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Abstract 

In this study, it was aimed to examine the burnout levels of teachers (Turkish language instructors) working in the Project for 
the Integration of Syrian Children into the Turkish Education System (PIKTES). The study was conducted with mixed method. 
Quantitative data were collected through personal information form and Maslack Burnout Inventory (MBI), while qualitative 
data were collected through semi-structured interviews. Nonparametric tests were used to analyze quantitative data, and 
thematic analysis was used to analyze qualitative data. The sample of the study consists of 301 Turkish language instructors 
from different cities and branches, who were determined by simple random sampling method, one of the probability sampling 
methods. According to the findings of the research, as a result of quantitative data analysis, it was determined that Turkish 
Language Teachers were moderately exhausted in the emotional exhaustion sub-dimension, highly exhausted in the 
depersonalization sub-dimension and low in the personal accomplishment sub-dimension. It was found that the burnout levels 
of Turkish language instructors differed significantly in the sub-dimensions of the scale according to their views on age, branch 
and workload, but did not differ significantly according to the number of students. As a result of the qualitative analyses, 
Turkish language instructors stated that the fact that they were working under the labor law within the scope of PIKTES 
negatively affected them emotionally and that there were cases where they received negative reactions from their colleagues 
and supervisors. It was concluded that working with foreign national students negatively affected them physically and 
emotionally and that PIKTES had a negative impact on their motivation due to working conditions. 

Öz 

Bu araştırmada Suriyeli Çocukların Türk Eğitim Sistemine Entegrasyonu Projesi (PIKTES)’te görev yapmakta olan öğretmenlerin 
(Türkçe öğreticilerin) tükenmişlik düzeylerini incelemek amaçlanmıştır. Araştırma karma yöntem ile gerçekleştirilmiştir. Nicel 
veriler kişisel bilgi formu ve Maslack Tükenmişlik Ölçeği (MBI), nitel veriler ise yarı yapılandırılmış görüşmeler ile toplanmıştır. 
Nicel verilerin analizinde non parametrik testler, nitel verilerin analizinde ise tematik analiz kullanılmıştır. Araştırma 
örneklemini farklı şehirlerde ve branşlardan olasılıklı örnekleme yöntemlerinden basit tesadüfi örnekleme yöntemi ile 
belirlenen 301 Türkçe öğretici oluşturmaktadır. Araştırma bulgularına göre nicel veri analizleri sonucunda Türkçe Öğreticilerin 
duygusal tükenme alt boyutunda orta düzeyde, duyarsızlaşma alt boyutunda yüksek düzeyde ve kişisel başarı alt boyutunda 
düşük düzeyde tükenmiş oldukları tespit edilmiştir. Türkçe öğreticilerin tükenmişlik düzeylerinin yaş, branş, iş yükleri hakkındaki 
görüşlerine göre ölçeğin alt boyutlarında anlamlı düzeyde farklılaştığı, öğrenci sayısına göre ise anlamlı şekilde farklılaşmadığı 
bulgularına ulaşılmıştır. Nitel analizler sonucunda Türkçe öğreticilerin PIKTES kapsamında iş kanununa bağlı görev yapıyor 
olmasının duygusal olarak kendilerini olumsuz şekilde etkilediği ve meslektaş ve amirlerinden olumsuz tepkiler aldıkları 
durumlar olduğunu belirtmişlerdir. Yabancı uyruklu öğrenciler ile çalışıyor olmanın fiziksel ve duygusal olumsuz şekilde 
kendilerini etkilediği ve PIKTES’in çalışma şartları kaynaklı motivasyonlarını olumsuz etkilediği sonuçlarına ulaşılmıştır. 

 
 
 
 

Anahtar Kelimeler 

Türkçe öğreticiler 

Tükenmişlik 

PIKTES 

Suriyeli çocuklar 

Yabancı uyruklu 
öğrenciler 

 

Received/Başvuru Tarihi 
16.03.2023 

Accepted / Kabul Tarihi 
10.10.2023 

 

 

                                                           
1 Corresponded Author, Ondokuz Mayıs University, Education Faculty, Basic Education Department, Samsun, TURKİYE; https://orcid.org/0000-0003-4444-7165 
2 Sakarya University, Education Faculty, Basic Education Department, Sakarya, TURKİYE; https://orcid.org/0000-0001-8647-9005 



   

|Kastamonu Education Journal, 2024, Vol. 32, No. 1| 

 

181 

INTRODUCTION  

Freudenberger (1974, 1975) coined the term "burnout," which was prevalent in the USA in the 1970s (Leiter et al., 2015). He defined burnout 
as exhaustion among social workers who feel under pressure because they feel obliged to achieve, overcome, and meet needs with their 
continuous long-term service to society, resulting in behavior change due to disappointments after trying harder to overcome that pressure 
(1975). Maslach and Jackson (1981) argue that social workers working under challenging conditions experience chronic stress and emotional 
exhaustion, resulting in burnout. In short, burnout is the last stage of being unable to cope with chronic stress (Cherniss, 1985). Freudenberger's 
work paved the way for further systematic and empirical research in the 1980s (Maslach et al., 2001).  

Unlike acute depression, burnout is accumulated stress in response to work-related stressors. For this reason, burnout has become an 
essential concept in work and social life thanks to developments in personal rights (Maslach & Leiter, 1997). Maslach and Leiter (1997, 2005) 
categorized the factors of burnout into six factors: workload, control, reward community, fairness, and values. Working harder (e.g., teachers 
dealing with more students), doing work that requires more extended time, and working in jobs that involve multitasking increase workload. An 
individual's workload is one of the directly affecting factors on burnout. Every individual wants to feel that they have accomplished something 
in their work. For this reason, limitations in the autonomy and participation of the individual in their work reduce the individual's control over 
their work and increase burnout. The inability of the individual to obtain adequate wages, appreciation, or satisfaction in their work increases 
burnout due to the failure to provide proper rewards. Community in an organization is a critical component of the organizational atmosphere. 
The breakdown of the community leads to less support and respect among the people in the organization and an increased sense of isolation in 
the individual, which increases burnout. For the individual to maintain their commitment to work and for the community in the organization to 
establish open communication and mutual respect, there must be fair management. Lack of trust, openness, and care in the organization directly 
affects burnout. Finally, the incompatibility between the values of the organization and the values of the individual is also a factor that increases 
burnout (Maslach & Leiter, 1997).   

