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Abstract 
 

Adult education, especially teacher education, is one of the most important issues in Turkey in order to increase the quality of 
education and to keep up with the countries which aim to become one of the most competitive and knowledge-based economy 
in the world. Therefore, most of the universities started to improve their distance learning provisions by using massive open online 
courses (MOOCs). The purpose of this study is to understand teacher candidates’ opinions on MOOCs and their satisfaction with 
MOOCs. A mixed method including qualitative and quantitative approaches was used in this study. Results show that the MOOCs 
have a positive effect on teacher candidates’ personal development and learning life; therefore, they are satisfied with the 
MOOCs. Only the satisfaction level in learner–instructor interaction is lower in asynchronous courses. As adult learners, they 
wanted to be more active in MOOCs. These findings improve the understanding of MOOC’s learning satisfaction and contribute 
to design and develop better MOOCs according to learners’ needs and demands. 
 

Keywords: adult education, teacher education, distance education; 

 
 
 
 
 
 
 
 
 
 
 

mailto:rabiavezne@akdeniz.edu.tr
http://www.cjes.eu/
http://www.cjes.eu/
https://orcid.org/0000-0002-0137-3613


Rabia Vezne, (2020). Teacher candidates’ satisfaction with massive open online courses in Turkey. Cypriot Journal of Educational Science. 15(3), 
479-491. DOI: 10.18844/cjes.v%vi%i.4914 

480 

 

1. Introduction 

Adult education, especially teacher education, is one of the most important issues in Turkey in 
order to increase the quality of education and to keep up with the countries which aims to become one of 
the most competitive and knowledge-based economy in the world. Therefore, most of the universities in 
the United States, Europe, Asia, and all over the world started to improve their distance learning provisions 
by using massive open online courses (Gameel, 2017; Pappano, 2012; Vardi, 2012).  Similarly, the programs 
of education faculties are being revised by the Council of Higher Education which is responsible for the 
planning, coordination and governance of higher education systems in Turkey in accordance with the 
Turkish Constitution and the Higher Education Laws. In 2018, the Open and Distance Learning course was 
added to the program of faculty of education to educate teacher candidates. The course focuses on some 
common terms used in open and distance learning, the history of open and distance learning in Turkey 
and all over the world.  

Since the history of open and distance learning is not old in Turkey, there is a need to learn about 
the satisfaction level and opinions of users to improve open and distance learning provisions. Although 
there are many studies about distance learning/MOOCs satisfaction (Gameel, 2017; Holder, 2007; Joo, So 
& Kim, 2018; Muilenburg & Berge, 2005; Palmer & Holt, 2009; Pena and Yeung, 2010; Sun, Tsai, Finger, 
Chen & Yeh, 2008; Yang, Tsai, Kim, Cho & Laffey, 2006) among learners in the world and many studies 
about satisfaction with distance learning in Turkey (Adnan & Yaman, 2017; Eygu & Karaman, 2013; 
Korkmaz, Cakir& Tan, 2015; Ozturk, Kara, Ozkeskin & Uca Guneş, 2017; Yalman, 2013), there is limited 
study on Turkish teacher candidates and their satisfaction with MOOCs. Educators and universities, which 
are using distance learning in most of the must courses, can also use the findings to improve their online 
courses while designing and developing since it has been noted in many studies that there is a high level 
of retention in distance learning (Fetzner, 2013; Gaytan, 2015; Huang, Zhang & Liu, 2017; Welsh, Wanberg, 
Brown & Simmering, 2003). 

Although there is limited research about learner experiences and satisfaction with MOOCs, 
educators need this information since satisfaction has an effect on learner motivation and accordingly 
learner success. Student satisfaction is also an important issue in MOOCs since this causes an increase in 
dropout or retention rates. Edwards and Waters (1982) state that satisfaction is a good predictor of 
retention. It is reported that the retention rates are higher in distance learning when it is compared to 
face-to-face learning (Richards & Ridley, 1997; Wetzel, Radtke & Stern, 1994). Moreover, experiencing a 
feeling of isolation is an issue which causes retention (Keegan, 1990). The study by Bailey, Bauman & Lata 
(1998) shows that there is a high correlation between satisfaction and retention in distance learners.  

