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Article Info Abstract

Article History This research investigates the level of work autonomy and work burnout perceived

Received: by EFL teachers. It also examines the relationship between autonomy and burnout

24 October 2022 in the context of EFL teaching. The study participants were 158 EFL teachers from

270 fg:ieldz:ozg four Saudi universities. To measure teachers’ perceived autonomy and work
burnout, two questionnaires were administered to the teachers. The results indicate
that EFL teachers’ perceived method autonomy is high, while both scheduling and
criteria autonomy are medium. In addition, EFL teachers’ emotional exhaustion

Keywords

and depersonalization are found to be low, whereas personal accomplishment is

Work autonomy . . . . .
o high. A negative relationship between autonomy and burnout is also found
Criteria autonomy

Scheduling autonomy according to the results of the study. The perception of having high or moderate
Method autonomy levels of autonomy is connected to lower rates of burnout. According to the
Work burnout

results, the autonomy of teachers can be seen as a particular personality trait of
EFL teachers EFL teachers that helps mitigate burnout. The findings of this research may be
beneficial for language teachers as it can increase their understanding of their own
autonomy, burnout at work, and how to enhance these areas based on the

suggestions provided.

Introduction

The role that teachers play in the success of their students is critical. Therefore, it is crucial to determine which
factors related to teachers are most effective in promoting their success. According to Rushton, Morgan, and
Richard (2007), successful teachers seem to share a number of traits. Although there are several variables to
consider, it seems that factors like job autonomy and burnout require further attention (Faskhodi & Siyyari, 2018;
Hakanen, Bakker, & Schaufeli, 2006). Recent studies have shown that characteristics of teachers can have positive
effects on their job satisfaction, mental health, and can help prevent burnout. This has been supported by research
from various scholars including Dormann, Fay, Zapf, and Frese (2006), Moslehi and Salehi (2021), Ryan and
Deci (2006), and Tran and Moskovsky (2022). There appears to be a growing interest among practitioners and
researchers alike in the concept of personal autonomy and its relevant aspects. Regarding the relationship between
work autonomy and burnout, studies have been conducted in different fields. Maslach, Schaufeli, and Leiter
(2001) claim that some of those studies have shown that perceived professional autonomy can help moderate
burnout. However, there is no literature that investigates the relationship between work autonomy and the level

of burnout in the context of EFL teaching in Saudi universities. Therefore, to fill this gap in the literature, this
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paper was designed with the purpose of achieving two research objectives: 1). to examine the level of perceived
autonomy and work burnout, and 2). to investigates the relationship between work burnout and autonomy among

EFL teachers in four Saudi universities.

Literature Review

Conceptualization of EFL Teacher Autonomy

Review of the literature provides significant insights for the formation of the concept of autonomy as defined by
Piaget and other philosophers. Piaget defines autonomy as an ego-directed behavior that is free from external and
internal pressures (cited in Peck, Havighurst, Cooper, Lilienthal, & More, 1960, p. 7). A considerable number of
theorists include autonomy when they describe human growth. For instance, Maslow (1981) at the self-
actualization stage and Loevinger et al. (1985) at the autonomous stage include autonomy in their developmental
hierarchies. Barenboim (1981) argues that when children learn autonomous behavior is acceptable from the adults

around them, they attain autonomy in their adulthood.

The concept of work autonomy as pertains to educators has been discussed throughout history. During colonial
New England, townships were required to maintain educational establishments in the middle of the 1600s. As a
result, the community became responsible for education instead of the family (Franklin, 1989). According to
Elsbree (1939), ‘the teacher was perhaps more nearly his own boss at this time (colonial period) than at any other
subsequent period. There was little constraint on the teacher's authority’ (p. 71). Over time, there has been
significant evolution in the concept of autonomy in education, which is backed by a substantial body of evidence
(Assor, Kaplan, & Roth, 2002; Korthagen & Evelein, 2016; Reeve, 2009; Roth, 2014; Worth & Van den Brande,
2020). According to Koban-Kog and Kog (2016), scholars describe ‘autonomy as a trait’ that teachers can help
students develop in the classroom by providing guidance and support (p. 66). In the same vein, Mendz and Kissane
(2020) argue that autonomy as a trait involves having the ability and freedom to make decisions by individuals
who possess agency and decision-making capacity. They claim that agency and decision-making capacity are
prerequisites for autonomy, yet they do not constitute its dimensions. Wermke and Hostfélt (2014) argue that
although complete autonomy across all subject areas may seem like an unattainable goal for educational reform,
individuals are still expected to adhere to the rules, regulations, and curriculum recommendations set forth by the

educational system.