People experiencing burnout undergo a spiritual erosion, leading to physiological problems, but more often to psychological and social 
problems (Maslach & Leiter, 1997, 2016). According to Maslach (1993), there are three dimensions of burnout. Maslach based his Maslach 
Burnout Inventory (MBI) on these three dimensions since he believed each size affects everyone differently and significantly. These dimensions 
are emotional exhaustion, depersonalization, and decreased personal accomplishment.  

Emotional exhaustion describes extreme emotions (sudden bursts of anger, crying spells, etc.) and the depletion of an individual's physical 
and emotional resources (Maslach, 1993). Emotional exhaustion damages organizational commitment and decreases job performance 
(Cropanzano et al., 2003; Moon & Hur, 2011). There is also a predictive relationship between turnover and emotional exhaustion (Cropanzano 
et al., 2003). In addition, the psychological tension caused by emotional exhaustion at work is an essential factor that negatively affects an 
individual's family life (Liang, 2015). 

Depersonalization is a continuous or recurrent attack of feeling separated or alienated from the sense of self and others (Maslach, 1993). 
(Hollet-Haudebert vd., 2011). Depersonalization leads to decreased organizational commitment (Hollet-Haudebert et al., 2011) and reduced 
attention and perception of the work (Guralnik et al., 2000). Besides, depersonalization decreases job satisfaction (Arabacı, 2010), and decreased 
job satisfaction increases depersonalization (Kalliath & Morris, 2002). Hence, desensitization and job satisfaction can affect each other in a cycle. 

Decreased personal accomplishment is defined as a feeling of failure and incompetence in an individual's job (Maslach, 1993). Individuals 
need social support mechanisms to feel personal accomplishment in their work and that their knowledge and skills are essential for society 
(Guenette & Smith, 2018). An individual feeling accomplished in work increases task performance and is more creative (Karaboga et al., 2022). 
The lack of control over an individual's work negatively affects personal accomplishment (Hollet-Haudebert et al., 2011). 

Emotional exhaustion affects depersonalization (Diestel & Schmidt, 2010) and personal accomplishment (Civelek & Pehlivanoğlu, 2019). 
Additionally, higher levels of depersonalization lead to higher levels of emotional exhaustion (Taris et al., 2005) and lower levels of personal 
accomplishment (Diestel & Schmidt, 2010; Taris et al., 2005). Hence, though the three dimensions defined by Maslach are caused by different 
reasons and produce different results, they critically affect each other. So, each dimension of burnout can be considered to be crucial. 

Teachers Burnout 

Unlike other professions, being a teacher demands incredibly intimate human relationships. Although the best part of the relationship 
between students and teachers is that the first is learning, the second becomes much too vulnerable to emotional exhaustion and frustration. 
Burnout due to emotional exhaustion and frustration significantly damages teachers' relationships with students and colleagues. Teachers who 
suffer from burnout tend to be much more likely to underperform, preventing students from learning (Maslach & Leiter, 1999). Capel (1992) 
stated that many factors are intertwined in teacher burnout and suggested that individual, environmental, and psychological factors will be 
influential.  

Individual characteristics of the teacher are one of the factors affecting teacher burnout. Certain teachers are more sensitive and likely to 
burnout than others (Maslach & Leiter, 1999). Generally, personality characteristics affect emotional exhaustion (Basim et al., 2013). Many 
individual factors such as locus of control and stability of personality (Capel, 1992), neuroticism (Basim et al., 2013; Kokkinos, 2007), extraversion 
(Basim et al., 2013), conscientiousness (Kokkinos, 2007) are related to teacher burnout. According to Kokkinos (2007), teachers' personality traits 
are more related to the personal accomplishment dimension of burnout.  

Environmental factors include the teaching profession and factors related to the work. Factors directly related to teaching, such as educating 
children, maintaining discipline and crowded classrooms, unmotivated students, challenging classrooms, students not accepting teachers' 
authority, lack of equipment, inadequate facilities, and lack of participation in decision-making (Capel, 1992) are associated with teacher stress 
and burnout (Iannucci et al., 2021). School atmosphere also affects teachers' burnout levels because schools have complex structures. Workload 
and social and administrative structure significantly affect teachers' motivation (Maslach & Leiter, 1999). In addition, the social and 
organizational structure of the school is the most significant support for protecting teachers from emotional exhaustion (Greenglass et al., 1996). 
The political, economic, and social environment in which schools are located is also essential. Violence, poverty, or adaptation problems in the 
school region affect students ' learning and teachers' burnout levels (Maslach & Leiter, 1999). There is an inverse relationship between teachers' 
job satisfaction and burnout (Lee & Brotheridge, 2006). Therefore, it can be said that students' profiles, attitudes, behaviors, and social and 
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economic environments, which significantly impact job satisfaction, significantly affect teachers' burnout levels. In addition, not meeting 
teachers' motivational needs, such as rewards, is one of the factors affecting burnout (Sarros & Sarros, 1987). According to Kokkinos (2007), 
environmental factors are more related to emotional exhaustion and depersonalization dimensions of burnout.  

Psychological factors consist of factors related to teachers' role conflict and ambiguity. Role conflict and ambiguity teachers suffer are also 
associated with stress and burnout (Capel, 1987, 1992). Additionally, rapid change and transformation in educational institutions require 
teachers to adapt to tougher working conditions. This continuous cycle increases the feeling of burnout in teachers (Kariou et al., 2021). 