According to Bolliger and Martindale (2004), factors effecting student satisfaction in traditional 
classroom settings are student characteristics, quality of relationships with the faculty, curriculum and 
instruction, student life, support services, resources and facilities. Nevertheless, learners attending 
MOOCs cannot have a physical classroom and can have difficulty in relationship with instructors and other 
learners. Therefore, more studies on the satisfaction with MOOCs and distance learning are needed to 
improve the quality of them and help learners to get maximum benefit.  

The overall aim of this study is to understand teacher candidates’ opinions on MOOCs and their 
satisfaction with MOOCs. Because this study employed mixed methods, the specific objectives were 
formulated in two forms of questions, qualitative and quantitative research questions. Qualitatively, what 
is the MOOC satisfaction level of teacher candidates? This guided question was supported by three sub-
questions: 

What is the MOOC satisfaction level of teacher candidates in learner–learner interaction?  
What is the MOOC satisfaction level of teacher candidates in learner–instructor interaction? 
What is the MOOC satisfaction level of teacher candidates in online interaction? 
What is the MOOC satisfaction level of teacher candidates in technical support? 
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Is there a difference between teacher candidates’ satisfaction level in paid and unpaid courses? 
Is there a difference between teacher candidates’ satisfaction level in synchronous and 

asynchronous courses? 
Quantitatively, what is the opinions of teacher candidates on MOOC? This main question was 

advocated by four sub-questions: 
(1) What is the effect of MOOC on teacher candidates’ personal development? 

What is the effect of MOOC on teacher candidates’ learning life? 
What is their motivation to attend more MOOC? 
What is the MOOC they attended like? Why? 

2.  Method 

This is a mixed-method research and researchers used the questionnaire variant (data-validation 
variant) of the convergent parallel design and to examine the satisfaction level of teacher candidates with 
MOOCs. In the convergent parallel design, the researcher collects qualitative and quantitative data 
simultaneously, analyses two sets of data separately and then interprets/compares/combines the results 
of the data from two sources (Creswell & Plano Clark, 2018). According to Gunbayi (2020), pragmatism is 
the umbrella philosophy of mixed-method studies, which is a procedure for collecting, analysing and 
mixing both quantitative and qualitative research and methods in a single study to understand the 
research problem. The study represents a case study of a public university using a mixed-method approach 
involving open response questions and a Likert-type scale. The examination of teacher candidates’ 
satisfaction with MOOCs in Akdeniz University involved 108 participants comprised of mathematics 
teaching, science teaching and pre-school teaching departments.  

2.1.  Participants and MOOCs 

To develop a holistic perspective of satisfaction with MOOCs, participants were recruited from 
Mathematics Teaching, Science Teaching and Preschool Teaching Programs of Education Faculty at 
Akdeniz University. The reason for choosing these participants is that only these teacher candidates 
attended the Open and Distance Learning Course which is an elective course for all teacher candidates in 
the 2019–2020 Fall Term at Akdeniz University. Therefore, the population of this study consists of all 
teacher candidates (108 teacher candidates) who attended this elective course. The sampling covers all 
the population. All the 108 teacher candidates answered the survey and open-response questions.  For 
the qualitative analysis, 20 teacher candidates who answered all the four open-response questions were 
selected. The researcher used a combination of purposeful and convenience sampling. 

