116

Karakas, A. (2012). Evaluation of the English language teacher education program in
Turkey. ELT Weekly, 4(15), 1-16.

Karanfil, F. (2021). How EBA (Educational Informatics Network) platform and Memrise
may help EFL learners: A review for state school EFL learners in Turkey. Journal
of Foreign Language Education and Technology, 6, 1.

Karatas, T. O., & Tuncer, H. (2020). Sustaining Language Skills Development of Pre-
Service EFL Teachers despite the COVID-19 Interruption: A Case of Emergency
Distance Education. Sustainability, 12(19), 8188.

Kawinkoonlasate, P. (2020). Online Language Learning for Thai EFL Learners: An
Analysis of Effective Alternative Learning Methods in Response to the COVID-
19 Outbreak. English Language Teaching, 13(12), 15-26.

Kennedy, T., Wellman, B., & Klement, K. (2003). Gendering the digital divide.
ITandSociety, 1(5), 72-96.

Kern, R. (2014). Technology as Pharmakon: The promise and perils of the internet for
foreign language education. The Modern Language Journal, 98(1), 340-357.

Kessler, G. (2018). Technology and the future of language teaching. Foreign language
annals, 51(1), 205-218.



132

Kizilet, E., & Ozmen, K. S. (2017). ICT Integration in Turkey: Evaluation of English
Language e-content of the FATIH Project. The Turkish Online Journal of
Educational Technology, 16(4), 33-41.

Kirkgoz, Y. (2005). English language teaching in Turkey: Challenges for the 21st
century. Teaching English to the world: History, curriculum, and practice, 159-
175.

Kirkgoz, Y. (2007). English language teaching in Turkey: Policy changes and their
implementations. RELC journal, 38(2), 216-228.

Khan, R. A., & Jawaid, M. (2020). Technology enhanced assessment (TEA) in COVID
19 pandemic. Pakistan journal of medical sciences, 36(COVID19-S4), 108.

Khlaif, Z. N., Salha, S., Affouneh, S., Rashed, H., & EIKimishy, L. A. (2020). The
COVID-19 epidemic: teachers’ responses to school closure in developing
countries. Technology, Pedagogy and Education, 1-15.

Klimova, B. (2015). The role of feedback in EFL classes. Procedia-Social and
Behavioral Sciences, 199, 172-177.

Kocak, O., & Giilcii, A. (2013). Fatih Projesinde Kullanilan Lcd Panel Etkilesimli Tahta
Uygulamalarina Yonelik Ogretmen Tutumlari. Kastamonu Egitim Dergisi, 21(3),
1221-1234.

Koehler, M., & Mishra, P. (2009). What is technological pedagogical content knowledge
(TPACK)?. Contemporary issues in technology and teacher education, 9(1), 60-
70.

Koohang, A., & Harman, K. (2005). Open source: A metaphor for e-learning. Informing
Science Journal, 8, 75-86.

Korkmaz, G., & Toraman, C. (2020). Are we ready for the post-COVID-19 educational
practice? An investigation into what educators think as to online
learning. International Journal of Technology in Education and Science
(IJTES), 4(4), 293-3009.

Konig, J., Jager-Biela, D. J., & Glutsch, N. (2020). Adapting to online teaching during
COVID-19 school closure: teacher education and teacher competence effects
among early career teachers in Germany. European Journal of Teacher
Education, 43(4), 608-622.

Krach, S. K., Paskiewicz, T. L., & Monk, M. M. (2020). Testing our children when the
world shuts down: Analyzing recommendations for adapted tele-assessment
during COVID-19. Journal of Psychoeducational Assessment, 38(8), 923-941.



133

Kucuk, S., Aydemir, M., Yildirim, G., Arpacik, O., & Goktas, Y. (2013). Educational
technology research trends in Turkey from 1990 to 2011. Computers &
Education, 68, 42-50.

Kulik, C. L. C., & Kulik, J. A. (1991). Effectiveness of computer-based instruction: An
updated analysis. Computers in human behavior, 7(1-2), 75-94.

Kukulska-Hulme, A. (2009). Will mobile learning change language
learning?. ReCALL, 21(2), 157-165.

Kukulska-Hulme, A., Lee, H., & Norris, L. (2017). Mobile learning revolution:
Implications for language pedagogy. The handbook of technology and second
language teaching and learning, 217-233.

Kurnaz, A. (2020). Using Educational Informatics Network (EBA) As an Educational
Learning Platform in EFL Courses In Turkey (Master of Arts Thesis Thesis,
Cukurova University, Adana)

Kurzweil, R. (2000). The age of spiritual machines: When computers exceed human
intelligence. Penguin.

Kvale, S. (2008). Doing interviews. Sage.

Kwapong, O. (2009). Comparing knowledge and usage of ICT among male and female
distance learners of an endowed and deprived area in a developing country in
Africa. Journal of Information Technology Education, 8, 1-17.