International Students in Türkiye 

The Syrian civil war has been the most complex conflict since the 2011 Arab uprisings. It sparked the largest humanitarian crisis. Millions of 
refugees poured into Türkiye. Today, Türkiye hosts more than 3.5 million Syrians [Directorate General of Migration Management (DGMM, 2020)] 
and almost half a million refugees from other countries [United Nations High Commissioner for Refugees (UNHCR), 2021]. Türkiye has 1,838,324 
Syrian children aged 0-18 (DGMM, 2020). Therefore, the Ministry of National Education (MNE, 2014) has regulated and expanded the scope of 
educational activities according to national and international conventions. The Delegation of the European Union launched the project 
“Promoting Integration of Syrian Kids into the Education System” (PICTES) in 2016 to help children under temporary protection  access Turkish 
education and social adaptation (Delegation of the European Union; PIKTES, 2021). Within the scope of this project, a total of more than four 
thousand language trainers, including classroom, Turkish, literature, Arabic teachers, and guidance and psychological counselors, were employed 
in schools inside and outside the camps to teach international students Turkish and help them integrate into the Turkish society [Directorate 
General for Life-Long Learning (DGLLL), 2020]. The project is still in progress in 26 provinces of Türkiye. Turkish language trainers are recognized 
as “temporary workers.” 

Turkish language trainers work in all kinds of schools with a sufficient number of international students, especially in schools with very limited 
working conditions in camps, tent cities, and satellite cities. Turkish language trainers work in what is called "integration classes," which consist 
of international students with poor language skills at the third-grade level of primary school. After one year of education, students return to 
their classrooms. The following year, integration classes are reopened with new students. If there are not enough international students in a 
school, Turkish language trainers are transferred to other schools. 

Turkish language trainers provide education to traumatized victims of war who have had to leave their country and live in adverse social and 
economic environments. Research shows that Turkish language trainers are more likely to experience burnout (Uştu & Tümkaya, 2021). We 
think that Turkish language trainers working under adverse conditions to provide education to international students are also more likely to 
experience burnout. Therefore, this study focused on the burnout levels of Turkish language trainers. 

Aim of the Research 

This study investigated the burnout levels of Turkish language trainers working for PIKTES. The sample consisted of 301 Turkish language 
trainers from different cities and branches. Quantitative data were collected using the Maslach Burnout Inventory (MBI). 

The research questions are as follows: 

 What MBI overall and subscale scores do participants have? 

 Do participants’ MBI overall and subscale scores significantly differ by sociodemographic characteristics (age, number of students, 
branch and workload)? 

 What do participants think about the factors causing burnout? 

METHOD 

This study addressed the burnout levels of Turkish language trainers and investigated what they thought about the factors causing burnout. 
The study adopted an exploratory design model, a mixed research design, to analyze a situation as it is (Creswell & Plano Clark, 2017). Participants 
were interviewed to collect qualitative data, which was used to support the quantitative data (Büyüköztürk et al., 2012; Sönmez & Alacapınar, 
2016; Türnüklü, 2000). The research was completed by analyzing and interpreting the quantitative and qualitative data. 

Study Group 

The study population consisted of 4.057 Turkish language trainers working for PIKTES in 26 provinces (Adana, Adıyaman, Ankara, Antalya, 
Batman, Bursa, Çorum, Diyarbakır, Eskişehir, Gaziantep, Hatay, İstanbul, İzmir, Kahramanmaraş, Kayseri, Kilis, Kocaeli, Konya, Malatya, Mardin, 
Mersin, Osmaniye, Sakarya, Samsun, Şanlıurfa, and Yalova) in the 2020-2021 academic year. This study focused on Turkish language trainers 
because, since 2016, they have been working with international students who are at risk and do not have Turkish language and culture 
knowledge. Participants were recruited using simple random sampling, a probability sampling method. Simple random sampling allows every 
case of the population to have an equal probability of inclusion in the sample (Karasar, 2020). The sample consisted of 301 Turkish language 
trainers from different cities and branches. 

Table 1. Sociodemographic Characteristics 

Variables f % 

Branch 

Classroom teacher 150 49.8 

Turkish teacher 88 29.2 

Literature teacher 49 16.3 

Psychological Counselor and Guide 14 4.7 

Age 
26-29 150 49.8 

30+ 151 50.2 
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Variables f % 

Number of students 
0-19 171 56.8 

20+ 130 43.2 

Views on workload 

I cannot cope with my workload. 27 9.0 

I have a heavy workload, but I can somehow cope with it. 229 76.1 

I am happy about my workload. 45 15.0 

Three hundred and seven teachers participated in the study. However, six teachers were excluded from the study because they failed to fill 
out the data collection tools or comply with the research protocol. Therefore, the sample consisted of 301 teachers. Table 1 shows all 
participants’ sociodemographic characteristics. 

Data Collection Tools 

The quantitative data were collected using a personal information form and the Maslach Burnout Inventory (MBI), while the qualitative data 
were collected using a five-item structured interview questionnaire. 

Maslach Burnout Inventory 

The Maslach Burnout Inventory (MBI) was developed by Maslach and Jackson (1981) and adapted into Turkish by Ergin (1992). The inventory 
consists of 22 items and three subscales: emotional exhaustion (nine items), depersonalization (five items), and reduced personal 
accomplishment (nine items). 

Personal Information Form 

The personal information form elicited information on sociodemographic characteristics (branch, region, age, number of students, place of 
duty, views on workload, views on the effectiveness of PIKTES, views on future, and working in camps or temporary education centers). 