Participants contributing to this study (N = 108) were undergraduate students from a public 
university offering teacher education in Turkey. As it can be seen in Table 1, a majority were identified as 
female (n = 88, 81.5%), while a minority identified as male (n = 20; 18.5%). Ages ranged from 17 to 25+ 
years. Majority of the participants (n = 92; 85.2%) were aged between 17 and 20 years. Others were 
between 21 and 25 (n = 14; 13%) and 25+ (n =2; 1.9%) years. The department of some participants were 
identified as science teaching (n = 51; 47.2%), others mathematics teaching (n = 34; 31.5%) and pre-school 
teaching (n = 23; 21.3%). 

All participants had to attend a MOOC which they chose as a term homework during Open and 
Distance Learning Course. They were free to choose any course that they are interested in; in other words, 
there were no limitations for choosing their preferred courses. After completing the MOOC, they were 
asked to fill the online form voluntarily. They were informed about the ethical issues and privacy of the 
personal data with an online consent form before filling the survey. Participants were informed to think 
about their current experience in the MOOC that they attended as a term homework prior to taking the 
survey. The survey took 10–15 minutes to complete. Participants completed the survey in the middle of 
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the semester between 05th of November, 2019, and 13th of December, 2019, during the fall semester at 
Akdeniz University.  

Table 1. Learner/teacher candidate demographics 

Demographics  Frequency Percent 

Gender Male 20 18.5 

 Female 88 81.5 

Age 17-20 92 85.2 

 21-25 14 13.0 

 25+ 2 1.9 

Department Mathematics 34 31.5 

 Science 51 47.2 

 Pre-school  23 21.3 

 
When it comes to MOOCs chosen by the participants, half of the courses were synchronous as 

shown in Table 2. Majority of the courses (n = 79; 73.1%) asked a fee for course certification, and 29 
MOOCs did not require a fee for the course certificate. However, it was not compulsory for the students 
to get a certificate. 

Table 2. Course information 

  Frequency Percent 

Course certificate 
fee 

Paid 
79 73.1 

 Un-paid 29 26.9 

Course timing Synchronous 54 50.0 
 Asynchronous 54 50.0 

 
Teacher candidates attended different MOOCs that they found in the Turkish language. Teacher 

candidates mostly attended MOOCs about oration, overcoming stress, elocution, body language and 
communication strategy, persuasion techniques, body language and communication strategy, sign 
language, training of trainers, English language, and skim reading according to their interests. 

2.2.  Instrument 

In this study, an online form is used to collect data. The researcher created the online form 
including both open response questions and Likert-type rating scale. A 20-item survey developed by Ilgaz 
(2008) as a MA thesis about examining the contribution of technology acceptance and community feeling 
to learner satisfaction in distance education was used to measure teacher candidates’ satisfaction level 
with MOOCs. The permission from Ilgaz, who developed the survey, was taken via email from the 
researcher. Then, the online form was created by the researcher to collect answers. The 20-item survey 
has four dimensions including learner–learner interaction, learner–instructor interaction, online 
interaction, technical support and seven choices from strongly agree to strongly disagree. 

In the second part of the online form, there were four open response questions. These open-
response questions were semi-structured and looked for teacher candidates’ opinions with MOOCs, which 
included questions regarding the effect of the MOOC on their personal development (Q1), the effect of 
the MOOC on their learning life (Q2), their motivation to attend more MOOC (Q3) and a metaphor question 
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about the MOOC (Q4). The reason for using semi-structured individual interview is that it would provide 
an in-depth exploration of the topic, it would allow the flexibility, such as changing the order of questions, 
simplifying the questions and probing the interviews (Cohen, Mannion & Morrison, 2007). 

2.3.  Data analysis 

Once the online form was closed, the data were downloaded; quantitative data were imported 
into the SPSS program to calculate descriptive and inferential statistics. After running normality tests 
(Skewness and Kurtosis), it is determined to run parametric tests. To analyse the MOOC satisfaction level 
of teacher candidates, mean and standard deviation were conducted. To investigate the difference 
between teacher candidates’ satisfaction level in paid and unpaid courses and in synchronous and 
asynchronous courses, an Independent Samples T-test was conducted. 