Lage, M. J., & Platt, G. (2000). The internet and the inverted classroom. Journal of
Economic Education, 31(1).

Lai, J.,, & Widmar, N. O. (2020). Revisiting the Digital Divide in the COVID-19
Era. Applied economic perspectives and policy, 43(1), 458-464.

Larsen-Freeman, D., & Anderson, M. (2013). Techniques and principles in language
teaching - Oxford handbooks for language teachers. (3rd ed.). Oxford University
Press.

Lee, J., Luchini, K., Michael, B., Norris, C., & Soloway, E. (2004). More than just fun
and games: Assessing the value of educational video games in the classroom.
CHI1°04 extended abstracts on Human factors in computing systems, 1375-1378.

Leibold, N., & Schwarz, L. M. (2015). The art of giving online feedback. Journal of
Effective Teaching, 15(1), 34-46.

Li, W. A. N. G. (2005). The advantages of using technology in second language
education. THE Jounral, 32(10), 38-42.



134

Liton, H. A. (2012). Developing EFL teaching and learning practices in Saudi colleges:
A review. Online Submission, 5(2), 129-152.

Longcope, P. (2009). Differences between the EFL and the ESL language learning
context. Studies in Language and Culture, 30(2), 203-320.

Longhurst, R. (2003). Semi-structured interviews and focus groups. Key methods in
geography, 3(2), 143-156.

Lourenco, S. F., & Tasimi, A. (2020). No participant left behind: conducting science
during COVID-19. Trends in Cognitive Sciences, 24(8), 583-584.

Ma, F. (2015). A review of research methods in EFL education. Theory and Practice in
Language Studies, 5(3), 566-571.

Macdonald, J. (2001). Exploiting online interactivity to enhance assignment development
and feedback in distance education. Open Learning: The Journal of Open,
Distance and e-Learning, 16(2), 179-1809.

Maclintyre, P. D., Gregersen, T., & Mercer, S. (2020). Language teachers’ coping
strategies during the COVID-19 conversion to online teaching: Correlations with
stress, wellbeing and negative emotions. System, 94, 102352.

Mahalingappa, L. J., & Polat, N. (2013). English language teacher education in Turkey:
policy vs academic standards. European Journal of Higher Education, 3(4), 371-
383.

Masonbrink, A. R., & Hurley, E. (2020). Advocating for children during the COVID-19
school closures. Pediatrics, 146(3).

Maxom, M. (2010). Teaching English as a foreign language for dummies. John Wiley &
Sons.

McAleer, M. (2020). Prevention is better than the cure: Risk management of COVID-109.
Journal of Risk and Financial Management, 13(3), 46.

McDonough, J., & Shaw, C. (1993). Materials and methods in ELT. Cambridge:
Blackwell.

McKay, S. L. (2006). Researching second language classrooms. Routledge.

McKay, S. L. (2012). Teaching materials for English as an international
language. Principles and practices of teaching English as an international
language, 3(9), 70-83.

McKay, S. L. (2018). English as an International language: What it is and what it means
for pedagogy. RELC Journal, 49(1), 9-23.



135

McMillan, J. H. (Ed.). (2013). SAGE handbook of research on classroom assessment.
Sage.

MoNE (2019). National education statistics: Formal education. Retrieved from
http://sgb.meb.gov.tr/www/icerik_goruntule.php?KNO=361

MoNE (2020a). Minister Selguk explained details about distance education to start on 23
March.  Retrieved from  https://www.meb.gov.tr/bakan-selcuk-23-martta-
baslayacak-uzaktan-egitime-iliskindetaylari-anlatti/haber/20554/tr

MoNE (2020b). Retrieved from http://covid19.meb.gov.tr/covid19.html?cat=uzaktan-
egitim

MoNE (2021). Retrieved from https://www.meb.gov.tr/meb_haberindex.php?dil=en

Ministry of Education of the People’s Republic of China, (2020a). Guidance on the
Organization and Management of Online Teaching in Colleges and Universities
during the Epidemic Prevention and Control Period. Retrieved from
http://www.moe.gov.cn/srcsite/A08/s7056/202002/t20200205_418138.html

Ministry of Education of the People’s Republic of China, (2020b). Notice on Using
Information to Support Education and Teaching during Epidemic Prevention and
Control Period. Retrieved from
http://www.moe.gov.cn/srcsite/A16/s3342/202002/t20200214 _421005.html

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A
framework for teacher knowledge. Teachers college record, 108(6), 1017-1054.

Monib, W. K., Karimi, A. Q., & Nijat, N. (2020). Effects of Alternative Assessment in
EFL Classroom: A Systematic Review. American International Journal of
Education and Linguistics Research, 3(2), 7-18.

Morse, J. M. (2010). Simultaneous and sequential qualitative mixed method
designs. Qualitative Inquiry, 16(6), 483-491.