Structured Interview Questionnaire 

 

The researchers developed the structured interview questionnaire. The questionnaire consisted of six closed- or open-ended questions on 
participants' views of the factors that might affect their burnout levels. Two experts were consulted to check the intelligibility and relevance of 
the questionnaire, which was then revised after a pilot study. 

Data Collection and Analysis 

The data were collected online due to the COVID-19 pandemic. Participation was voluntary, which was specified in the personal information 
form. The data were analyzed using an information processing package. Arithmetic means, and standard deviations were calculated. The 
Kolmogorov-Smirnov test was used for normality testing. The results showed that the data were nonnormally distributed. Therefore, the Mann-
Whitney U-test was used for two groups, while the Kruskal-Wallis test was used for more than two groups. The Mann – Whitney U test was used 
to determine the source of significant differences. The Maslach Burnout Inventory had a Cronbach's alpha (α) of .711. 0 < α < 0.4 = unreliable; 
0.4 < α < 0.6 = low reliability; 0.6 < α < 0.8 = reliable; 0.8 < α < 1 = highly reliable (Uzunsakal & Yıldız, 2018). Therefore, the inventory was reliable. 
Table 2 shows the skewness, kurtosis, and Kolmogorov- Smirnov test results of the MBI. 

Table 2. Skewness, Kurtosis, and Kolmogorov- Smirnov Test Results 

MBI Subscales Skewness Kurtosis Kolmogorov- Smirnov 

Emotional exhaustion .360 .321 .000 

Depersonalization .915 .226 .000 

Reduced personal accomplishment .666 .896 .000 

Although the MBI subscales had skewness and kurtosis coefficients of -1 to +1, the Kolmogorov-Smirnov test value was p<0.5 because the 
sample was larger than 50. This result showed that the data were nonnormally distributed. 

The Mann-Whitney U test was used to calculate the effect size of the variables causing significant differences. Pearson's correlation 
coefficient (r) was used for analysis. An absolute value of r around 0.1 is considered a small effect size. An absolute value of r around 0.3 is 
considered a medium effect size. An absolute value of r greater than 0.5 is considered a large effect size. R-squared (R2) expresses how much of 
the variation in a dependent variable can be explained by a set of independent factors. Eta squared (ƞ2) was used to calculate the effect size of 
the Kruskal-Wallis H test analysis. An absolute value of ƞ-squared (ƞ2) around 0.01 is considered a small effect size. An absolute value of ƞ-
squared (ƞ2) greater than 0.06 is considered a medium effect size. An absolute value of ƞ-squared (ƞ2) greater than 0.14 is considered a large 
effect size. The value of ƞ2 also expresses how much of the total variance is explained (Cohen et al., 2017). 

The qualitative data were analyzed using thematic analysis. Thematic analysis is a technique for finding, examining, and summarizing patterns 
(themes) in data, and organizes your data set very simply and provides (in-depth) descriptions of it (Braun & Clarke, 2006). Among the different 
thematic analysis approaches, the reflexive approach was preferred. The thematic analysis was the method of choice because this study 
investigated what participants thought were the factors affecting burnout. Frequency values were expressed numerically to increase the 
reliability of the qualitative data and to ensure its reproducibility. An expert checked the codes and themes for reliability after a literature review. 
Direct quotations were used to provide an accurate and coherent picture of participants’ views. 
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FINDINGS 

This section addressed the results based on variables. Table 3 shows the descriptive statistics of the MBI data. 

Table 3. Descriptive Statistics 

MBI Subscales n Mean Standard Deviation (SD) Min Max 

Emotional exhaustion 301 2,8 0,89 1.0 5.0 

Depersonalization 301 1,8 0,74 1.0 4.4 

Reduced personal accomplishment 301 3,7 0,59 1.3 5.0 

Participants had a mean MBI “emotional exhaustion” subscale score of 2,8±0,89, indicating moderate levels of burnout. They had a mean 
MBI “depersonalization” subscale score of 1,8±0,74, indicating high levels of burnout. They had a mean MBI “reduced personal accomplishment” 
subscale score of 3,7±0,59, indicating low levels of burnout. This is probably because participants underachieve or cannot fully follow their own 
achievements in different conditions. The Mann-Whitney U test was used to determine whether participants’ MBI subscale scores significantly 
differed by age. Table 4 shows the results. 

Table 4. Mann-Whitney U Test Results for the Distribution of MBI Subscale Scores by Age 

MBI Subscales Age n Mean Rank Rank Sum Mann W.U p 

Emotional exhaustion 
26-29 150 157.54 23631.50 

10343.500 .193 
30+ 151 144.50 21819.50 

Depersonalization 
26-29 150 167.58 25136.50 

8838.500 .001* 
30+ 151 134.53 20314.50 

Reduced personal 
accomplishment 

26-29 150 148.68 22302.50 
10977.500 .644 

30+ 151 153.30 23148.50 

*p<.05 

The Mann-Whitney U test was used to determine whether participants’ MBI subscale scores significantly differed by age (Table 4). The results 
showed that their MBI “emotional exhaustion” and “personal accomplishment” subscale scores did not significantly differ by age (p>.05). 
However, their MBI “depersonalization” subscale scores significantly differed by age (p<.05). Participants aged 26-29 had a significantly higher 
mean MBI “depersonalization” subscale score than those older than 29. The value of r was 0.19, which indicated a moderate effect size. Age 
accounted for 3% of the total variance. This result suggests that teachers with high emotional exhaustion and little experience are more likely to 
suffer from depersonalization. The Mann-Whitney U test was used to determine whether participants’ MBI subscale scores significantly differed 
by the number of students. Table 5 shows the results. 