A total of 20 responses, which have full answers for four open-response questions, were chosen. 
Descriptive analysis was conducted for these data. Then, the qualitative data were downloaded and read 
repeatedly at the first step to determine the essence of the phenomenon and structures of experiences of 
teacher candidates. The data were organised categorically and chronically, reviewed repeatedly and 
continually coded. Besides, the data analysis process was aided by the use of NVIVO 10 which is a 
qualitative data analysis computer program. NVIVO 10 programs do not perform the analysis but facilitate 
and assist it. That is to say, it does not perform the analysis, but it supports the researcher who performs 
the analysis by organising data and recodes (Cohen et al., 2007; Kelle, 1995). 

2.4.  Validity and reliability 

For the reliability of the survey, Cronbach’s Alpha is calculated by Ilgaz (0.95 for learner–learner 
interaction, 0.96 for learner–instructor interaction, 0.90 for online interaction and 0.93 for technical 
support). The researcher also did the reliability analysis for this study. Cronbach’s Alpha values are 0.91 
for learner–learner interaction, 0.94 for learner–instructor interaction, 0.83 for online interactions and 
0.94 for the technical support. 

To assure reliability and validity of the study, the researcher collected data from various sources, 
such as individual interviews and survey, used direct quotations from the interviews without making any 
comments on them, used a purposive sampling method based on voluntarism to get opinions and 
experiences of teacher candidates. Moreover, two independent researchers coded the data and calculated 
Cohen's kappa coefficient to determine the inter-rater reliability of themes coded—0.92 perfect 
agreement—for inner reliability (Landis & Koach, 1977) and kept the records of interviews documents for 
outer reliability. 

3.  Results 

The results of the study were reported separately by open response questions and survey. To 
investigate teacher candidates’ satisfaction, the participants were asked the extent to which they agree 
with a series of statements (with 1 = Strongly Disagree and 7 = Strongly Agree). After running normality 
tests (Skewness and Kurtosis), it is determined to run parametric tests. An Independent Samples T-test 
was run to investigate the differences. To investigate teacher candidates’ opinions on MOOCs, four open-
ended questions were asked. 
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3.1.  Opinions of teacher candidates 

The opinions of the teacher candidates on MOOCs satisfaction were tried to present. The teacher 
candidates were asked about the effect of the MOOC on their personal development, the effect of the 
MOOC on their learning life, their motivation to attend more MOOC and a metaphor question about the 
MOOC. During the research process, participants were offered anonymity.  
3.1.1. The effect of the MOOC on teacher candidates’ personal development 

Teacher candidates were asked about the effect of the MOOC on their personal development.  The 
data can be seen in Table 3.  

Table 3. The effect of MOOC on personal development 

 A B C D E F G H I J K L M N O P Q R S T f % 

1. Beneficial                     20 100 

2. Implementing 
learnings in 
daily life 

 

 

 

 

 

 

  

   

 

 
 

 

 

 

  

 

 

 

 

 
 

 

 

 
 

  
 

  

 

 

 

 
13 

 
65.00 

3. Saving time                     1 5.00 

4. Learning more 
about distance 
education 

     

  
   

 
           

1 
 
  5.00 

 
As it can be understood from the frequency analysis of the effect of MOOC on teacher candidates’ 

personal development in Table 3, 100% of teacher candidates stated that the MOOC they attended was 
beneficial for their personal development. The opinions of some participants are as follows: ‘Yes, it has. I 
understood that I am stressing about many thinks (exams, school) needlessly and I recognised that it 
effects my life negatively. (O1,1)’; ‘Yes, it has because I learnt wrong things that I thought right, extra things 
about elocution. (S1,1)’.  

About 65% of teacher candidates stated that they implemented what they learnt during the MOOC 
in their daily life. The opinions of the participants are as follows: ‘With this program, I leant to use language 
more carefully and attentively during talking in daily life. (N1,2)’; ‘I had a different perspective with the 
training and I recognised that my perception changed against stressful situations’ (J1,2). 