Mulenga, E. M., & Marban, J. M. (2020). Is COVID-19 the Gateway for Digital Learning
in Mathematics Education?. Contemporary Educational Technology, 12(2),
ep269.

Naciri, A., Baba, M. A., Achbani, A., & Kharbach, A. (2020). Mobile learning in Higher
education: Unavoidable alternative during COVID-19. Aquademia, 4(1),
ep20016.

Nicol, D. J., & Macfarlane-Dick, D. (2006). Formative assessment and self-regulated
learning: A model and seven principles of good feedback practice. Studies in
higher education, 31(2), 199-218.



136

Nishijima, M., lvanauskas, T. M., & Sarti, F. M. (2017). Evolution and determinants of
digital divide in Brazil (2005-2013). Telecommunications Policy, 41(1), 12-24.

Northrup, D. (2013). How English became the global language. Springer.

Nunan, D. (1991). Communicative Tasks and the Language Curriculum, TESOL
Quarterly, 25(2), 279-95.

OECD (2005). Basic Education in Turkey Background Report. Retrieved from
http://www.oecd.org/education/school/39642601.pdf

OECD (2020). Initial Education Policy Responses to the COVID-19 Pandemic: Turkey.
Retrieved from https://www.oecd.org/education/policy-outlook/covid-snapshot-
Turkey.pdf

Onyema, E. M., Eucheria, N. C., Obafemi, F. A., Sen, S., Atonye, F. G., Sharma, A., &
Alsayed, A. O. (2020). Impact of Coronavirus pandemic on education. Journal of
Education and Practice, 11(13), 108-121.

Orhan, G., & Beyhan, O. (2020). Teachers’ perceptions and Teaching Experiences On
Distance Education Through Synchronous Video Conferencing During COVID-
19 Pandemic. Social Sciences and Education Research Review, 7(1), 8-44.

Owston, R. D. (1997). Research news and comment: The world wide web: A technology
to enhance teaching and learning?. Educational researcher, 26(2), 27-33.

Ozcan, E. K. E. N., Tosun, N., & Eken, D. T. (2020). COVID-19 Salgini lle Acil Ve
Zorunlu Uzaktan Egitime Gegis: Genel Bir Degerlendirme. Milli Egitim
Dergisi, 49(1), 113-128.

Ozer, M. (2020). Tirkiye’de COVID-19 Salgin1 Siirecinde Milli Egitim Bakanlig:
Tarafindan Atilan Politika Adimlar1 Educational Policy Actions by the Ministry
of National Education in the times of COVID-19. Kastamonu Education
Journal, 28(3), 1124-1129.

Oztan, A. C. (2012). Fen ve teknoloji 6gretiminde akilli tahta kullaniminin ilkogretim 7.
smif ogrencilerinin akademik basarilarina etkisi [Master of Arts Thesis,
Necmettin Erbakan University, Konya].

Ogiitlii, H. (2020). Turkey’s response to COVID-19 in terms of mental health. Irish
Journal of Psychological Medicine, 37(3), 222-225.

Onalan, O. K. A. N., & Giirsoy, E. (2020). Primary and secondary level EFL teachers’
use of assessment and assessment results in Turkey. Journal on English Language
Teaching (JELT), 10(3), 1-11.



137

Onalan, O., & Karagiil, A. E. (2018). A study on Turkish EFL teachers’ beliefs about
assessment and its different uses in teaching English. Dil ve Dilbilimi Calismalart
Dergisi, 14(3), 190-201.

Oz, H. (2014). Turkish Teachers. Practices of Assessment for Learning in the English as
a Foreign Language Classroom. Journal of Language Teaching and
Research, 5(4), 775.

Oztiirk, G., & Aydin, B. (2019). English Language Teacher Education in Turkey: Why
Do We Fail and What Policy Reforms Are Needed?. Anadolu Journal of
Educational Sciences International, 9(1), 181-213.

Pachler, N., Daly, C., Mor, Y., & Mellar, H. (2010). Formative e-assessment: Practitioner
cases. Computers & Education, 54(3), 715-721.

Pala, F. K., Arslan, H., & Ozding, F. (2017). Egitim Bilisim Agi Web Sitesinin Otantik
Gorevler Ve Go6z Izleme Ile Kullanilabilirliginin Incelenmesi. /hlara Egitim
Arastirmalart Dergisi, 2(1), 24-38.

Paris, S. G., & Paris, A. H. (2001). Classroom applications of research on self-regulated
learning. Educational Psychologist, 36(2), 89-101.

Perrin, A. (2019). Digital gap between rural and nonrural America persists. Pew Research
Center.

Prensky, M. (2001). ‘Digital natives, digital immigrants’. On the Horizon 9(5). MCB
University Press.

Prensky, M. (2009). H. sapiens digital: From digital immigrants and digital natives to
digital wisdom. Innovate: journal of online education, 5(3).