Table 5. Mann-Whitney U Test Results for the Distribution of MBI Subscale Scores by the Number of Students 

MBI Subscales 
Number of 
Students 

n Mean Rank Rank Sum Mann W.U p 

Emotional exhaustion 
0-19 171 155.18 26535.00 

10401.000 .339 
20+ 130 145.51 18916.00 

Depersonalization 
0-19 171 155.72 26627.50 

10308.500 .277 
20+ 130 144.80 18823.50 

Reduced personal 
accomplishment 

0-19 171 148.97 25474.00 
10768.000 .642 

20+ 130 153.67 19977.00 

The Mann-Whitney U test was used to determine whether participants’ MBI subscale scores significantly differed by the number of students. 
The results showed no significant differences (p>.05). This is probably because teachers have a similar number of students. 

Table 6. Kruskal Wallis-H Test Results for the Distribution of MBI Subscale Scores by Branch 

MBI Subscales Branch n Mean rank X2 p Sig.* 

Emotional exhaustion 

Classroom teacher 150 149.25 

3.318 .345 - 
Turkish teacher 88 149.83 

Literature teacher 49 146.71 

Psychological Counseling and Guidance Teacher 14 192.07 

Depersonalization 

Classroom teacher 150 152.70 

9.533 .023* 
1 - 3 
2 - 3 
4 - 3 

Turkish teacher 88 158.69 

Literature teacher 49 120.90 

Psychological Counseling and Guidance Teacher 14 189.86 

Reduced personal 
accomplishment 

Classroom teacher 150 155.64 

10.329 .016* 
1 - 4 
2 - 4 
3 - 4 

Turkish teacher 88 149.51 

Literature teacher 49 159.79 
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MBI Subscales Branch n Mean rank X2 p Sig.* 

Psychological Counseling and Guidance Teacher 14 79.96 

*p<.05 

The Kruskal Wallis-H test was used to determine whether participants’ MBI subscale scores significantly differed by branch. The results 
showed that their MBI “emotional exhaustion” subscale scores did not significantly differ by branch (p>.05). However, their MBI 
“depersonalization” and “reduced personal accomplishment” subscale scores significantly differed by branch (p<.05). The Mann–Whitney U test 
was used to determine the source of the significant difference. Literature teachers had a significantly lower MBI “depersonalization” subscale 
score than classroom, Turkish, and psychological counselor and guidance teachers. The difference had a moderate effect size (ƞ2 = 0.03), 
indicating that “branch” explained 3% of the total variance. Psychological counseling and guidance teachers had a significantly lower mean MBI 
“reduced personal accomplishment” subscale score than classroom, Turkish, and literature teachers. The difference had a moderate effect size 
(ƞ2 = 0.03), indicating that “branch” explained 3% of the total variance. 

Table 7. Kruskal Wallis-H Test for the Distribution of Participants’ MBI Subscale Scores by Their Views of Their Workloads 

MBI Subscales Views on workload n Mean rank X2 p Sig.* 

Emotional exhaustion 

I am happy about my workload. 27 247.11 

50.880 .000* 

1 - 2 

1 - 3 

2 - 3 

I have a heavy workload, but I can somehow cope with 
it. 

229 150.44 

I cannot cope with my workload. 45 96.17 

Depersonalization 

I am happy about my workload. 27 204.17 

12.001 .002* 

1 - 2 

1 - 3 

I have a heavy workload, but I can somehow cope with 
it. 

229 147.79 

I cannot cope with my workload. 45 135.42 

Reduced personal 
accomplishment 

I am happy about my workload. 27 79.11 

21.096 .000* 

1 - 2 

1 - 3 

I have a heavy workload, but I can somehow cope with 
it. 

229 160.11 

I cannot cope with my workload. 45 147.79 

*p<.05 

The Kruskal Wallis-H test was used to determine whether participants’ MBI subscale scores significantly differed by their views of their 
workloads. The results showed that their MBI subscale scores significantly differed by their views of their workloads (p<.05). The Mann-Whitney 
U test was used to determine the source of the significant difference. 

Participants who could not cope with their workloads had a significantly higher mean MBI “emotional exhaustion” subscale score than those 
who could somehow cope with heavy workloads and those who were happy with their workloads. Participants who could somehow cope with 
heavy workloads had a significantly higher mean MBI “emotional exhaustion” subscale score than those who were happy with their workloads. 
This difference had a large effect size (ƞ2 = 0.16), indicating that participants’ views of their workloads accounted for 16% of the total variance. 

Participants who could not cope with their workloads had a significantly higher mean MBI “depersonalization” subscale score than those 
who could somehow cope with heavy workloads and those who were happy with their workloads. This difference had a moderate effect size 
(ƞ2 = 0.04), indicating that participants’ views of their workloads accounted for 4% of the total variance. 

Participants who could not cope with their workloads had a significantly higher mean MBI “reduced personal accomplishment” subscale 
score than those who could somehow cope with heavy workloads and those who were happy with their workloads. This difference had a 
moderate effect size (ƞ2 = 0.07), indicating that participants’ views of their workloads accounted for 7% of the total variance. 

Table 8. How are you affected by the fact that you work under the Labor Law and are not recognized  

Theme Subtheme Category Code Quotations 

N
eg

at
iv

e 
Ef

fe
ct

s 

Emotional 
Effects (383) 

Personal 
(260) 

“Badly” (33) 
“It affects me badly, I mean, not being seen as a teacher. It hurts more when 
I think about how much I try to teach.” P.205 

Adverse 
effects on 
motivation 

(32) 

"It's terrible. I do my best and maybe more, but it doesn't say 'teacher' next 
to my name. We are teachers, this is my fifth year, but I don't have a teacher 
card. It demotivates me." P.7 

Upsetting (25) 
"I feel worthless and unhappy. I feel like they're going to dump me when 
they're done with me, which makes me feel sad." P.148 

Social (123) 

Not 
seeing/not 

being seen as 
a teacher (40) 