When the opinions of teacher candidates on the effect of MOOC on their personal development 
were analysed generally, they stated that it is absolutely beneficial for their personal development. 
Accordingly, it was understood that they are eager to use what they learnt from the MOOC they attended 
in their daily life. They also think that they can save time with attending online courses and learnt a lot 
about distance education by experiencing it.  
3.1.2. The effect of the MOOC on teacher candidates’ learning life 

Teacher candidates were asked about the effect of the MOOC on their learning life.  The data can 
be seen in Table 4.  

Table 4. The effect of MOOC on learning life 
 A B C D E F G H I J K L M N O P Q R S T f % 

1. Beneficial                     18 90,00 

2. Becoming a 
better teacher 

 
 

 
 

 

 

  
   

 
 

 
 

 
 

 
 

 

 
 

 

 

 

 

 
 

  
 

  

 

 

 

 
6 

 
30,00 

3. Learning more 
about distance 
education 

     

  
   

 
           

1 
 
   5,00 
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As it can be understood from the frequency analysis of the effect of MOOC on teacher candidates’ 
learning life in Table 4, 90% of teacher candidates stated that the MOOC they attended were beneficial for 
their learning life. The opinions of some participants are as follows: ‘Absolutely yes because we can come 
up effective communication in everywhere and it is more important in my learning life, so it helped me to 
correct my speaking and make it more effective and fluent. (B2,1)’; ‘Absolutely it is beneficial. Especially, I 
am really very stressful during exam weeks and I learnt how to cope with it, and it helps me to adapt 
lessons more, and become calmer. (G2,1)’; ‘Of course, it has. It was a first experience for me, I heard about 
it in other universities and it was a difference in my course, since we were relax, I understood more freely’ 
(L2,1). 

About 30% of teacher candidates stated that the MOOC will contribute their learning life to 
become a better teacher. The opinions of one participant are as follows: ‘Yes, it has, because I am studying 
at teaching department, and I believe that my diction should be smooth during the presentations I do and 
in my teaching profession. (S2,2)’; ‘We will become teachers in the future and speaking correctly and right 
is so important, students will listen to teachers who have a good diction with an interest (C2,2)’. Another 
one is as follows: 

Yes, it has. During my learning life, I have interaction with my friends and instructors. When I think 
forward, our students and colleagues will take the place of our friends and instructors. Therefore, 
I attended a training which I can use in every part of my life and I will try to implement it. (T2,2) 
When the opinions of teacher candidates on the effect of MOOC on their learning life were 

analysed generally, they stated that it is absolutely beneficial for their professional development. 
Accordingly, it was understood that they are eager to use what they learnt from the MOOC they attended 
to become a better teacher. They also think that they learnt a lot about distance education by experiencing 
it.  
3.1.3. Teacher candidates’ motivation to attend more MOOC  

Teacher candidates were asked about their motivation to attend more MOOC after this online 
course. The data can be seen in Table 5.  

Table 5. The motivation to attend more MOOC 

 A B C D E F G H I J K L M N O P Q R S T f % 

1. Yes                     20 100 

2. To improve 
myself 

 

 

 

 

 
 

   

   

  

   

  

     
 

 

  
 

 

 

 

 

 

 

    

 

 

 

 
12 

 
60.00 

3. Feeling 
freedom 

     

 

 
 

   
 

    

 

  

 

   

 

  
4 

 
20.00 

4. Free course                     3 15.00 

5. Certificate                      2 10.00 

 
As can be understood from the frequency analysis of the motivation to attend more MOOC in 

Table 5, 100% of teacher candidates stated that they wanted to attend more MOOC. The opinion of one 
participant is as follows: ‘The duration of this course was short. It can be reinforced with more activities. I 
would like to attend a course on a different topic. (A3,1)’. 