The literature review highlights that the concept of professional autonomy for teachers is not clearly defined and
is often portrayed in various ways. For instance, teacher work autonomy is described as ‘control one’s own work
environment’(Pearson & Hall, 1993, p. 173); ‘freedom to make certain decisions’ (Short, 1994, p. 490); capacity
of teachers to be independent, self-directed, and reflective through critical reflection, detachment, independent
action, and decision-making (Thanasoulas, 2000) or ‘the capacity, freedom, and/or responsibility to make choices
concerning one’s own teaching’(Aoki, 2002). Several definitions of professional autonomy tend to highlight a
particular aspect of the concept, emphasizing the capacity to self-regulate and guide one's own professional

growth.
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In this study, the definition of teacher autonomy is based on the ideas of Kamii (1999), who views it as a self-
governing ability rather than a right. To avoid confusion between the terms 'provided’ and ‘perceived' autonomy,
the present paper uses the term 'perceived teacher autonomy'. This definition of ‘perceived teacher autonomy" is
consistent with Myers and McCaulley's (1985) definition of perception, which encompasses all possible ways of

becoming aware of something - whether it be a person, event, or idea.

Conceptualization of EFL Teacher Work Burnout

The term ‘burnout’ was initially introduced to academia by Freudenberger (1974), who described it as ‘to fail, to
wear out, or become exhausted by making excessive demands on energy, strength, or resources’ (p. 159). This
concept has since become a significant concern in the fields of psychology, healthcare, and education, among
others. The concept of burnout did not become widely known until the development of the Maslach Burnout
Inventory (Maslach & Jackson, 1981). In the initial phases of research on burnout, people from different
professional groups were examined including nurses, human service workers, psychologists, and teachers. The
concept ‘burnout’ received little scholarly attention and was regarded as ‘pop psychology’ (Maslach et al., 2001,
p. 398), ‘fad’ (Farber, 2000, p. 589), or ‘psychobabble’ (Schwab, 1983, p. 21). Cordes and Dougherty (1993)
acknowledged Freudenberger's work as a precursor to the empirical study of burnout, noting that it was not until
the 1980s that researchers such as Iwanicki, Schwab, Maslach, and Jackson began conducting empirical studies

on the concept.

The burnout theory was developed by a number of early scholars, including Farber (1984), Maslach (1976), and
Maslach and Jackson (1981). These researchers conducted studies on the topic, which helped to establish the
concept of burnout and its effects in various professional fields. As research on burnout continued, several
researchers, including Farber (1984), Gold (1984), Gold and Bachelor (1988), Hock (1988), Nummela (1982),
and Whiteman, Young, and Fisher (1985), identified a variety of related issues. Among those issues identified by
Gold (1985) were disruptive behavior, students' lack of interest in their work, new programs, accountability
testing, and excessive paperwork’ (p. 255). According to Maslach et al. (2001), the concept of burnout was
difficult to define before the establishment of the Maslach Burnout Inventory (MBI) by Maslach and Jackson
(1981). In their book ‘The Truth About Burnout’, Maslach and Leiter (2008) defined burnout as ‘an erosion of
engagement that what started out as important, meaningful, and challenging work becomes unpleasant,
unfulfilling, and meaningless.” (p. 23). Consequently, burnout occurs when energy is replaced by exhaustion,

hopefulness by cynicism, and effectiveness by ineffectiveness.

Initial studies of teachers' burnout in teacher education focused on teacher stress. (Smylie, 1999). Teachers of
special education appear to be the most vulnerable to high levels of stress (Mclntyre, 1983). Early 1980s research
found that descriptions of the demographic characteristics of the applicants, including gender, age, years of
experience in teaching, marital status, and education level highly contributed to teacher stress and burnout.
Teachers and students’ ratios, grades taught, special needs children, and workload were among the work-related
factors investigated in the late 1980s. Workload was found to be one of the most prominent factors contributing