Purpura, J. E. (2016). Second and foreign language assessment. The Modern Language
Journal, 100(1), 190-208.

Rahim, A. F. A. (2020). Guidelines for online assessment in emergency remote teaching
during the COVID-19 pandemic. Education in Medicine Journal, 12(3).

Randel, J. M., Morris, B. A., Wetzel, C. D., & Whitehill, B. V. (1992). The effectiveness
of games for educational purposes: A review of recent research. Simulation &
gaming, 23(3), 261-276.

RAO, P. S. (2019). The Role of English as A Global Language. Research Journal of
English (RJOE), 4(1).

Rapanta, C., Botturi, L., Goodyear, P., Guardia, L., & Koole, M. (2020). Online university
teaching during and after the COVID-19 crisis: Refocusing teacher presence and

learning activity. Postdigital Science and Education, 2(3), 923-945.



138

Repici, A., Maselli, R., Colombo, M., Gabbiadini, R., Spadaccini, M., Anderloni, A.,
Carrara, S., Fugazza, A., Di Leo, M., Galtieri, P. A., Pellegatta, G., & Ferrara, E.,
C. (2020). Coronavirus (COVID-19) outbreak: What the department of endoscopy
should know. Gastrointestinal Endoscopy, 92(1), 192-197.
https://doi.org/10.1016/j.gie.2020.03.019

Reimers, F. M., & Schleicher, A. (2020). A framework to guide an education response to
the COVID-19 Pandemic of 2020. OECD, 2020-04.

Reimers, F., Schleicher, A., Saavedra, J., & Tuominen, S. (2020). Supporting the
continuation of teaching and learning during the COVID-19
Pandemic. OECD, 1(1), 1-38.

Reiser, R. A. (1987). Instructional technology: A history. Instructional technology:
foundations, 11-48.

Richards, J. C., & Rodgers, T. S. (2014). Approaches and methods in language teaching.
Cambridge University Press.

Robles, M., & Braathen, S. (2002). Online assessment techniques. Delta Pi Epsilon
Journal, 44(1), 39-49.

Rodrigues, H.; Almeida, F.; Figueiredo, V.; Lopes, S.L. (2019). Tracking e-learning
through published papers: A systematic review. Computer Education, 136, 87-98

Rogers, S. E. (2016). Bridging the 21st century digital divide. TechTrends, 60(3), 197-
199.

Rose, S. (2020). Medical student education in the time of COVID-19. Jama, 323(21),
2131-2132.

Rowe, N. C. (2004). Cheating in online student assessment: Beyond plagiarism. Online
Journal of Distance Learning Administration, 7(2).

Sadler, D. R. (1989). Formative assessment and the design of instructional
systems. Instructional science, 18(2), 119-144.

Sagnak, H. C., & Baran, E. (2021). Faculty members’ planned technology integration
behaviour in the context of a faculty technology mentoring
programme. Australasian Journal of Educational Technology, 1-21.

Suarez Alvarez, J., Pedrosa, 1., Lozano, L. M., Garcia Cueto, E., Cuesta Izquierdo, M., &
Muiiiz Fernandez, J. (2018). Using reversed items in Likert scales: A questionable

practice. Psicothema, 30.



139

Sangra, A., Vlachopoulos, D., & Cabrera, N. (2012). Building an inclusive definition of
e-learning: An approach to the conceptual framework. International Review of
Research in Open and Distributed Learning, 13(2), 145-159.

Saricoban, G. (2012). Foreign language education policies in Turkey. Procedia-Social
and Behavioral Sciences, 46, 2643-2648.

Sarwar, S., Waheed, R., Sarwar, S., & Khan, A. (2020). COVID-19 challenges to
Pakistan: Is GIS analysis useful to draw solutions? Science of the Total
Environment, 730, 139089. https://doi.org/10.1016/j.scitotenv.2020.139089

Schauer, G. A. (2006). Pragmatic awareness in ESL and EFL contexts: Contrast and
development. Language learning, 56(2), 269-318.

Schleicher, A. (2020). The impact of COVID-19 on education insights from education at
a glance 2020. Retrieved from oecd.org website: https://www. oecd.
org/education/the-impact-of-COVID-19-on-education-insights-education-at-a-
glance-2020. pdf.

Schlosser, L. A., & Simonson, M. (2009). Distance education: Definition and glossary of
terms (3rd ed.). Charlotte, NC: Information Age.

Seferoglu, G. (2006). Teacher candidates’ reflections on some components of a pre-
service English teacher education programme in Turkey. Journal of education for
Teaching, 32(4), 369-378.

Seidlhofer, B. (2005). Key concepts in ELT. English as a lingua franca. ELT Journal,
59(4), 339-341.

Selwyn, N. (2004). Reconsidering political and popular understandings of the digital
divide. New media & society, 6(3), 341-362.