About 60% of teacher candidates stated that their motivation to attend more MOOC is to improve 
themselves. Some opinions of the participants are as follows: ‘Because correct and effective speech is the 
topic I have to improve myself. (A3,2)’; ‘Yes, I would like to attend again because I both spend my free time 
and improve myself. (F3,2)’; ‘Yes, to improve myself and become an indispensable teacher’ (K3,2). 

Around 20% of teacher candidates stated that their motivation to attend more MOOC is feeling 
freedom. The opinions of the participants are as follows: ‘First of all, I can watch whenever I want since it 
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was asynchronous. I can stop the video and continue watching when I want and access the course in a 
freely (D3,3)’; ‘Of course I would like to attend this kind of training, because we can attend this course 
without going anywhere and whenever we want. (N3,3)’. 

I was very efficient. In the last live lesson, the instructor listened to us and corrected our mistakes, 
this makes the lesson more effective. In the beginning, I thought that how I can get information in 
an electronic media, what will can after the course. At the end of the 4th hour, I recognised that I 
started to pay attention to my speaking and learnt the basics.  (C3,3) 
However, 15% of teacher candidates stated that they want to attend more MOOC since it is free; 

10% of teacher candidates stated that their motivation to attend more MOOC is to get a certificate.  
When the opinions of teacher candidates on their motivation to attend more MOOC were 

analysed generally, all of them stated that they would like to attend more MOOC. Since they are adults, 
they have internal motivation, and they would like to improve themselves. Moreover, feeling of freedom 
during asynchronous courses, not paying for the course, and getting a certificate are the main motivators 
of teacher candidates as adult learners to attend more MOOCs.  
3.1.4. Metaphors for the MOOC 

The metaphors formulated by 20 teacher candidates can be categorised under six themes as in 
Table 6: nature, things, person, animal, place, and activity. Six of the participants formulated nature 
metaphors in defining MOOC. B described the MOOC as a fruit on a fruit tree: ‘It is like a fruit I took from 
a fruit garden because there are many trainings in the world to develop myself. With this training, I took a 
fruit from that garden’. On the other hand, L used a sea metaphor and stated that ‘it is like a sea, I can 
shape my own education unless any giant wave comes’. This can be interpreted as the participant taking 
the control of his/her own education.  

 
Table 6. Metaphors for the MOOC 

 A B C D E F G H I J K L M N O P Q R S T f % 

1. Nature                     6 30,00 

2. Things                     5 25,00 

3. Person                     4 20,00 

4. Animal                     2 10,00 

5. Place                     2    10,00 

6. Activity                      1 5,00 

 
Five of the teacher candidates formulated things metaphor in defining MOOC. I described MOOC 

as painkiller: ‘I liken it a painkiller medicine. Since stress makes headache. With this training, I relaxed a 
little bit and reached some solutions’. Similarly, J described MOOC as a window which has a relaxing view. 
On the other hand, S described MOOC as a film: ‘I can liken it a film, because we, students, watch like 
spectators, and the instructor narrates the course like a film’. This can be interpreted as learners in MOOC 
feel themselves inactive during MOOC. 

Four of the teacher candidates formulated person metaphor in defining MOOC. N described 
MOOC as an extended family: ‘I liken this training as an extended family. Instructor is the eldest and the 
most experienced person who is transferring his/her experiences to the individuals in the family’. These 
can be interpreted as the learners see themselves passive and the instructor as someone transferring 
information and experiences.  

Two of the teacher candidates formulated animal metaphor in defining MOOC. Other two 
participants formulated activity and place metaphors in defining MOOC. For example, M described MOOC 
as a library: ‘The training I attended is mostly like a library setting. Since we go to library to study with our 
will rather than an obligation, and the time we spend there is very fruitful. I think these trainings are as 
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effective and fruitful as the time we spend in the library’. These can be interpreted that the participant 
thinks that MOOCs are the trainings that they can choose with their own will and more effective and 
fruitful than compulsory education.  