to burnout. Thus, models examining workload-related burnout were proposed. Researchers in the 1990s studied
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the interaction between work environments and teacher burnout. According to Blasé (1982), teacher burnout is
primarily caused by ‘prolonged job strain that results from the inadequacy of coping resources and the absence of
equitable rewards in relation to the demands of work-related stressors’ (p. 109). Research on teacher burnout in
the early 20th century suggests that burnout is a condition that results from persistent stress associated with
workplace conditions. In recent decades, Maslach's psychological constructs have become the dominant
framework for understanding burnout. There has been an increase in the use of the MBI scale established by
Maslach and Jackson (1981), which assesses the three dimensions of burnout: cynicism, emotional exhaustion,
and inefficacy. In addition to the widespread use of the MBI scale, researchers and practitioners alike have become
more aware of the teachers’ burnout negative impacts on both students and teachers themselves. For instance,
teacher burnout can decrease the level of students' academic achievement and motivation (Billingsley & Bettini,
2019). As for the teachers, the consequences of burnout can manifest in changes in mood and well-being, such as
increased irritability and symptoms of mental health problems (Capone, Joshanloo, & Park, 2019; Madigan &
Kim, 2021).

Teachers' burnout can be attributed to a wide range of factors (Maslach et al., 2001). Chang (2009) identified three
types of factors that contribute to teacher burnout: organizational, individual, and transactional factors. Individual
factors include demographic information such as age, gender, years of experience, and personality traits (Burke
& Greenglass, 1988; Friedman, 1991; Maslach & Jackson, 1981). Institutional and job characteristics, such as
workload, school socioeconomic status, and level of administrative support, are organizational factors that can
contribute to teacher burnout (Brissie, Hoover-Dempsey, & Bassler, 1988; Evers, Tomic, & Brouwers, 2004;
Farber, 1984; Maslach et al., 2001). Transactional factors involve the interaction between organizational and
individual factors. This includes how employees perceive the leadership style of their organization, how teachers
attribute student misbehavior, and the perception of outcomes and investments exchanged between teachers and
their organization (Bibou-Nakou, Stogiannidou, & Kiosseoglou, 1999; Evers et al., 2004; Friedman, 1995).
Studies that identify individual factors provide answers to the question of ‘who’ encounters burnout, and studies
examining social and organizational factors offer responses to the question ‘what’ causes burnout in teachers.
However, transactional factors studies find responses to the inquiry ‘who’ grows burnout in ‘which’ situations
(Chang, 2009). Teachers who are autonomously motivated will experience less exhaustion when they view their
involvement in teaching tasks as inspiring and important. Additionally, it has been suggested that teachers who
are more dedicated to goals, mission, and objectives of their workplace will have a lower risk of job-related stress

than less committed individuals.

The literature on teacher burnout suggests that the emphasis has shifted from investigating organizational and
individual factors separately to examining individual experiences of teachers considering transactional factors.
The increasing research on transactional factors contributes to a better understanding of teacher burnout. For
instance, the number of studies examining the causes of teacher burnout during the past two decades has increased
significantly concluding that the disruptive behavior of students leads primarily to teacher burnout (Bibou-Nakou
etal., 1999; Evers et al., 2004; Yvonne Gold, 1985; Pines, 2002). Student disruptive behaviors may be regarded
as a determinant factor in teacher burnout. However, Chang (2009) argues that while individual and organizational

factors are important contributors to teacher burnout, they do not provide a complete understanding of the
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problem. To better understand the issue, it is essential to consider the beliefs and attitudes of teachers towards
disruptive behaviors of the students. Since what teachers believe impacts their thinking and behavior(Skott,
Mosvold, & Sakonidis, 2018; Woolfolk Hoy, Hoy, & Davis, 2009), the emotional reactions of teachers to burnout
are affected by their beliefs and cognitive processes. The present study examines teacher work burnout as it relates
to teachers' judgments and habits regarding teaching tasks and student behavior, which can significantly influence

their experiences and perceptions of burnout.

Correlation between Teacher Autonomy and Work Burnout

In recent years, there has been growing interest in examining the relationship between perceived teacher autonomy
and burnout. Ryan and Deci (2000) assert that autonomy is one of the fundamental needs of a person, which is
the necessity to make choices and exercise self-determination. Satisfying this need is considered one of the most
important conditions that determine optimal functioning, mental well-being, and personal growth. On the other
hand, when the need for autonomy is frustrated, it can have negative effects on mental well-being and cognitive
function. The notion that autonomy is a hallmark of professionalism has been widely discussed in the literature
(Smith & Hopkins, 1978), with some researchers suggesting that professionals who are able to exercise greater
autonomy in their work are more likely to experience job satisfaction (Davis & Bordieri, 1988). Gavrilyuk,
Loginova, and Buzovkina (2013) argue that in the context of university teaching, a lack of teacher autonomy can
have negative effects on one's psychological well-being and professional performance. Teacher burnout is often
associated with these disturbances. Several other studies have shown that constraints on teacher autonomy can
lead to feelings of tension, frustration, and anxiety among teachers (Bacharach, Bauer, & Conley, 1986; J. Blase
& Matthews, 1984; Cedoline, 1982; Natale, 1993).