Setiawan, A. R. (2020). Scientific Literacy Worksheets for Distance Learning in the
Topic of Coronavirus 2019 (COVID-19).
https://doi.org/10.31004/edukatif.v2il.xx

Setiyadi, A. (2020). Teaching English as a foreign language (2nd Ed.). Yogyakarta:
Graha llmu

Sezgin, S., & Firat, M. (2020). Covid-19 Siirecinde Uzaktan Egitim Ve Dijital Ugurum.
Dergipark, 6(4), 37-54.

Sharma, P., & Barrett, B. (2008). Blended learning: Using technology in and beyond the

language classroom. Macmillan.



140

Shetty, S., Shilpa, C., Dey, D., & Kavya, S. (2020). Academic Crisis During COVID 19:
Online Classes, a Panacea for Imminent Doctors. Indian Journal of
Otolaryngology and Head & Neck Surgery, 1-5.

Shin, D. S. (2020). Introduction: TESOL and the COVID-19 pandemic. TESOL
Journal, 11(3), e00547.

Shin, D. S., & Kang, H. S. (2018). Online language teacher education: Practices and
possibilities. RELC Journal, 49(3), 369-380.

Shute, V. J. (2008). Focus on formative feedback. Review of educational research, 78(1),
153-189.

Simpson, O. (2013). Supporting students for success in online and distance education.
Routledge.

Sintema, E. J. (2020). E-Learning and Smart Revision Portal for Zambian Primary and
Secondary School Learners: A Digitalized Virtual Classroom in the COVID-19
Era and Beyond. Aquademia, 4(2), ep20017

Singhal, M. (1997). The Internet and foreign language education: Benefits and
challenges. The internet TESL journal, 3(6), 107.

Skori¢, L., Glasnovié, A., & Petrak, J. (2020). A publishing pandemic during the COVID-
19 pandemic: how challenging can it become?. Croatian Medical Journal, 61(2),
79.

Sleeman, J., Lang, C., & Dakich, E. (2020). Social media, learning and connections for
international students: The disconnect between what students use and the tools
learning management systems offer. Australasian Journal of Educational
Technology, 36(4), 44-56.

Solak, E. (2014). The Content Analysis of the Research Papers on Foreign Language
Education in Turkey. Online Submission, 3(3), 167-178.

Solak, E., & Bayar, A. (2015). Current challenges in English language learning in Turkish
EFL context. Participatory Educational Research, 2(1), 106-115.

Soomro, K. A., Kale, U., Curtis, R., Akcaoglu, M., & Bernstein, M. (2020). Digital divide
among higher education faculty. International Journal of Educational
Technology in Higher Education, 17, 1-16.

Starkey, L. (2020). A review of research exploring teacher preparation for the digital
age. Cambridge Journal of Education, 50(1), 37-56.

Stella, A., & Gnanam, A. (2004). Quality assurance in distance education: The challenges
to be addressed. Higher education, 47(2), 143-160.



141

Tashakkori, A., & Teddlie, C. (Eds.). (2010). Sage handbook of mixed methods in social
& behavioral research. Sage.

Tavangarian, D., Leypold, M. E., Nolting, K., Roser, M., & Voigt, D. (2004). Is e-
Learning the Solution for Individual Learning?. Electronic Journal of E-
learning, 2(2), 273-280.

Tejedor, S., Cervi, L., Pérez-Escoda, A., & Jumbo, F. T. (2020). Digital Literacy and
Higher Education during COVID-19 Lockdown: Spain, Italy, and
Ecuador. Publications, 8(4), 48.

Thomas, M., Reinders, H., & Warschauer, M. (Eds.). (2012). Contemporary computer-
assisted language learning. A&C Black.

Tran, T., Hoang, A. D., Nguyen, Y. C., Nguyen, L. C., Ta, N. T., Pham, Q. H., ... &
Nguyen, T. T. (2020). Toward Sustainable Learning during School Suspension:
Socioeconomic, Occupational Aspirations, and Learning Behavior of Vietnamese
Students during COVID-19. Sustainability, 12(10), 4195.

Thurstone, L. L. (1947). Multiple factor analysis. Chicago, IL: University of Chicago
Press.

Tiiysiiz, C., & Ciimen, V. (2016). Eba Ders Web Sitesine iliskin Ortaokul Ogrencilerinin
Goriisleri. Usak University Journal of Social Sciences, 9(27).

