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This mixed-methods study aimed at investigating the Turkish higher education learners’ attitudes towards Emergency Online 
Teaching (EOT) under the Covid-19 pandemic in order to discover the benefits and drawbacks of it. The participants were 251 higher 
education learners who received the EOT during the Covid-19 crisis in Turkey. Both qualitative and quantitative data were gathered 
by means of a questionnaire in August 2020. Quantitative data were obtained via closed-ended questions with the response on a 
Likert-scale format. Qualitative data were acquired through open-ended questions. The results showed that the hurried shift to an 
online instruction by universities in Turkey was not fully satisfactory and the majority of the respondents (74.1%) preferred face-to-
face learning to the online format, however, the participants also stated that they felt safer during this pandemic disease thanks to the 
availability of distant online education. The drawbacks they mentioned included inadequate technological infrastructure or facilities, 
lack of sufficient teacher-student and peer interaction, lack of learners’ attention and concentration, tediousness of online lessons, 
learners’ inadequate engagement in class activities, as well as the absence of comprehensive assessment procedure.  
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Introduction 
Online instruction has been defined as the delivery of teaching programmes utilizing the Internet 

(Chadha and Kumail, 2002), via which the learners can participate in an educational opportunity without 
being physically at the same location as their teacher (Kamal and Radhakrishnan, 2019, p. 408). The 
effective use of technology in the teaching and learning process has been of great concern to many 
educational systems (Njiku, Maniraho, and Mutarutinya, 2019) and several universities worldwide have 
accepted online or electronic learning (e-learning) to encourage and improve learning (Kamal and 
Radhakrishnan, 2019; Salloum et al., 2019).  

The careful design of the online programme, responsive curriculum, choices of qualified and well-
prepared instructors, availability of sufficient technology devices, and supportive stakeholders are all vital 
for the successful delivery of the lessons in an online mode (Barr and Miller, 2013). Besides the availability 
of appropriate infrastructures, such as internet quality and speed and ease of access to online resources, the 
readiness of both teachers and learners to adapt to this technology is also essential for the success of the 
distance online learning process (Cantrell et al., 2008; Kohan et al., 2017). Several of the mentioned factors 
can certainly be absent in emergency online teaching (EOT) during a pandemic which has caught the world 
in shock and has had adverse effects on various sectors worldwide. Higher education worldwide is among 
the sectors which have been affected due to the Covid-19 pandemic because millions of educational 
institutions experienced lockdown in a very limited span of time to enforce social distancing measures and 
educational institutions worldwide have been presented with daunting challenges in their systems of 
planning, implementation, and assessment (Toquero, 2020). Consequently, EOT is a temporary shift of 
instructional model to an alternate format due to crisis circumstances. In contrast to well-planned and 
carefully designed online instruction, EOT involves the use of fully remote online teaching in lieu of 
instruction that would otherwise be provided face-to-face or as blended courses and that will certainly return 
to that format once the crisis or emergency has been alleviated. The rapid approach needed for EOT may 
reduce the quality of the courses run (Hodges et al., 2020).  

Some universities in Turkey have adopted well-planned online learning for more than a decade either 
for their all departments and faculties or for only one department or a few ones as needed (Kaya, 2012). 
Some previously done studies on online learning in Turkey found promising results in terms of students’ 
performance and attitudes (Cakir and Solak, 2015; Cinkara and Bagceci, 2013; Eren, 2012; Inal and 
Korkmaz, 2019; Simsek, 2008; Uzun and Senturk, 2010) although in a recent study by Erarslan and 
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Topkaya (2017), it was found that  online course did not help learners in terms of their overall success at 
English preparatory instruction, yet the learners had “partly positive attitudes towards online course” (p. 80). 
Moreover, Tekinarslan's (2008) analyses of demographical characteristic differences revealed that “married 
learners, working learners and learners with children have significantly higher attitude levels toward” Internet-
Based Learning (IBL) in comparison to the learners who were “unemployed and single and learners with no 
children.” Male learners proved to have “significantly higher attitude levels than females.” Besides, “learners 
over age of 26 had statistically higher attitude levels than those of younger learners. Attitude levels of learners 
with poor GPAs were significantly lower than those of learners with better GPAs.” (Tekinarslan, 2008, p. 67).  