Studies examining the relationship between EFL teachers' autonomy and work burnout has yielded mixed results,
with some studies suggesting a positive correlation between autonomy and burnout, while others have found a
negative correlation or no significant relationship. Those conflicting findings resulted from the specific aspects of
autonomy and burnout being measured. Javadi (2014) studied teacher autonomy in relation to feelings of burnout
as a construct for professional development in Iran. Participants were 143 EFL teachers from private institutes for
language teaching. To collect data, Javadi used Maslach Burnout Inventory and Pines and Hall Teaching
Autonomy Scale. The study's results suggest that burnout and autonomy are significantly and inversely related in
EFL teaching. Additionally, the multiple regression analysis conducted in the study found that certain components
of burnout, such as emotional exhaustion and depersonalization, played a significant role in predicting teacher
autonomy. Skaalvik and Skaalvik (2014) examined the relationship between EFL teacher autonomy and job
satisfaction, engagement, and burnout. They used five different scales: Teacher Autonomy, Utrecht Work
Engagement, Teacher Self-Efficacy, Teacher Job Satisfaction, and the Maslach Burnout Inventory. Surprisingly,
their study found that both self-efficacy and autonomy were significant contributors to burnout in EFL teachers.
These findings amongst others suggest that the relationship between autonomy and burnout in EFL teaching is
more complex than previously thought and highlight the need for further research to better understand the nuanced

interplay between these two aspects.
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Aim of the Study

This study aims to investigate the degree of both professional autonomy and work burnout perceived by EFL
teachers and to examine the relationship between the two concepts. To achieve this, the following research
questions were formulated:

1. What is the level of perceived work autonomy among EFL teachers?

2. What is the level of work burnout among EFL teachers?

3. How does perceived autonomy relate to the 3 constructs of work burnout?

4. How does perceived autonomy relate to work burnout?

Accordingly, the following four hypotheses are tested to answer question 3 and 4:
1. The relationship is not significant between the autonomy and emotional exhaustion of the EFL teachers.
(1 construct)
2. The relationship is not significant between the autonomy and depersonalization of the EFL teachers.
(2™ construct)
3. The relationship is not significant between the autonomy and personal accomplishment of the EFL
teachers.
(3" construct)

4. The relationship is not significant between the autonomy and work burnout of the EFL teachers.

Methodology

This quantitative study employs a cross-sectional online questionnaire with two scales to investigate the
relationship between perceived autonomy and work burnout among EFL teachers in Saudi universities. By
examining the complex interplay between these two aspects, this study aims to shed further light on the degree of
work autonomy and the level of work burnout perceived by EFL teachers. It also attempts to test the relationship
between autonomy and emotional exhaustion, depersonalization and personal accomplishment of the EFL

teachers.

Participants

The study included 158 full-time EFL teachers from four language institutions located in four universities in Saudi
Arabia. Out of the total 158 EFL teachers who participated in the study, 111 (71.6%) were female and 44 (28.4%)
were male. In terms of age distribution, 50 teachers (32.3%) fell within the 40-49 age range, 48 (31%) were
between 30-39, 38 (24.5%) were aged 50-59, 14 (9%) were between the ages of 22-29, and 5(3.2%) were 60 years
or older. In terms of the highest educational degree obtained by the participants, the majority (41.3%) held a
master’s degree, while 35.5% had obtained a doctorate degree, and 23.2% had a bachelor's degree as their latest
degree. These demographic characteristics of the participants provide important insights into the sample of
teachers included in the study and help to contextualize the findings in terms of gender, educational background,

and age-related differences in perceived autonomy and work burnout.

394



International Journal of Research in Education and Science (IJRES)

Instruments
Breaugh’s Work Autonomy Scale (WAS)

This study utilized the Work Autonomy Scale (WAS) to measure three different constructs namely: method
autonomy, scheduling autonomy, and criteria autonomy. Method autonomy refers to the extent to which
individuals are free to conduct their work in a particular manner. Scheduling autonomy is their ability to determine
when and how to perform their work tasks. Criteria autonomy refers to the level of management individuals have
over the evaluation of their performance at work (Breaugh, 1985, 1989). The Work Autonomy Scale (WAS) used
in the study consisted of nine questions in total, with three questions for each of the three WAS subscales (method,
scheduling, and criteria autonomy), rated on a seven-point Likert scale. The factor structure of the scale was
assessed using confirmatory factor analysis, which demonstrated excellent fit measures. In a previous study of
129 individuals, Breaugh (1999) reported high internal consistency for the three subscales of the WAS, with
Cronbach's alpha coefficients of .93 for method autonomy, .88 for scheduling autonomy, and .85 for criteria
autonomy. These findings suggest that the WAS is a reliable and a valid tool for measuring perceived autonomy

in EFL teaching contexts.