“Wherever I go, I'm reminded that I'm not a teacher. Let's say I wanna buy 
something in installments. It takes me a while to prove that I'm a teacher. I'm 
also subjected to mobbing by the administration. I feel really down in the 
dumps when I hear that I'm not registered as a teacher on the system. Of 
course, not all administrators are like that, but I think most are." P.91 
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Theme Subtheme Category Code Quotations 

“Worthless” 
(26) 

“I feel worthless. Not being called a teacher or being called a tutor makes me 
feel worthless.” P.215 

Physical 
Effects (3) 

 
“Exhausting” 

(2) 
"I feel exhausted. It's frustrating that I put so much effort, but it's all 
overlooked." P.70 

Participants’ responses to the first interview question were grouped under two themes: emotional effects and physical effects. Almost all 
participants stated that working under the Labor Law affected them emotionally. The theme of “emotional effects” consisted of two categories: 
personal and social. Participants noted that working as language trainers but not as teachers under the Labor Law made them feel bad, sad, and 
demotivated. They remarked that people did not see them as teachers because they were referred to as language trainers by the system. They 
expressed that they were subjected to mistreatment that permanent teachers would never be subjected to. Some participants added that they 
were mentally and physically exhausted working under the Labor Law. 

Table 9. What kind of reactions did you/do you get from your colleagues and supervisors at the schools or temporary education centers you 

work for?” 

Theme Subtheme Category Code Quotations 

N
eg

at
iv

e 
re

ac
ti

o
n

s 
fr

o
m

 c
o

lle
ag

u
es

 a
n

d
 s

u
p

er
vi

so
rs

 

Varies (35)  
Varies from school 

to school (30) 

“It varies from school to school and from administrator to 
administrator. Some see us not as teachers but as babysitters and try 
to dump on us as much work as possible because we're not equal to 
them. But some others never treat us differently; they treat us like 
they would other teachers." P.7 

Negative 
reactions 

(261) 

Social isolation 
(60) 

Condescending (12) 

“There is so much othering and disdain… Almost all teachers are like, 
'why bother yourself with those students?' This is so sad…PIKTES 
language trainers are strong and efficient despite all social pressure.” 
P.18 

Exclusion (9) 
“I wasn’t invited to the teachers' day event. Once I wasn't added to a 
WhatsApp group for one and a half years. And there is more.” P.299 

Mobbing/ 
Mobbing-like 
attitudes (69) 

Too much workload 
(26) 

“They think we’re obligated to anything they dump on us because 
there’s an article on our contract. So I end up doing a lot of stuff that 
has nothing to do with teaching.” P.179 

Mobbing (33) 

“Our superior lashes at us almost every day. He says, 'you have to do 
this because that's what you're paid for.' We end up doing tons of 
stuff that has nothing to do with teaching. He's mobbing us. I let go 
and let God." P.31 

“I used to work for an Imam Hatip high school. The principal said 
some hurtful things to me. He said my look was not suitable for an 
Imam Hatip high school and that's why they didn't want me there. If I 
were a permanent teacher, they wouldn’t be able to say such 
things.” P.91 

Pressure (8) 
“They pressure us and threaten us like they would never do to 
permanent teachers.” P.131 

Scolding (5) 
“The principal hasn’t wanted us there since day one. He is just 
scolding us all the time.” P.154 

Discrimination 
(100) 

Not being seen as a 
teacher (32) 

“The principal of the temporary education center has scolded me a 
couple of times like a little kid in front of my students. No one sees 
me as a teacher. They dump tons of stuff on me and make me do all 
the donkey work." P.216 

"They see us as temps, and that's how they treat us. They don't take 
us seriously when we express our opinions. They don’t even invite us 
to the teacher’s day events.” P.10 

Different from 
permanent teachers 

(20) 

“Some see us not as teachers but as babysitters and try to dump on 
us as much work as possible because we're not equal to them." P.7 

 

Participants' responses to the second interview question were grouped under one theme, "negative reactions from colleagues and 
supervisors,” which consisted of the subthemes of “varies” and “negative reactions.” Participants stated that they were often transferred from 
one school to another due to the integration class system. They noted that they were appreciated and treated with respect in some schools but 
were not "wanted" or made to feel worthless in others. However, they emphasized that it varied from institution to institution. They remarked 
that they were subjected to mobbing/mobbing-like attitudes and social isolation and discrimination. They expressed that they were "othered," 
"excluded," and "looked down on" in some institutions. An important point was that some participants used the term "mobbing" and stated 
they were subjected to mobbing-like attitudes. They also stated that their superiors sometimes "pressured" and "scolded" them. Another 
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important point was that participants noted that they were discriminated against. They remarked that their superiors and colleagues did not see 
them as “teachers” and treated them in a way they would never be treated if they were permanent teachers. 

Table 10. How does working with international students affect you? 

Theme Subtheme Category Code Quotations 

N
eg

at
iv

e 
Ef

fe
ct

 o
f 

W
o

rk
in

g 
w

it
h

 İn
te

rn
at

io
n

al
 

st
u

d
en

ts
 

Emotional 
(60) 

Personal (23) 
Backbreaking 

(6) 

“I feel like I'm all burnt out because it's exhausting to work with a difficult group 
and always to give and give. I try hard to teach my language and culture to kids 
whose language and culture I have no idea about. Sometimes, it just doesn’t 
work, which is frustrating.” P.174 

Professional 
(37) 

Students' 
problems (24) 

“When I first started working for the project, all my students were traumatized 
by the war. Some of my students lost their arms, some lost their legs, and most 
lost their parents. This is mentally frustrating. I try hard to make sure that I don't 
use any words that would remind them of the war. I even hesitate to say ‘mom’ 
and ‘dad’ because I don’t wanna upset them. Some students don’t have parents. 
So they need education but also compassion. So, as a teacher, I have to do more 
than just teach.” P.204 

Physical 
(191) 

 

Challenging 
(43) 

“Some students are violent, making it hard for me to manage the classroom and 
use different teaching methods.” P.164 

Heavy 
workload (143) 

“Most students are problematic and can’t speak the language. So we end up 
working more and more.” P.127 

“I work harder because I’m doing something important for my country. I do my 
best to be more productive.” P.104 

Participants' responses to the fourth interview question were grouped under two subthemes: emotional and physical. Participants stated 
that working with international students for a long time affected them emotionally. They noted that it was exhausting and frustrating to work 
with international students. They remarked that students brought their problems to school with them. Most participants also added that working 
with international students was physically exhausting because they had to deal with a heavy workload. 