UNESCO (2020a). Retrieved from https://en.unesco.org/covid19/educationresponse

UNESCO (2020b). Retrieved from https://en.unesco.org/news/student-and-teacher-
china-tell-unesco-about-how-they-have-been-impacted-COVID-19

UNESCO (2020c). Retrieved from https://en.unesco.org/covid19/educationresponse/

UNESCO (2020d). 290 million students out of school due to COVID-19: UNESCO
releases first global numbers and mobilizes response. Retrieved April 17, 2020,
from UNESCO: https://en.unesco.org/news/290-million-stu

UNESCO (2020e). 10 recommendations to ensure that learning remains uninterrupted.
Retrieved from https://en.unesco.org/news/COVID-19-10-recommendations-
plan-distance-learningsolutions

UNICEF (2020). Retrieved from https://data.unicef.org/topic/education/COVID-19/

Uztosun, M. S. (2018). In-service teacher education in Turkey: English language
teachers’ perspectives. Professional development in Education, 44(4), 557-5609.

Ulgii, S., & Er, M. (2016). PRE-SERVICE LANGUAGE TEACHER EDUCATION IN
TURKEY. Scientific Research & Education in the Air Force-AFASES, 2.



142

Unalds, 1. (2016). Self and teacher assessment as predictors of proficiency levels of
Turkish EFL learners. Assessment & evaluation in higher education, 41(1), 67-
80.

Valentine, D. (2002). Distance learning: Promises, problems, and possibilities. Online
journal of distance learning administration, 5(3).

Valverde-Berrocoso, J., Garrido-Arroyo, M. D. C., Burgos-Videla, C., & Morales-
Cevallos, M. B. (2020). Trends in educational research about e-learning: a
systematic literature review (2009-2018). Sustainability, 12(12), 5153.

Van Dijk, J., & Hacker, K. (2003). The digital divide as a complex and dynamic
phenomenon. The information society, 19(4), 315-326.

Van Lancker, W., & Parolin, Z. (2020). COVID-19, school closures, and child poverty: a
social crisis in the making. The Lancet Public Health, 5(5), 243-244.

Vanderplank, R. (2010). Déja vu? A decade of research on language laboratories,
television and video in language learning. Language teaching, 43(1), 1.

Vial, G. (2019). Understanding digital transformation: A review and a research
agenda. The Journal of Strategic Information Systems, 28(2), 118-144.

Viberg, O., & Gronlund, A. (2017). Understanding students’ learning practices:
challenges for design and integration of mobile technology into distance
education. Learning, Media and Technology, 42(3), 357-377.

Viner, R. M., Russell, S. J., Croker, H., Packer, J., Ward, J., Stansfield, C., ... & Booy, R.
(2020). School closure and management practices during coronavirus outbreaks
including COVID-19: a rapid systematic review. The Lancet Child & Adolescent
Health, 4(5), 397-404.

Wang, G., Zhang, Y., Zhao, J., Zhang, J., & Jiang, F. (2020). Mitigate the effects of home
confinement on  children during the COVID-19 outbreak. The
Lancet, 395(10228), 945-947.

Wardhani, B., Dugis, V., & Saad, M. S. (2018). On the digital divide: role of the
University of the South Pacific in enhancing education in the Pacific countries.
World Transactions on Engineering and Technology Education, 16(1), 36-41.

Waris, A., Atta, U. K., Ali, M., Asmat, A., & Baset, A. (2020). COVID-19 outbreak:
current scenario of Pakistan. New Microbes and New Infections, 35(20), 100681.
https://doi.org/10.1016/j.nmni.2020.100681

Warschauer, M. (Ed.). (1995). Virtual connections: online activities and projects for

networking language learners. Honolulu, HI: University of Hawaii Press.



143

Warschauer, M. (1996). Comparing face-to-face and electronic communication in the
second language classroom. CALICO Journal, 13(2), 7-26.

Watling, C. J., & Ginsburg, S. (2019). Assessment, feedback and the alchemy of
learning. Medical education, 53(1), 76-85.

Widdowson, H. (2003). Defining issues in English language teaching. Oxford University
Press.

Wiggins, G. (1998). Educative Assessment. Designing Assessments to Inform and
Improve Student Performance. CA, San Francisco: Jossey-Bass Publishers

Wilkerson, C. (2008). Instructors’ use of English in the modern language
classroom. Foreign Language Annals, 41(2), 310-320.

Wilson, N., & McClean, S. (1994). Questionnaire design: A practical introduction.
Coleraine: University of Ulster.

WHO (2020a). Mental health and psychosocial considerations during the COVID-19
outbreak. Retrieved from https://www.who.int/docs/default-
source/coronaviruse/mental-health-considerations.pdf

WHO (2020b). Virtual press conference on COVID-19. WHO. Retrieved from
https://www.who.int/docs/default source/coronaviruse/transcripts /who-audio-
emergencies-coronavirus-press-conference-full-and-final-
11mar2020.pdf?sfvrsn=cb432bb3 2

WHO (2021). Rolling updates on coronavirus disease (COVID-19). Retrieved from
https://www.who.int/emergencies/diseases/novel-coronavirus-2019

Worldometer, (2020). The Latest Coronavirus Cases. [Press Release]. Retrieved
01/10/2020 from https://www.worldometers.info/coronavirus/

Yang, S. C. (2001). Integrating computer-mediated tools into the language curriculum.
Journal of Computer Assisted Learning, 17(1), 85-93.