Maslach’s Burnout Inventory (MBI)

The study employed the Maslach Burnout Inventory - Educators Survey (MBI-ES) to measure three indicators of
burnout: emotional exhaustion, depersonalization, and personal achievement. Emotional exhaustion refers to a
state in which an individual is unable to function on a physical level due to a depletion of emotional resources
(Maslach, Jackson, & Leiter, 1997). Depersonalization, as defined by Maslach and Schaufeli (2018), refers to
feeling and acting in a cynical manner towards oneself and students, often leading to a sense of detachment and
emotional exhaustion. Reduced personal accomplishment, as defined by Maslach, Jackson, and Leiter(1997),
refers to negative self-evaluations of one's work or students, and can lead to feelings of inadequacy and burnout.
The Maslach Burnout Inventory (MBI) used in the study consisted of 22 items divided into three subscales:
emotional exhaustion (9 items), depersonalization (5 items), and personal accomplishment (8 items), rated on a
seven-point Likert scale. A confirmatory factor analysis was conducted to assess the factor structure of the
instrument, which showed excellent goodness of fit measures. The MBI-ES demonstrated high internal
consistency for the emotional exhaustion construct with a value of r = 0.90, and moderate internal consistency for
both the personal accomplishment and depersonalization constructs, with a value of r = 0.76 for each (Yvonne
Gold, 1984). These findings indicate that the MBI-ES is a reliable and a valid tool to assess burnout of EFL

teachers.

Results

Section I: Q 1, What is the level of perceived work autonomy among EFL teachers?

To measure the degree of work autonomy, means scores, standard deviations and One Sample T Test are used to
determine the significance of the difference between EFL Teachers' responses mean scores and hypothetical mean

(4) on domains and the work autonomy scale as a whole. Table 1 below provides detailed information.
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Table 1. Tt-Test Mean Scores and Hypothetical Mean on Work Autonomy

No Domain Mean S.D Rank t Sig Degree
value value

1 Method Autonomy 5.13 147 1 9.65 0.000 High

2 Scheduling Autonomy 4.05 1.51 2 0.457 0.649  Medium

3 Criteria Autonomy 3.79 1.63 3 1.605 0.111  Medium

Mean of whole scale 4.33 1.19 - 3.434 0.001  High

According to the results presented in Table 1, the domain of method autonomy was ranked first, followed by
scheduling autonomy in second place, and criteria autonomy in third place. The mean scores of the work autonomy
scale ranged from 5.13 to 3.79. The obtained t-value of method autonomy (9.65) is significant at (0.05) level
where the sig value (0.000) is below the level of significance (0.05). It suggests that a significant difference can
be found between the mean scores of EFL teachers' responses in method autonomy (5.13) and the hypothetical
mean (4) in favor of the mean of EFL teachers' responses. Hence, this result indicates that the method autonomy
of EFL teachers is high. The obtained t-value of scheduling autonomy (0.457) is not significant at (0.05) level
where the sig value (0.649) is higher than the level of significance (0.05). This designates that there is no
significant difference between the responses mean scores in scheduling autonomy (4.05) and the hypothetical
mean (4). Therefore, these findings suggest that EFL teachers' scheduling autonomy falls within the moderate
range. The obtained t-value of criteria autonomy (1.605) is not significant at (0.05) level where the sig value
(0.111) is higher than the level of significance (0.05). This suggests that there is no significant difference between
the responses mean scores in criteria autonomy (3.79) and the hypothetical mean (4). Thus, this outcome suggests
that EFL teachers' criteria autonomy is moderate. The obtained t-value of work autonomy (3.434) is significant at
(0.05) level where the sig value (0.001) is below the level of significance (0.05). It shows that there is significant
difference between the responses mean scores in work autonomy (4.33) and the hypothetical mean (4) in favor of
the mean of EFL teachers' responses. Hence, this result indicates that the work autonomy of EFL teachers is high.