Table 111. What do you think about PIKTES and your future? 

Theme Category Code Quotations 

V
ie

w
s 

o
n

 t
h

e 
Fu

tu
re

 

Personal 
solutions 

(1) 
Leaving the project (1) 

I don’t wanna be a part of this project anymore. I don’t wanna be tenured 
under these circumstances either. It's exhausting, and I can't exercise my 
rights. Although I took the public personnel selection examination (PPSE) and 
got appointed, I wanna prepare for the exam again and leave the project. I 
believe what we do is important, but we’re never acknowledged. We’re all 
disappointed by the salary and vacations.” P.140 

Unclear 
Opinions 

(170) 

Uncertain (103) 

"They should either say 'the project is over; you can go now' or 'we'll appoint 
you as teachers.' I wanna be able to make plans. I expect the project to be 
over every year, but they just keep extending it. So, we're clueless about our 
futures, with all the uncertainty and inconsistency." P.220 

Wishes (67) 
“I don’t trust PIKTES, but I want to. It’s very unlikely that I’ll be appointed 
anyway, so I’m just being patient” P.65 

Clear 
Opinions 

(118) 

Being tenured (66) 
"I believe things are gonna be OK. Not everybody can do this job. I think that 
people will wanna study this major in the future." P.272 

Project 
Termination/Unemployment 

(31) 

“The minister tells us to take the exam. Well, we already took the exam and 
got interviewed and got security clearance. I think I'll end up jobless. I hope I 
won't. I've been working for five years; I hope it's not in vain..." P.31 

Extension of the Project (21) 
"PIKTES will go on as long as it gets funded by the European Union. They'll get 
new teachers to replace the current ones. After all, I don't see myself in this 
project or even working as a teacher." P.233 

Participants’ responses to the fifth interview question were grouped under three categories. More than half the participants were uncertain 
about their futures. They were also uncertain about the future of PIKTES. Some participants hoped they would get appointed as teachers after 
the project was over. However, some believed that they would end up jobless after the project was over. Some others thought that the Ministry 
of Education would extend the project as long as there were international students in Türkiye. 

CONCLUSION AND RECOMMENDATIONS 

This study investigated the burnout levels of Turkish language trainers working for the Promoting Integration of Syrian Kids into the Education 
System (PIKTES) project. Participants had a mean MBI “emotional exhaustion” subscale score of 25.91±8.03, indicating moderate levels of 
burnout. They had a mean MBI “depersonalization” subscale score of 22.00±9.07, indicating high levels of burnout. They had a mean MBI 
“reduced personal accomplishment” subscale score of 30.09±4.78, indicating low levels of burnout. There is a large body of research on burnout 



  

|Kastamonu Education Journal, 2024, Vol. 32, No. 1| 

 

188 
among teachers. However, few studies have investigated the burnout levels of Turkish language trainers. Kurt and Küçüksüleymanoğlu (2020) 
found that Turkish language trainers in Bursa had moderate levels of emotional exhaustion, high levels of depersonalization and reduced 
personal accomplishment. Mahfouz et al. (2020) conducted a study with Lebanese teachers and administrators and reported two results. First, 
teachers and administrators were socioemotionally affected by Syrian students. Second, teachers were emotionally exhausted because they had 
a heavy workload and because Syrian students had gaps in their academic knowledge and experienced trauma due to forced migration. Chatzea 
et al. (2018) reported that administrators working with immigrants had high levels of burnout. Teachers working with traumatized students are 
more likely to experience burnout (Brunzel et al., 2018). They experience higher levels of burnout when they have to work with international 
students with traumatic life experiences and gaps in their academic knowledge. 

Age affected our participants’ MBI “depersonalization” subscale scores. There is a negative correlation between age and burnout (Diab et 
al., 2018). However, Akyürek (2020) did not find a correlation between age and burnout. On the other hand, Yakut and Certel (2016) determined 
that teachers over 30 years of age had higher levels of burnout than those younger than 30. This is probably because young Turkish language 
trainers are more concerned about their futures than their older counterparts. Although research shows the opposite (Kurt & 
Küçüksüleymanoğlu, 2020), the number of students did not affect our participants' MBI scores. This is probably because integration classrooms 
had a set number of students, unlike temporary education centers. Branch affected our participants’ MBI “depersonalization” and “reduced 
personal accomplishment” subscale scores. Literature teachers had a significantly lower mean MBI “depersonalization” subscale score than 
classroom, Turkish, and psychological counseling and guidance teachers. This is probably because literature teachers feel inadequate and 
experience depersonalization when working with primary school students because they have been trained to work with high school students. 
Psychological counseling and guidance teachers had a significantly lower mean MBI “reduced personal accomplishment” subscale score than 
classroom, Turkish, and literature teachers. Officials dealing with refugees and their problems experience burnout (Eriksson et al., 2013). 
According to teachers, school psychologists should deal with children's mental problems (Reinke et al., 2011). Psychological counseling and 
guidance teachers are assigned to more than one school and deal not only with students' educational problems but also with their traumatic life 
experiences. Therefore, this is probably why they feel reduced personal accomplishment. 