The above-mentioned studies in Turkey explored the efficacy and the attitudes of learners towards 
blended learning, in which students receive both online and face-to-face instruction. In addition, the stated 
studies were done in ideal conditions in which the electronic infrastructure was provided and the 
participating learners were ready and willing to participate in the study. However, it is acknowledged that 
due to the requirement of social distancing during the Coronavirus pandemic, many educational institutions 
worldwide adopted EOT, as the alternative to the fac-to-face instruction (Hodges et al. 2020; “Policy brief: 
Education during COVID-19 and beyond,” 2020) in response to university closures in the time of crisis.  

Similarly, in Turkey, there was a sudden shift from the traditional face-to-face education model to the 
online one. Even though a few Turkish universities were already utilizing distance online education, it was 
not widespread in Turkish higher education. The pandemic compelled Turkish universities to enhance their 
technical infrastructure and teach learners online so as not to interrupt their academic studies (Erkut, 2020; 
Gunes, 2020). Well-planned online education systems are meaningfully different from courses run online 
due to a crisis (Hodges et al., 2020) and unfortunately, as Turkish experts acknowledged, the Turkish higher 
education system was neither well-prepared for the pandemic crisis of this proportion, nor ready for effective 
online instruction (Erkut, 2020). Therefore, a question arises whether or not the EOT in higher education in 
Turkey under the Covid-19 pandemic has been perceived as useful by the learners. 

Given the fact that quality service can “positively affect the behavioural intent of students and teachers 
to implement e-learning technology” (Salloum et al., 2019, p. 514), and the learners’ perceived ease of use, 
attitude, and satisfaction of online learning have a positive effect on their academic achievement (Cakir and 
Solak, 2015; Chen and Tseng, 2012; Ilgaz and Gülbahar, 2015), investigating what the learners of online 
learning think about it is very important because their attitudes towards online learning is one of the vital 
issues related to taking the advantage of and being successful in learning (Tallent-Runnels et al., 2006; 
Hodges et al., 2020). Students' feedback is also important for further improvement of the learning process 
(Syauqi et al., 2020). As a result, this study has addressed the following questions: 

1. What are the attitudes of the higher education learners towards online instruction during the Covid-19 
pandemic in Turkey? 

2. What are the benefits and drawbacks of online education during the Covid-19 pandemic in Turkey? 
 

Methods 
This study has a mixed-methods design, including both quantitative and qualitative approaches. In terms 

of the sampling strategy, purposeful sampling was utilized in order to select cases from which plenty of 
insights and in-depth understanding about issues of considerable importance for the purpose of the inquiry 
can be yielded (Patton, 2014). 

Participants 
The participants were 251 Turkish higher education learners who received the EOT under the Covid-19 

pandemic. The students who responded to the research survey were studying undergraduate programmes in 
Foreign languages, Management, Law, and Engineering at Gazi University, Dokuz Eylul University, 
Akdeniz University, Bilkent University, Istanbul University, and Ankara University, all of which are in 
Turkey.  Table 1 provides a summary of participants’ background characteristics. 

 

Table 1. Participants’ background characteristics 
 

 Frequency Percentage 
Gender Female 165 65.7 
 Male 86 34.3 
Educational Level  Preparatory University 94 37.5 
 Undergraduate 115 45.8 
 Post-graduate 42 16.7 
Age Mean 24.09   
 SD 6.393  
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Instruments 
Data were gathered by means of a questionnaire, which was designed to collect both qualitative and 

quantitative data. The questionnaire incorporated the adapted items which had already been developed by 
Shahzad et al. (2020). Both authors of the present study carefully thought about the original items in the 
questionnaire to improve them in terms of wording and clarity. In addition, Shahzad et al.’s (2020) study 
focused on the English as a Second Language (ESL) learners’ attitudes during Covid-19 circumstances while 
the current study focused on higher education learners in general. Therefore, the items in the original 
questionnaire which focused specifically on ESL issues were removed.  Moreover, in order to pursue the 
whole aims of the research, open-ended questions were added to the original questionnaire. Therefore, 
quantitative data were obtained via close-ended questions with the response on a Likert-scale format. 
Qualitative data were acquired through open-ended questions.  