In other word the degree of work autonomy among EFL teachers is high.

Section I1: Q2, What is the level of work burnout among EFL teachers?

To analyze the degree of work burnout, means scores, standard deviations and One Sample T Test are used to
identify the significance difference between EFL Teachers' responses mean scores and hypothetical mean (4) on
domains and the work burnout scale as a whole. Table 2 displays that the personal accomplishment domain was
ranked first, followed by the emotional exhaustion domain in second place, and the depersonalization domain in
third place. The mean scores of the work burnout scale ranged from 5.99 to 1.62. The obtained t-value of emotional
exhaustion (7.75) is significant at (0.05) level where the sig value (0.000) is below the significance level (0.05).
It indicates that the mean scores of EFL teachers' responses in emotional exhaustion (3.08) and the hypothetical
mean (4) differ significantly in favor of the hypothetical mean. Therefore, this finding suggests that EFL teachers
experience low levels of emotional exhaustion. The obtained t-value of depersonalization (36.07) is significant at
(0.05) level where the sig value (0.000) is | below the level of significance (0.05). It suggests that the difference

between the mean scores of responses in depersonalization (1.62) and the hypothetical mean (4) is significant in
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favor of the hypothetical mean. Thus, this outcome suggests that EFL teachers experience low levels of

depersonalization.

The obtained t-value of personal accomplishment (28.15) is significant at (0.05) level where the sig value (0.000)
is below the level of significance (0.05). It implies that the difference between the mean scores of responses in
personal accomplishment (5.99) and the hypothetical mean (4) is significant in favor of the mean of EFL teachers'
responses. Hence, this result indicates that the personal accomplishment of EFL teachers is high. The obtained t-
value of work burnout (5.94) is significant at (0.05) level where the sig value (0.000) is below the level of
significance (0.05). It shows that the difference between the responses mean scores in work burnout (3.76) and
the hypothetical mean (4) is significant in favor of the hypothetical mean. Hence, this result indicates that the

work burnout of EFL teachers is low. In other word the degree of work burnout among EFL teachers is low.

Table 2. Mean Scores/Notions of Work Burnout Constructs and Relationship with Autonomy

No Domain Mean S.D Rank t Sig  Degree Relationship
value value with Autonomy

1 Emotional Exhaustion 3.08 149 2 7.75 0.000 Low R - 0.346**
Sig  0.000

2 Depersonalization 1.62 0.83 3 36.07 0.000 Low R -0.514
Sig  0.054

3 Personal Accomplishment ~ 5.99  0.89 1 28.15 0.000 High R 0.226**
Sig  0.004

Mean of whole scale 3.76  0.52 - 594 0.000 Low

Section III: Q3, First Hypothesis, ‘The relationship is not significant between autonomy and emotional

exhaustion of the EFL teachers’ (1% construct)

The relationship at (o < 0.05) level between the autonomy and emotional exhaustion of the EFL teachers is not
significant. The statistical relationship at (a < 0.05) level between autonomy and emotional exhaustion of the EFL
teachers was identified using the Pearson’s product-moment correlation (P.C). Based on the outcomes presented
in Table 2, a significant inverse relationship is found between autonomy and emotional exhaustion among EFL
teachers. This can be indicated by the r value -0.346, which is significant at 0.05 level where sig value 0.000 is
less than 0.05. Thus, the null hypothesis that states ‘there is no significant relationship at (o < 0.05) level between
the autonomy and emotional exhaustion of the EFL teachers’ is rejected. An alternate hypothesis which states that
‘there is significant negative relationship at (a0 < 0.05) level between the autonomy and emotional exhaustion of

the EFL teachers’ is accepted.

Section IV: Q3, Second Hypothesis, ‘The relationship is not significant between autonomy and

depersonalization of the EFL teachers’ (2" construct)

The relationship at (o < 0.05) level between the autonomy and depersonalization of the EFL teachers is not
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significant. The statistical relationship at (o < 0.05) level between autonomy and depersonalization of the EFL
teachers was identified using the Pearson’s product-moment correlation (P.C). The findings presented in Table 2
indicate that there is no significant relationship between autonomy and depersonalization among EFL teachers.
This can be indicated by the r value -0.154, which is not significant at 0.05 level where sig value 0.054 is higher
than 0.05. Consequently, the proposed null hypothesis that states ‘there is no significant relationship at (o < 0.05)

level between the autonomy and depersonalization of the EFL teachers’ is accepted.