Yang, S. C., & Chen, Y. J. (2007). Technology-enhanced language learning: A case
study. Computers in human behavior, 23(1), 860-879.

Yildiz, M. (2010). Digital divide in Turkey: A general assessment. In Handbook of
research on overcoming digital divides: Constructing an equitable and
competitive information society. 1GI Global, 75-89.

Yilmaz, N. P. (2011). Evaluation of the technology integration process in the Turkish

education system. Contemporary Educational Technology, 2(1), 37.



144

Yong, A. G., & Pearce, S. (2013). A beginner’s guide to factor analysis: Focusing on
exploratory ~ factor analysis. Tutorials in quantitative methods for
psychology, 9(2), 79-94.

Young, S. S. C. (2003). Integrating ICT into second language education in a vocational
high school. Journal of Computer Assisted Learning, 19(4), 447-461.

Yucesoy-Ozkan, S., Kaya, F., Gulboy, E., Altun, D. E., & Oncul, N. (2020). General and
Special Education Practices During the COVID-19 Viral Outbreak in
Turkey. Educational Practices during the COVID-19 Viral Outbreak:
International Perspectives, 19.

Zawacki-Richter, O., Kondakci, Y., Bedenlier, S., Alturki, U., Aldraiweesh, A., &
Piiplichhuysen, D. (2015). The development of distance education systems in
Turkey, the Russian Federation and Saudi Arabia. European Journal of Open,
Distance and E-learning, 18(2), 112-128.

Zeichner, K. (1992). Rethinking the practicum in the professional development school
partnership. Journal of Teacher education, 43(4), 296-307.

Zhang, W., Wang, Y., Yang, L., & Wang, C. (2020). Suspending classes without stopping
learning: China’s education emergency management policy in the COVID-19
Outbreak. Journal of Risk and Financial Management, 13(3), 55.

Zhong, B. L., Luo, W., Li, H. M., Zhang, Q. Q., Liu, X. G, Li, W. T., & Li, Y. (2020).
Knowledge, attitudes, and practices towards COVID-19 among Chinese residents
during the rapid rise period of the COVID-19 outbreak: a quick online cross-
sectional survey. International journal of biological sciences, 16(10), 1745.



145

APPENDICES

Appendix 1. Digital Literacy of English Language Teachers in Turkey throughout
COVID-19 Outbreak — Questionnaire

This questionnaire aims to explore the experiences of English Language Teachers of the
Ministry of Education in Turkey during the COVID-19 outbreak. The purpose is to
identify the efficiency of the digital teaching process and the EBA (EIN) platform, in
terms of the difficulties faced in developing and teaching online materials, and how to
evaluate learning outcomes in online platforms. The information you provide will only
be used within the objectives of the relevant scientific research. Your personal
information will be kept private and confidential. If you have any question, do not hesitate
to contact me.
Thank you for your participation and contribution to this study.
Emine DEMIR
emine.demir.1808@gmail.com
Section 1- Demographic Information
Your gender: Female [_] / Male [_]

Your age:

Your teaching level:

Years of experience:

What is the highest degree you have completed? :

How many hours a week do you teach? :

Section 2- Engagement & Comfort with Technology
After reading the statements in the questionnaire carefully, use the following scale when
responding to each statement by circling the number from the scale.

Key: 1- Strongly disagree 2- Disagree 3- Neutral 4- Agree 5- Strongly agree

1. How do you engage and feel about the following statements?
11. | feel competent in using digital technologies for teaching. 1123|415

12. I collaborate with my colleagues to design technology-enhanced | 1|2 |3 4|5
language teaching activities.
13. I am interested in learning and reading more about technology- |12 |34 |5
enhanced language teaching.
14. | feel competent about the use of technology to increase 1123|415
learners’ motivation and enthusiasm.
15. | prefer to receive training and support for the use of technology |12 3|4 |5

in my lessons.

16. | took related courses to technology-enhanced language 112(34|5
teaching.

17. | feel competent in using digital technologies for fun. 112(34|5

18. | feel competent in choosing appropriate digital toolstosupport |12 |34 |5
teaching.
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19.

| feel competent about designing innovative teaching materials | 1| 2
with digital technologies.

20.

| can adapt the use of technologies to different teaching 1(2
activities.