Our participants' views of the workload affected their burnout levels. Most participants found PIKTES activities moderately or highly effective. 
However, they also stated that they had a heavy workload, making them more likely to experience burnout (Erdem & Öztürk, 2020; Jomuad et 
al., 2021; Van Droogenbroeck et al., 2014). International students cause administrators to work harder because they have extra paperwork 
(Dolapcı & Kavgacı, 2020; Durak & Seferoğlu, 2017). Moreover, teachers also have to work harder because international students need them 
emotionally (Duman, 2019) and academically (Tiryaki & Oğraş, 2020). Turkish language trainers experience high levels of burnout for three 
reasons. First, they do not have a specific job description. Second, they cannot exercise their rights properly. Third, they have a heavier workload 
because they work with international students. 

The qualitative results showed that our participants were emotionally and physically affected because they worked under the Labor Law. 
They were also affected socially and emotionally because they were not recognized as teachers and could not exercise their rights as much as 
they were entitled to. Schwab and Iwanicki (1982) argue that the role confusion and uncertainty surrounding their job description cause teachers 
to experience burnout. Durak and Seferoğlu (2017) reported that teachers felt pressure on their shoulders and suffered from a heavy workload 
because their position did not have a specific job description, putting them in a position where they were made to accomplish other tasks that 
had nothing to do with teaching. In short, Turkish language trainers experience high levels of burnout for three reasons. First, they are not 
recognized as teachers. Second, they do not have a specific job description. Third, they cannot exercise their rights. 

Our participants stated that they were treated poorly by their colleagues and superiors because they could not exercise their rights. They 
noted that they were excluded from the organizational structure, although it varied from school to school. They remarked that superiors and 
colleagues assigned them unrelated tasks, subjected them to mobbing, failed to view them as teachers, and treated them differently from 
permanent teachers. Mobbing is defined as psychological pressure, emotional harassment, or a kind of moral violence performed in the 
workplace by those who have power. Therefore, being excluded from the organizational structure, being discriminated against, and being 
exposed to condescending remarks can be considered mobbing. Tanhan & Çam (2011) reported a positive correlation between mobbing and 
burnout. Poor working conditions, ineffective professional relationships, heavy workloads, and limited opportunities are potential stressors (İra 
et al., 2021; Richardson et al., 2018). Turkish language trainers experience high stress levels because superiors do not acknowledge their effort 
and do not do anything to motivate them (Karkouti et al., 2021). In short, Turkish language trainers working with international students are 
subjected to mobbing and experience high levels of burnout for five reasons. First, their labor is not recognized. Second, they do not receive any 
administrative and professional support. Third, they are excluded from the social structure. Fourth, they are discriminated against. Fifth, they 
are not viewed as teachers. 

Not only do international students have traumatic life experiences, but they also suffer from educational problems as they cannot go to 
school and have many gaps in their academic knowledge. Therefore, they need more psycho-emotional and academic support. Our participants 
stated they exerted much effort to attend to their students to meet their needs despite unfavorable conditions. However, they noted that they 
could not attend to each student equally due to student- and family-related reasons. They remarked that working with international students 
placed a heavy workload on their shoulders and affected them emotionally, not only as teachers but also as individuals, because those students 
needed cognitive, affective, and social support. How students behave affects how well teachers perform (Zee et al., 2017). Aydın and Kaya (2019) 
stated that the biggest challenge of working with Syrian students was their war trauma. Zabel and Zabel (1982) also found that teachers of 
special and inclusive students had the highest levels of emotional exhaustion. Teachers have difficulty communicating with international students 
(Ekin & Yetkin, 2021), affecting them negatively (İra et al., 2021). Karkouti et al. (2021) determined that teachers experienced high stress levels 
for three reasons. First, they were unprepared for the influx of international students into their schools. Second, they did not believe that they 
had enough knowledge and experience. Third, they realized that international students had academic and emotional needs. In short, Turkish 
language trainers have high levels of burnout for three reasons. First, they have to work with international students, although they have not 
received any training in it. Second, they have to work harder than they can tolerate. Third, international students have emotional needs in 
addition to academic ones. 

Poor working conditions adversely affect Turkish language trainers. They are concerned about the future because they work under a 
temporary contract. They cannot exercise the personal rights that permanent teachers enjoy. Therefore, they have a hard time viewing 
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themselves as teachers. Heavy workload, poor working conditions, students with low motivation, and limited opportunities are stressors 
(Antoniou et al., 2013). Turkish language trainers experience high levels of stress (Çalışır, 2021) because they have a heavy workload (Koomen, 
2017). Therefore, administrators should recognize that working with international students places a heavy burden on Turkish language trainers’ 
shoulders. Authorities should clearly define the job description of Turkish language trainers. Moreover, Turkish language trainers are concerned 
about the future, as half of our participants stated that they viewed the future as something uncertain and unpredictable. Some Turkish language 
trainers believe they will be appointed as permanent teachers after the project is over. However, some others believe that they will be out of 
work after it is over. Koomen (2017) reported that Lebanese teachers working with international students experienced uncertainty and stress 
due to regulatory issues. Uncertainty and stress affect the quality of education adversely, causing anxiety, fatigue, burnout, and poor academic 
performance (Helsing, 2007). Turkish language trainers experience high levels of burnout because an uncertain future awaits them after the 
project is over. 

Pedagogical Implications 

The following are recommendations based on the results: 

-The Ministry of Education should recruit more Turkish language trainers younger than 30. In this way, a standard teacher-student ratio will 
be ensured at all schools. 

-Authorities should provide refugee children with psychosocial support and encourage parents to participate in projects for socialization. 
This could reduce the workload of Turkish language trainers who find themselves in a situation where they have to achieve tasks that have 
nothing to do with their job description. We believe this could also reduce their burnout levels. 

-Authorities should involve all refugee children in similar projects. They should provide Turkish language trainers with training to teach them 
how to approach international students. They should also offer citizenship education to refugee children and their parents to ensure they adapt 
to the host society. 
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