Section V: Q3, Third Hypothesis, ‘The relationship is not significant between autonomy and personal

accomplishment of the EFL teachers’ (3" construct)

The relationship at (o < 0.05) level between the autonomy and personal accomplishment of the EFL teachers is
not significant. The statistical relationship at (o < 0.05) level between autonomy and personal accomplishment
of the EFL teachers was identified using the Pearson’s product-moment correlation (P.C). The data in Table 2
demonstrates a significant and positive association between autonomy and personal accomplishment among EFL
teachers, which is shown by the r value 0.226 that is significant at 0.05 level where sig value 0.004 is less than
0.05. Accordingly, the null hypothesis that states ‘there is no significant relationship at (a < 0.05) level between
the autonomy and personal accomplishment of the EFL teachers’ should be rejected. An alternative hypothesis
which states that ‘there is significant positive relationship at (a0 < 0.05) level between the autonomy and personal

accomplishment of the EFL teachers’ is accepted.

Section VI: Q4, Fourth Hypothesis, ‘The relationship is not significant between the autonomy and work
burnout of the EFL teachers’.

The relationship at (o < 0.05) level between the autonomy and work burnout of the EFL teachers is not significant.
The statistical relationship at (o < 0.05) level between autonomy and work burnout of the EFL teachers was

identified using Pearson’s product-moment correlation (P.C). Table 3 shows these results.

Table 3. The Relationship between Autonomy Scores and Work Burnout

Relationship Autonomy Work Burnout
Autonomy R — -0.237**

Sig — 0.003
Work Burnout R -0.237** —

Sig 0.003 —

Results presented in table 3 indicate that the relationship between autonomy and work burnout of the EFL teachers
is significant and negative. This can be indicated by the r value -0.237, which is significant at 0.05 level where
sig value 0.003 is less than 0.05. Thus, the null hypothesis that states ‘there is no significant relationship at (o <
0.05) level between the autonomy and work burnout of the EFL teachers’ must be rejected. An alternate hypothesis
which states that ‘there is significant negative relationship at (o < 0.05) level between the autonomy and work

burnout of the EFL teachers’ is accepted.
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Discussion

To begin with, the average levels of perceived work autonomy among the surveyed EFL teachers were relatively
high. The participants reported higher levels of perceived autonomy in the method autonomy domain compared
to both the scheduling and criteria autonomy domains. These findings suggest that EFL teachers have a
considerably high level of control over how they perform their work tasks but may have less control over when
and how they are evaluated or monitored. There was a range of mean scores between 5.28 and 4.96 for the three
items that comprised the method autonomy construct. Thus, EFL teachers are highly autonomous when it comes
to selecting the methods they use in their work. In accordance with previous research, such as Berry (2016) Kim,
Twombly, and Wolf-Wendel (2008), participants in this research demonstrated a high degree of perceived method
autonomy. The mean score for work scheduling autonomy ranged from 4.58 to 3.15. It appears that EFL teachers
have moderate control over the timing of their work-related endeavors based on these findings. Compared to
previous studies, this level of medium scheduling autonomy does not appear to be consistent. Townsend (1998)
and Berry (2016) found that participants have a higher degree of work scheduling autonomy. The mean score for
work criteria autonomy was lower among this study participants, ranging from 3.93 to 3.68. These findings are
consistent with Berry’s (2016) findings. There may be a link between the lower perception of work scheduling
and perceived work criteria autonomy among EFL teachers compared to the perception of work method autonomy
because of the nature of language course duties and evaluation methods which teachers usually do not have control
over (Alamoudi, 2018).

All three constructs of WAS autonomy; namely: method, schedule, and criteria autonomy; were statistically
significant correlated with the burnout constructs. A negative correlation of emotional exhaustion and a positive
correlation of personal accomplishment were found. These findings provide support for the first and third
hypotheses of the study. Since greater levels of achievements on the MBI-ES are linked to burnout of low levels,
all three WAS constructs of autonomy had a statistically significant correlation with work burnout levels among
the participants. Based on these results, hypothesis four is supported as burnout is significantly correlated with
levels of work autonomy. In line with previous literature (Berry, 2016; Jonge & Schaufeli, 1998; Landsbergis,
1988; Olanrewaju & Ifenna, 2011), these findings demonstrate that burnout and autonomy are negatively related.
Nevertheless, the results show that the relationship was not significant between autonomy constructs and
depersonalization of the EFL teachers, which contradict results from the previously mentioned literature.

Increasing work-related autonomy has been shown to decrease stress related to work (Berry, 2016; Saragih, 2015).