The questionnaire included three sections. The 1st section provided biodata about the participants’ 
gender, age, and educational level. The 2nd section incorporated two kinds of questions. Thirty items on a 
Likert scale inquired about the participants’ attitudes towards their received online learning. The participants 
needed to read the statements and select one of the options of 'Strongly Disagree', 'Disagree', 'Not Sure', 
'Agree', and 'Strongly Agree'. Five questions were open-ended and required greater elaboration on why they 
agreed or disagreed with the statements. 

Data Collection Procedure 
Before the study was carried out, the questionnaire was piloted with a similar group of 20 learners, who 

were asked to respond to the questions, provide feedback on the wording, clarity, and, improvement of the 
items. No item was found as vague or confusing. The reliability of the questionnaire, estimated via Cronbach 
Alpha, was .852, indicating a preferred level of internal consistency (Pallant, 2013). 

According to the principles of purposeful sampling, the sampling in this research was not biased. The 
research targets were all the university undergraduate students who had experienced the EOT during the 
Covid-19 pandemic in Turkish universities. Therefore, based on Creswell and Clark (2011), the researchers 
tried to identify and select the higher education students who had the experience of EOT during the Covid-19 
pandemic in Turkish universities. Moreover, the factors of availability and willingness to participate, as well 
as the ability to communicate experiences and opinions in an articulate, expressive, and reflective manner 
were also essential to consider (Bernard, 2006). As a result, one of the researchers of the present study 
submitted the questionnaire to several university students he knew. He also asked his colleagues to submit 
the questionnaires to their university students, who had the required criteria (i.e., the experience of EOT 
during Covid-19 in Turkish universities). Each student was also asked to send the questionnaire to his/her 
peers who had the required criteria based on the research purpose. Totally, the questionnaire was distributed 
to 302 learners of online learning, studying at different universities in various cities of Turkey. Their 
participation was voluntary and distributed via online Google Form. Learners were informed that by 
completing and returning the questionnaire, they had consented to participate in the study. Learners 
responded to the questionnaire anonymously. Out of 302 learners, 251 students, who were willing to 
participate and express their opinions, completed and submitted the questionnaire. 

Data Analysis 
Data from the close-ended items in the questionnaire were analyzed in terms of frequencies and 

percentages of the responses, using SPSS 22. The written responses to the open-ended questions provided 
qualitative data which were analyzed using a method of thematic analysis (Guest, MacQueen, and Namey, 
2012) by both authors separately. First, they read the participants’ responses so that they learned about the 
data. Then, using MAXQDA 10 and utilizing both inductive and deductive approaches (Reichertz, 2014), 
several preliminary codes (themes) were identified and assigned to the survey data. Next, these preliminary 
themes were reviewed and refined by gathering relevant themes which referred to similar concepts. Finally, 
in order to reach а consensus agreement in which both authors as coders agree on all codes when the 
categorization was finished, both authors had a meeting, reviewed all the responses and codes, discussed the 
similarities and differences in their codes and resolved all differences. This process was done to achieve 
inter-rater reliability. Additionally, to obey the principle of credibility in qualitative research, which concerns 
the truthfulness of the findings, the researcher employed the strategy of member checking by sharing the data 
and interpretations with 20 participants in the research to see if they agree; via this strategy, the researchers 
ensured that their understanding of the research participants’ perceptions was as accurate and complete as 
possible (Nassaji, 2020). 
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Results and Discussion 
Turkish Higher Education Learners’ Attitudes towards the EOT 
First off, it should be noted that the percentages in the text below were obtained with the sum of agree 