As can be understood from the frequency analysis of metaphors defined by teacher candidates in 
Table 6, the MOOCs are perceived as different and nice alternative for formal education system, a training 
that they can choose with their own will and more effective and fruitful than compulsory education, but a 
training where learners feel themselves inactive.  
3.2. Satisfaction with MOOCs 

The data collected by a survey of the study were reported according to the last three research 
questions: What is the MOOC satisfaction level of teacher candidates? Is there a difference between 
teacher candidates’ satisfaction level in paid and unpaid courses? Is there a difference between teacher 
candidates’ satisfaction level in synchronous and asynchronous courses? 
3.2.1. MOOC Satisfaction level of teacher candidates 

The MOOC satisfaction level of teacher candidates can be seen in Table 7. It is found that teacher 
candidates’ MOOC satisfaction levels in learner–instructor interaction and online interaction are high. 
However, their MOOC satisfaction level in learner–learner interaction and technical support are midlevel. 
These findings are also supported with the open-response question analysis. 

Table 7. The MOOC satisfaction level of teacher candidates 

 X S.s 

Learner–learner 4.25 8.95 

Learner–instructor 5.30 8.05 

Online interaction 5,66 6.33 

Technical support 4.73 5.18 

 
3.2.2. Satisfaction level according to paid and unpaid courses 

When the satisfaction level of teacher candidates was investigated and Independent Samples T-
Test was run as seen in Table 8, it is found that there is no significant difference in paid and unpaid courses. 

Table 8. Independent samples T-test results of paid and unpaid courses 
 

  n X S.s t p 

Learner–learner 
Paid 79 25.19 8.58 

−0.645 0.520 
Un-paid 29 26.45 10.02 

Learner–instructor 
Paid 79 26.67 7.69 

0.382 0.703 
Un-paid 29 26.00 9.11 

Online interaction 
Paid 79 32.47 6.30 

−1.759 0.082 
Un-paid 29 34.86 6.17 

Technical support 
Paid 79 13.96 4.90 

−0.830 0.408 
Un-paid 29 14.90 5.92 

*p < 0.05. 
 
3.2.3. Satisfaction level according to synchronous and asynchronous courses 

When the satisfaction level of teacher candidates was investigated and Independent Samples T-
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test was run as seen in Table 9, it is found that there is no significant difference in synchronous and 
asynchronous courses among learner–learner interaction, online interaction and technical support. On the 
other hand, there is a significant difference in synchronous and asynchronous courses among learner–
instructor interaction. In synchronous courses, the satisfaction level among learner–instructor interaction 
is higher than the one in asynchronous courses. 

Table 9. Independent samples T-test results of synchronous and asynchronous courses 

  n X S.s t p 

Learner–learner 
Synchronous 54 27.17 7.54 

1.926 0.057 
Asynchronous 54 23.89 9.98 

Learner–instructor 
Synchronous 54 28.26 6.73 

2.328 0.022* 
Asynchronous 54 24.72 9.90 

Online interaction 
Synchronous 54 33.94 6.24 

1.374 0.172 
Asynchronous 54 32.28 6.36 

Technical support 
Synchronous 54 14.39 5.17 

0.352 0.726 
Asynchronous 54 14.04 5.23 

*p < 0.05. 