Section 3 - Experiences in Online Teaching Practices during the COVID-19
Outbreak

Key: 1- Strongly disagree 2- Disagree 3- Neutral 4- Agree 5- Strongly agree

23. The transition/shift to online learning was too rapid. 1 4|5

24. The education system was not prepared enough for online education 1 4
practices.

25. The infrastructure required for online learning was not ready. 1/2|31|4|5

26. | had a lack of experience in preparing e-learning content. 112|345

27. | had internet connection problems. 1123415

28. Students had internet connection problems. 112345

29. | could not adapt to online teaching practices. 1/2|31|4|5

30. I am not experienced in using information and communication 112345
technologies.

31. Reliable assessment could not be made in the online education 1/2|31|4|5
environment.

32. | felt a lack of knowledge on how to evaluate the learners’ knowledgeand | 1|2 |3 |4 |5
skills in the online education environment.

33. Providing constructive feedback to my students was easier in online 112345
lessons.

34. Online education is not efficient in teaching some skills such as listening, |12 |3 |4 |5
reading, writing, or speaking.

35. In online education, it is difficult to teach according to the individual 1/2|31|4|5
interests and abilities of the students.

36. It was challenging to notice common students’ understandings and 112(3]4|5
misconceptions in online lessons.

37. The duration of the course in online education was too short. 11231415

38. Student motivation in online education is lower compared to face-to-face |1|{2|3 |4 |5
classes.

39. The school administrators showed positive attitudes and behaviors 112345
towards teachers during the online teaching process.

40. The time schedule of the online sessions (teaching hours) was not 112131415
suitable.

41. The number of the online sessions was too many. 1/2|31|4|5

42. 1 didn’t have a suitable environment at home for the online teaching. 112345

43. Online lectures created extra stress on teachers. 1123415

44. 1 felt insecure and had some security problems while teaching online. 112345




Section 4 — The EBA/EIN Platform and Online Teaching
Key: 1- Strongly disagree 2- Disagree 3- Neutral 4- Agree 5- Strongly agree
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17. The EBA platform is easy to use for teachers. 1123|415

18. The EBA platform is a good component of teaching. 1123|415

19. The EBA platform helps me to gain time for online classes. 1(2(3|4|5

20. The EBA platform increased teacher-student interaction. 1123|415

21. The EBA platform helped me to increase student-student 112(3(4|5
interaction.

22. The EBA platform provided facilities for pair and group workin |12 3|4 |5
online classes.

23. The EBA platform requires practical knowledge to use it. 1123|415

24. | participated in online seminars and training to use the EBA 1123|415
platform.

25. The EBA platform made me a more effective teacher. 1123|415

26. | could find various materials in the EBA platform. 1123|415

27. The EBA platform offers interactive educational content for 1(2(3|4|5
learners (games, activities, etc.).

28. | have concerns to utilize the EBA platform appropriately. 1123|415

29. The EBA platform provided me electronic support when | got 1123|415
confused.

30. The EBA platform contributes to the development and qualityof | 1|2 3|4 |5
education.

31. The EBA platform also consists of numerous sources for 1123|415
learners in the development of language skills (reading,
listening, speaking, writing).

32. I suggest maintaining the usage of the EBA platform after the 1123|415

outbreak.

Please write down any other comments, suggestions, or strategies you experienced.
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Appendix 2. Digital Literacy of English Language Teachers in Turkey and COVID-

19 Outbreak — Interview Questions

10.
11.

Tell me about your experience with online teaching and the EBA platform. How do
you define this process? What are the positive and negative elements of this
process? Please tell me what you like or don’t like about it?

What are the differences between online teaching and face-to-face teaching?

What is your opinion about continuation of online learning in your following
academic year?

Are you satisfied with the online teaching and evaluation? Elaborate your answer
with reasons.

Which teaching strategies did you use mostly? What are the reasons to use such
mode of teaching? How did your teaching style change while teaching online?
Which assessment tools did you used to evaluate learning outcomes during online
teaching? Was the EBA platform useful for assessment?

Were you able to give constructive feedback to your students in online teaching?
What were your concerns during online teaching?

Did the EBA platform help you to overcome challenges?

How was your relationship with students throughout the outbreak?

Is there anything further you would like to discuss that we did not ask you regarding
the online teaching during the pandemic. How helpful was it for your academic
progress?
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Appendix 3. Official Response for the Research Population
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T.C. Cumhurbaskanligi iletisim Merkezi (CIMER)’ ne 06.03.2021 tarihinde yapmis
oldugunuz 2101118565 sayil basvurunuz 10.03.2021 tarihinde KAHRAMANMARAS
IL MILLI EGITIM MUDURLUGU tarafindan cevaplanmistir:

Cumbhurbaskanhg iletisim Merkezine yapmis oldugunuz basvurunuz incelenmistir.

Basvurunuzda yer alan, ilimizde gorevli ingilizce 6gretmeni sayisi 806'dir. Diger
taraftan, konu ile ilgili yiksek lisansiniza dayanak teskil edecek anket vb.
calismalarinizda Muddrligumuz ilgili birimlerine miracaat ederek uygunluk izni
almaniz gerektigini saygilarimizla bilgilerinize sunariz.
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Appendix 4. Approval Document of Ethics Committee
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