and strongly agree or disagree and strongly disagree. Two items in the questionnaire investigated the 
participants’ preferences for either online or face-to-face learning. The answers to the item stating “Face-to-
face learning is better than online learning” demonstrate that a large number of the participants (74.1%) 
preferred face-to-face learning to online learning, while very few respondents (12.4%) had the opposite idea. 
The responses to the other item stating “Online learning is better than face-to-face learning” do not seem 
contradictory because again a few participants (16.8%) showed agreement and two-thirds of the participants 
(65.8%) stated that online learning is not better than face-to-face learning. 42.7% of the learners claimed that 
online teaching does not ensure quality learning while only a few (25.5%) disagreed with them. 43.8% of the 
participants believed that online learning is problematic while only 28.3% did not believe so. About half of 
the learners (43.5%) acknowledged that online learning can be helpful only in particular circumstances 
whereas fewer learners (21.9%) disagreed with them. Over half of the learners (59.7%) believed that students 
are compelled to learn online in specific circumstances and the majority of the respondents (74.1%) preferred 
face-to-face learning to an online format. Similar preferences were also revealed in some of the studies of 
online instruction during the Covid-19 pandemic in Malaysia (Chung et al., 2020), Jordan (Alawamleh et al., 
2020), and Albania (Xhelili et al., 2021).  

As for their reasons, which can be attributed to the instruction or teachers, 42.6% of the learners claimed 
that teachers are not easily accessible in online learning while about a third of the participating 
students (32.3%) did not think so. One-third of the learners (33.1%) were not sure whether online learning 
fulfilled their learning needs and approximately the same number of the learners (31.8%) claimed that online 
learning could not fulfil these needs. Other studies reported ‘adjustment of learning styles’, which is an 
important factor pertinent to the students’ learning needs, as one of the barriers to online learning during this 
crisis (Baticulon et al., 2021; Khalil et al., 2020).  

29.5% of respondents found that online learning engages students, 41% of them were not sure about it. 
Over half of the participating learners (59%) stated that not all students actively participated in online 
learning whereas only one-fifth (22.7%) of them disagreed with it. Inadequate students’ engagement in 
online class activities was also reported as a challenge of online instruction during this pandemic by other 
researchers from different countries (Sreehari, 2020; Xhelili et al., 2021). 

Although nearly half of the learners (48.2%) were satisfied with the audio-video quality, less than a 
third (30.3%) were not satisfied with it. 41% of students believed that teachers were ready to teach online, 
yet about a third (32.6%) of them did not think so and approximately a quarter (26.3%) of participants were 
not sure about it, which means they were not fully satisfied with their teachers’ preparedness for teaching 
online. Studies done in some other countries also revealed that most of the teachers were not well-equipped 
with online teaching methods and had to adapt to the change due to the Covid-19 crisis (Tan, 2021). For 
example, in Syauqi et al.'s (2020) study, the Indonesian students of Mechanical Engineering complained that 
their teachers’ management of online learning did not accord with students’ expectations and that online 
learning during the Covid-19 pandemic did not provide “better experience and productivity in mastering 
competencies” (p. 881). 

Nearly half of the learners (48.3%) in the present study stated that the instructions of the teachers were 
easily understandable for the students in online learning whereas 27.1% did not agree and 24.1% were not 
sure about it. Having difficulty in understanding online course materials during the pandemic was also 
reported by other researchers worldwide (Alawamleh et al., 2020; Allo, 2020; Chung et al., 2020; Khalil et 
al., 2020; Subedi et al., 2020). In a recent study done by (Chung et al. 2020) during the coronavirus 
pandemic in the context of Malaysia, the majority of the participants argued that understanding the content of 
the subjects was a big challenge, so they did not want to continue studying online.  

Above a third of the learners (37.8%) stated that they were not sure if relevant training was provided to 
them to facilitate their online learning. To elaborate on this point, it should be noted that all the respondents 
said that they had received training to facilitate their online learning, but over a third of them stated that their 
being trained was done just by using  a pamphlet which they had to study to be able to utilize the online 
education platform, and the pamphlet was not fully comprehensive; for example, it did not include 
information on how to handle technical problems the students faced during online learning; that’s why they 
wondered whether the received training was relevant enough.  