4. Discussion  
The aim of the current research is to provide a better insight into the teacher candidates’ 

satisfaction on MOOCs. The interviews reaffirmed the positive effect of MOOC on teacher candidates’ 
personal development and learning life. Accordingly, it was understood that they saved time attending 
online courses, learnt a lot about distance education by experiencing it and helped them to become a 
better teacher. As it is known and stated by Cercone (2008), adult learners are problem-centred learners 
and they want to learn something to use in their personal and professional lives. Similarly, in this study, 
teacher candidates, as adult learners, chose and attended MOOCs which will help them to learn new skills 
to become better teachers. Moreover, they stated that they would like to attend more MOOC, since they 
have internal motivation to improve themselves. Studies in the field also revealed that adults are self-
directed towards goals and they are inner motivated (Knowles, 1980; Lieb, 1991; Merriam, 2001; Merriam 
& Caffarella, 1999). Moreover, feeling of freedom during asynchronous courses, not paying for the course 
and getting a certificate are the main motivators of teacher candidates as adult learners to attend more 
MOOCs. Similarly, Buckley (2003) highlighted that convenience and time flexibility are advantages of 
distance learning. In this study, it is found that teacher candidates as adults prefer it also for these reasons. 
These findings of the study are also consistent with previous research that shows course flexibility is 
important in learner satisfaction with MOOCs (Liu et al., 2014). Besides these opinions, the MOOCs are 
perceived as a different and nice alternative for the formal education system, a training that they can 
choose with their own will and more effective and fruitful than compulsory education. All these findings 
support that they are satisfied with the MOOC. Many studies show that students are satisfied with distance 
learning (Arbaugh, 2000; Hiltz, 1993; Navarro, 2000; Powers, Davis & Torrence, 1999).  

The survey results also reaffirmed a higher level of MOOC satisfaction. In particular, teacher 
candidates’ MOOC satisfaction level in learner–instructor interaction and online interaction are high level. 
However, their MOOC satisfaction level in learner–learner interaction and technical support are midlevel. 
Similarly, Gameel (2017) found that learner–learner interaction does not have an effect on learner 
satisfaction with the MOOC. Besides, Palmer and Holt (2009) found that learners have the lowest 
satisfaction levels on learner–learner interaction. On the other hand, it is stated in the study of Hart-
Davidson (2014) that most MOOC environments do not give priority to learner–learner interaction in their 
course design. These findings are also supported with the open response question analysis. Moreover, 
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there is no significant difference between paid and unpaid courses. Besides, there is no significant 
difference in synchronous and asynchronous courses among learner–learner interaction, online 
interaction and technical support. On the other hand, there is a significant difference in synchronous and 
asynchronous courses among learner–instructor interaction. In synchronous courses, the satisfaction level 
among learner–instructor interaction is higher than the one in asynchronous courses. 

One of the most important findings is that teacher candidates’ feel themselves inactive during 
MOOC, especially in asynchronous courses. The low satisfaction level in asynchronous courses can be 
explained by this finding. In this context, the open response question results were supported by the survey 
results. This is also true for adult learners since adults want to be active in their learning and they want to 
implement what they learnt (Cercone, 2008).  

5. Conclusion 

The aim of the current research was to provide a better insight into the teacher candidates’ 
satisfaction on MOOCs. As adult learners, teacher candidates satisfied with MOOCs they attended since 
they thought that they had a positive effect on their personal development and learning life. Since adults 
are motivated internally, they feel freedom during asynchronous courses, not paying for the course, and 
getting a certificate, they would like to attend more MOOCs in the future. They also perceive MOOCs as a 
different and nice alternative for the formal education system, a training that they can choose with their 
own will and more effective and fruitful than compulsory education. These findings reveal that teacher 
candidates as adult learners will attend more MOOCs during their life and educators who organise MOOCs 
should pay more attention to design courses which actives and appeals learners. 

6. Recommendations 

It is found in this research that teacher candidates are satisfied with MOOCs and have mostly 
positive opinions on MOOCs. However, some findings revealed that MOOC and distance learning providers 
should design these online courses according to the adult education theories and the principals of adult 
education since adults learn in a different way than children or teenagers. Therefore, adult learning needs 
and principles should be taken into consideration not only while designing the content of these online 
courses but also while giving technical support. More research studies can be done to investigate the 
online courses in terms of principals of adult education. Moreover, retention in distance learning is an 
important issue in online courses, and it has a strong relevance with satisfaction, so it can be investigated 
in the future studies. In particular, reasons for retention and the relevance with the principle of adult 
education can be studied.  
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