The relatively high degree of autonomy among participants in terms of work method might make it easier for EFL
teachers to interact with work environments more effectively and to ameliorate inevitable stressful working
situations. In various educational settings, it is widely recognized that teachers value having a higher level of
autonomy when it comes to classroom-related issues (Alamoudi, 2021; Alamoudi & Troudi, 2017). However,
their involvement in administrative tasks and curriculum improvement, such as curriculum planning and
development, resource distribution, scheduling, and task allocation, seems to be less noticeable (Lennert da Silva
& Molstad, 2020; Nguyen & Walkinshaw, 2018; Tran & Moskovsky, 2022; Wermke, Olason, & Salokangas,

2019). To increase teacher involvement in curriculum development and other administrative issues, various
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approaches can be implemented. These include establishing teacher-led committees, pursuing professional
development opportunities, promoting a culture of collaboration, and providing resources and support to enable
teachers to take a more active role (Al-Amoudi, 2013). By adopting these strategies, a more collaborative and
supportive work environment will be created, which can ultimately contribute to greater professional autonomy
and less work burnout. Yest, this study does not explore these strategies and others that enhance teachers’

perceived autonomy. This limitation is going to be addressed in the recommendations section below.

Conclusion

Maslach and Leiter (2008) define burnout as the failure to engage in one's work, where one who formerly found
their work fulfilling has become disengaged and has lost their sense of purpose in their work. When job
engagement is high, depersonalization and emotional exhaustion are low and personal accomplishments are high
on the MBI. This study indicates that EFL teachers show a great level of job engagement, and their personal
accomplishment is accordingly high. In cases where teachers have a low level of engagement, Maslach, Schaufeli,
and Leiter (2001) argued employees may improve how they perceive the actual work they perform in addition to
enhance work-life balance and job control. Since higher level of job engagement is characterized by ‘feelings of
enthusiasm and significance, and by a sense of pride and inspiration’ (Maslach et al., 2001, p. 417), teachers can
choose approaches they could control with regards to their positions to counteract the loss of passion in one’s job.
It is possible to accomplish this by implementing a variety of strategies, including the creation of new courses
within the discipline, the use of new educational methodologies, instructional design, and student assessment

methods, and the pursuit of more professional development.

To conclude, the results of this study provide valuable insights into the relationship between work autonomy and
burnout among EFL teachers. They also indicate that the surveyed EFL teachers exhibit a relatively high level of
perceived autonomy and quite a low level of burnout in their work. However, the study does not investigate the
impact of employing interventions, such as implementing different mechanisms and strategies, on teachers'
perceived levels of autonomy or burnout. In the following section, suggestions for future research are made to

address this limitation.

Recommendations and Future Research

In order to improve job engagement and reduce the likelihood of burnout among EFL teachers, further research
is required on the effect of utilizing different strategies on perceived autonomy and work burnout. These strategies
may include the following: first, seeking opportunities for professional development. EFL teachers can increase
their job engagement and sense of purpose by pursuing professional development opportunities that align with
their interests and goals. This can include participating in conferences, online courses, workshops, and training
sessions. They can also join webinars and virtual communities as well as pursue advanced degrees or
certifications. Second, promoting work-life balance can enhance teachers’ interest and enthusiasm for their job.
This may include developing flexible work arrangements, attending wellness programs and resources, and

promoting self-care practices. Third, advancing innovation and creativity can enhance teachers’ engagement. EFL
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teachers can support administrators and supervisors in developing new course materials, methodologies, and
assessment methods that are in accordance with their teaching philosophy and the institution’s goals. This can
help to improve teachers’ autonomy and job satisfaction and promote a sense of ownership and investment in their
work. Fourth, promoting a supportive work environment can be an effective way to enhance EFL teachers’ job
engagement. When teachers foster an encouraging work culture where they feel valued and supported by their
peers, the levels of involvement and commitment to their job can be boosted. In this regard, EFL teachers can
promote a culture of collaboration and shared decision-making, provide supportive resources and tools, and offer

opportunities for feedback and input from their colleagues.

All things considered, it is suggested that additional studies in the context of teaching English as a foreign language
are necessary to evaluate the effectiveness of implementing the strategies that have been formerly outlined.
Conducting such studies can be beneficial in enriching the ongoing literature on EFL teacher autonomy and
burnout, as well as in increasing the teachers' level of perceived autonomy, which can in turn enhance their job
performance, productivity, and engagement in the workplace.
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