In other contexts, similar results can be seen. For example, nearly half of the Albanian students in 
Xhelili et al.'s (2021) study had difficulties in learning the course materials because of the lack of familiarity 
with technology. Adnan and Anwar (2020) also pointed out that online learning cannot yield beneficial 
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results in developing countries due to technical and financial problems. As an example, Dube (2020) found 
that although the South African government promoted online learning as the only option in the crisis of 
COVID-19, this mode excludes many rural learners from education because of a lack of resources to connect 
to the internet and low-tech software. Similarly, Muthuprasad et al. (2021) indicated that broadband 
connectivity issues in rural areas of India created a challenge for students in learning online programmes. 
Baticulon et al. (2021) showed that domestic issues related to home or family, particularly, financial distress 
are among the challenges to online learning in the Philippines.  

44.3% of the learners said that students faced emotional and behavioural problems in online learning; 
however, 28.3% were not sure about it. About half of the learners (47.4%) said that students are afraid of or 
feel stressed over online learning, yet less than a third of the respondents (30.3%) disagreed with them. 
Similar problems were experienced by students in other countries. In Indonesia, over a third of the 
undergraduate students of Dentistry in Amir et al.'s (2020) study experienced stress while distance learning 
during the Covid-19 pandemic. Many first-year students in the U.S felt anxiety in distance learning during 
the Coronavirus outbreak (Unger and Meiran, 2020). Malaysian students in Tan's (2021) research were also 
stressed with their online study during this crisis. Albanian students in Xhelili et al. (2021)’s study also stated 
that online exams caused more anxiety for them than examinations in the classroom.  

Over half of the participants argued that the availability of the Internet is not ensured for all the students 
while a few (25.1%) disagreed with them. Internet connection was also reported as a huge challenge in some 
other studies in other contexts (Amir et al., 2020; Baticulon et al., 2021; Chung et al., 2020; Dube, 2020; 
Hussein, et al. 2020; Khalil et al., 2020). 

 
Drawbacks and Benefits of the EOT 
The participants who acknowledged that (a) online learning is problematic, (b) not all students are ready 

and willing to get online teaching, and (c) face-to-face learning is better than online one were required to 
elaborate on their reasons through three open-ended questions. The learners who believed that online 
learning is better than face-to-face one were required to elaborate on their reasons through an open-ended 
question. Moreover, there were respondents who clearly acknowledged that online learning can be helpful 
only in particular circumstances; they were required to specify the circumstances by means of another open-
ended question. The whole responses were clustered around one benefit and six drawbacks. 

 
Table 2. Benefits and Drawbacks of online learning 

 
  Frequency 
Benefits Feeling safe during a pandemic disease thanks to the 

available distance education 
46 

Drawbacks Inadequate technological infrastructure or facilities 61 
Lack of sufficient teacher-student and peer interaction 56 
Lack of learners’ attention and concentration 34 
Tediousness of online lessons 16 
Learners’ inadequate active engagement in-class activities 14 
Non-existence of comprehensive assessment procedure 4 

 
As table 2 indicates, the Turkish higher education learners believed that the main advantage of virtual 

education in this crisis is that they feel safe during this pandemic disease, because via distance education, 
they do not have to be outdoors and endanger their health. Otherwise, several higher education students have 
to commute from where they reside to the city where the university is located, which in this pandemic, can 
be harmful to their health. The followings are some of the excerpts from their responses. The following are 
some of the excerpts from their responses.  

Because of the coronavirus pandemic, I don't feel safe if I study face-to-face. Distance education is 
more convenient in the current conditions. 

Pandemics like COVID-19 can make face-to-face learning problematic, so distance learning is a 
valuable option. By virtual learning, we are not at risk, so it is enjoyable and effective. 

In this circumstance - Coronavirus pandemic - online learning is a must for us because there are many 
students that come from the countryside or other cities and travelling can be really dangerous for their 
health. 
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During the Coronavirus pandemic, face-to-face learning threatens students’ lives, especially those who 
commute to university from other cities or villages. Online learning reduces the hectic trouble of 
transportation, in this pandemic. 

These benefits were also mentioned in some of the other studies. For example, Bączek et al. (2021) 
reported ‘the ability to stay at home in comfortable surroundings’ as the most frequent advantages of e-
learning stated by Polish medical students. Additionally, the factor of ‘safety’ was also reported by the 
university students, studying general English in United Arab Emirates (Hussein et al. 2020). 

However, the first and most frequently mentioned problem by the Turkish higher education students in 
the current study, causing dissatisfaction, was ‘inadequate technological infrastructure or facilities’. The 
students complained that they frequently experienced various technical problems, such as lack of internet 
access and connection, power failures, or computer problems, which all posed considerable difficulty. 
Samples of the participants’ responses are as follows: 

I prefer face-to-face training because there are problems such as Internet disconnection, so we can’t 
join the classes and can’t learn anything. 

Sometimes there can be problems with the internet, power outages, or computer problems, which can 
create hard times for us.  

Similarly, the students pointed to ‘inadequate technological infrastructure or facilities’ as the main reason 
for not being ready and not willing to receive online teaching. These are some excerpts from their responses. 

If internet access and lecture listening tools are available to all students in the country, then all students 
can attend online classes, but many of us find it difficult to attend online classes in our homes; many of us do 
not have access to computers or decent internet connection which will always be a big issue. Also, the 
electricity can really be unpredictable at times. I've had many cases where my electricity went off in the 
middle of a class. 

I don't think most students are ready and willing because there are people who do not have a computer 
and cannot afford it. There are people who have old electronic devices, such as old PC without working 
webcam or there are people who do not have access to the Internet, so they cannot use online classes. 

Because of the situation of the coronavirus, many of us are in our villages, so such students can't 
connect to the online classes. Not every student has an Internet connection, personal computer, or 
smartphone. There are students who aren't able to use online resources due to not having access to 
technological equipment. 

‘Inadequate technological infrastructure or facilities’ was also reported as problematic by other 
researchers in other contexts worldwide, such as in the United Arab Emirates (Hussein et al. 2020), 
Indonesia (Allo 2020; Amir et al. 2020), South Africa (Dube 2020), Argentina (Villanueva et al. 2020), 
Saudi Arabia (Khalil et al. 2020), South India (Sreehari 2020), Poland (Bączek et al. 2021) and the 
Philippines (Baticulon et al. 2021).   

The second-ranked issue of causing dissatisfaction was ‘lack of sufficient teacher-student and peer 
interaction’. These are some of the students’ responses.  

Virtual learning is problematic in many ways for most people, but the main reason is interaction issues. 
Lack of tools for proper interaction makes online learning challenging. 

Students do not get enough feedback. One-sided lecturing is boring; I cannot ask my questions and get 
the answer easily. In online education, I feel as if I am watching a video from YouTube. Interaction and class 
participation are important. 

Eye contact, real communication, direct interaction cannot be provided in a virtual environment. Face-
to-face training is definitely more efficient. 

During the face-to-face teaching, I would feel better if I have my friends around me to share my 
opinions and questions about the lesson. I find dialogues with my friends really helpful to better understand 
the topics covered during the lesson. 

Since face-to-face instruction takes place in the classroom environment, you can easily interact with the 
instructor and classmates and talk about an idea. In online lessons, there is no effective in-class interaction 
due to late reading of the message sent or the distraction of the lessons taught on computers and phones 
because of the internet and computer problems. The discussion environment is quite insufficient in virtual 
education. 

Lack of interaction in online learning during the pandemic was also seen in other contexts, for example, 
in Pakistan (Adnan and Anwar 2020), Jordan (Alawamleh et al., 2020), Poland (Bączek et al., 2021), and 
Malaysia (Tan, 2021).  

Furthermore, it seems that the issue of ‘lack of interaction’ caused more problems, such as ‘the 
tediousness of online lessons’. The Turkish higher education students stated that online learning was tedious 
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and not encouraging enough. Some learners felt less motivated in online courses during this crisis because of 
‘lack of interaction’, ‘insufficient feedback’, ‘teacher’s lectures and students’ being passive recipients of 
information’. They clearly complained about inadequate active engagement in online class activities. The 
following are some of the excerpts from their responses. 

The fact that eye contact with the teacher and the classroom environment during face-to-face training is 
more encouraging to learning cannot be denied. The most effective form of learning is face to face education. 

I cannot get enough feedback; most of the time teachers give а lecture; I cannot interact with my 
classmates. Teachers are not well-prepared sometimes. All this makes classes boring. 

Online learning is not very efficient compared to face to face education. Students are more active in the 
classroom environment and they communicate more effectively with each other and with their teachers 
during face-to-face learning, which makes it more efficient. 

Moreover, Turkish university students in the current study explicitly stated that they were less 
concentrated in online courses. They referred to various reasons, such as ‘personal issues’, ‘handling 
technical problems’, ‘lack of teacher’s control or supervision’, ‘unsuitable home environment’ as several 
distracting factors. The following are some of the excerpts from their responses. 

Face-to-face education is more interesting and the students pay more attention. It is a problematic 
situation for a student, like me, who has concentration problems. Very often I cannot focus my attention on 
the online lessons.  

We can't concentrate on lessons because we have to handle our computer or Wi-Fi connection problems.  
It is difficult to focus on the lesson. The home environment, pyjamas, and constant snacking kill attention. 
Face-to-face teaching helps students concentrate more while in online teaching some students can get 

distracted easily because there is nobody supervising them and catching their attention, sometimes they 
may lose their attention or get busy with other activities while the lesson is being taught. 

Other studies also reported lack of concentration (Hussein et al., 2020; Subedi et al., 2020; Xhelili et al., 
2021), lack of motivation (Alawamleh et al., 2020; Xhelili et, al. 2021), and inadequate engagement in online 
class activities (Sreehari, 2020; Xhelili, et al. 2021) as challenges of online instruction during the Corona 
Virus crisis. 

The non-existence of a proper assessment procedure was the last drawback mentioned by the Turkish 
higher education students in the present study. Based on participants’ responses, it seems that the tests used 
in EOT in Turkey do not comprehensively measure a student's competency and mastery of concepts in 
his/her field of study. Therefore, it seems that objective assessment of students’ knowledge may not be 
possible. The following are the excerpts from their responses. 

During the exams, students cheat by copying the answers from the book or searching the answers in 
Google, copying and pasting the answers to questions. 

Since this crisis started, all our exams are online and include only multiple-choice questions. The 
teachers don’t or maybe can’t include all the important sections we studied. It seems they just select some 
parts by chance and make questions from them. 

Before this situation, when classes were not online, the exams were harder. We had very few exams 
with multiple-choice questions. We had to write our answers or even our own analysis and interpretation 
of our studied points. 

Frankly speaking, students get marks by cheating. Although many students like it, I think online exams 
can’t show if a student has really learned the lesson or not!   

Given the findings and mentioned points, universities in Turkey managed to switch from the traditional 
teaching to online learning, however, that hurried shift to online instruction was not fully satisfactory in Turkey. 

The first and most frequently mentioned problem by the Turkish higher education students in the 
current study was ‘inadequate technological infrastructure or facilities’. Every model of instruction entails its 
required infrastructure, without which favourable beneficial results cannot be achieved.  Effective online 
education requires the provision of resources in order to assure quality: (1) selected technological delivery 
systems must be reliable; (2) learner support systems must be provided; (3) faculty professional development 
for online teaching must be supported. All the mentioned issues definitely entail government support. 
Consequently, all of these factors affect the effectiveness of online learning experiences (Moore, Lockee, and 
Burton, 2002). Even though these recommended areas are for well-planned online teaching and may not be 
perfectly possible in the case of the EOT, extra efforts are demanded in the case of the EOT during the 
Covid-19 pandemic in Turkey, especially in terms of provision of sufficient technology infrastructure to 
handle the requirements of EOT. As another option, asynchronous online lesson delivery is one way of 
alleviating some educational problems, such as the problem of inadequate technological infrastructure or 



Advanced Education, 19, 2021 
 

130 

facilities’ (Villanueva et al., 2020). The flexibility of asynchronous online courses could be beneficial to all 
during this crisis (Dutton and Mohapatra, 2020). 

The second-ranked issue causing dissatisfaction was ‘lack of sufficient teacher-student and peer 
interaction’. In fact, the presence of several types of classroom interaction enhances the learning outcomes in 
online distance education (Bernard et al., 2009). Therefore, careful planning for online learning must carefully 
consider different types of interactions which are essential to the learning process (Hodges et al., 2020).  

The study showed that most of the Turkish higher education students were not satisfied with the 
preparedness of teaching staff for online teaching, which could be explained by the fact that the staff were 
forced to adapt to the changes due to the crisis. Since providing teachers with adequate training courses can 
help them effectively teach the courses via electronic delivery (Toquero, 2020), the teachers, especially 
future teachers, should be helped to enhance their skills needed for qualified online instruction (Amir et al., 
2020; Korkmaz and Toraman, 2020; Toquero, 2020). In addition, the Turkish higher education students were 
not content with the quality or type of the training they received before starting the online learning. As 
Muthuprasad et al. (2021) truly said, “technical proficiency of teachers and learners related to usage of 
computer and internet is a major factor determining the effectiveness of online classes.” (p. 7) 

Considering some of the drawbacks stated by the higher education learners in Turkey, such as ‘lack of 
learners’ attention and concentration’, ‘Tediousness of online lessons’, ‘learners’ inadequate engagement in 
class activities’, and ‘non-existence of comprehensive and accurate assessment procedure’, and in view of the 
acute problems the country faces during the pandemic, it seems that flipped instruction can be one of the 
effective solutions for several fields of study because as O’Shea (2020) truly pointed out, the flexibility of 
flipped models of teaching has the potential to meet the learners’ needs, especially in contexts where the 
learners complain about being disengaged and are merely passive recipients of information. Using flipped 
pedagogy, the content of instruction can be obtained via online videos prepared or provided by the teacher. 
Students watch the assigned instructional videos by themselves before class (Tang et al., 2020). Then the class 
time can incorporate various communicative activities, such as group work and interactive discussion (Basal, 
2015; Danker, 2015; Egbert et al., 2015; Soltanpour and Valizadeh, 2018; Valizadeh and Soltanpour, 2020).  

Collaborative approaches for learning via which the teacher is not the sole source of knowledge can be 
actualized utilizing the flipped approach to learning (O’Shea, 2020; Roehl, Reddy, and Shannon, 2013). In 
addition, instructors’ provision of various learning materials to the learners before class lectures, leads to 
more time for learners’ engagement during the lectures.  Learners know about the lesson content at home; 
they, therefore, can be active during the class lectures by asking their questions, practising, and applying 
their already learned knowledge during class. Moreover, using this new approach, the professor can identify 
the low performing learners who need more help (Dressler and Rachfall, 2020; Klimplová, 2020). 

 
Conclusions 
The purpose of this article was to explore the Turkish higher education learners’ attitudes towards EOT 

during the Covid-19 pandemic in order to discover the benefits and drawbacks of it. A mixed-methods 
design was used to achieve this aim. The analysis of both qualitative and quantitative data, which were 
gathered via 251 higher education learners’ responses to close-ended and open-ended items of a 
questionnaire showed that the hurried shift to online instruction by universities in Turkey was not fully 
satisfactory although the participants stated that they felt safer during this pandemic disease by the 
availability of distant online education. Over half of the learners believed that students are compelled to learn 
through online learning and the majority of the respondents preferred face-to-face learning to an online 
format. The drawbacks they mentioned include ‘inadequate technological infrastructure or facilities’, ‘lack of 
sufficient teacher-student and peer interaction’, ‘lack of learners’ attention and concentration’, ‘tediousness 
of online lessons’, ‘learners’ inadequate active engagement in class activities’, as well as ‘non-existence of 
comprehensive and suitable assessment procedure’.  
The paper has put the argument for the flipped classroom to solve some drawbacks of the virtual education, 
such as ‘lack of learners’ attention and concentration’, ‘Tediousness of online lessons’, ‘learners’ inadequate 
active engagement in class activities’, and ‘non-existence of comprehensive assessment procedure’; it is 
believed that flipped pedagogy could be useful for the higher education instruction in this crisis.  
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