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Introduction

Distance education is now a reality in the field of training. The advantages 
offered by this learning methodology make its choice popular, both by the 
organizers of training programs and the participants. According to Lionarakis 
(2001), distance education offers the educator the opportunity not to be 
physically present in the place, where the educational process takes place. 
The variety of teaching aids and ways of communication reduce the distance 
between teachers and trainers (Lionarakis, 2001). In particular, Primary and 
Secondary education teachers seem to have come quite familiar with attending 
such distance education programs, especially during the last two years, because 
of the pandemic COVID-19.

In this framework, the article aims to explore the factors that may motivate 
or prevent a teacher from taking part in a remote seminar. Its main purpose 
is to bring to surface the characteristics of these motives and barriers, so that 
they are perceived and properly managed by adult educators and those who or-
ganize and implement training programs. Its scope is also to address obstacles 
and utilize incentives in a way that the achievement of the training programs is 
served by the educational goals, and trainees’ effective learning is accomplished.

At this point, and before analyzing the terms ‘motives’ and ‘obstacles’, it’s 
important to refer to the terms ‘distance learning’ and ‘distance education’. Al-
though in bibliography they tend to be used interchangeably, there are some 
differences between them. According to Phipps and Merisotis (1999: 11) “it 
is important to understand what is meant by ‘distance learning’ because the 
technology is evolving, the definition of what distance learning is continues to 
change”. In 1998, the United States Distance Leanring Association, as refer-
ring by Roblyer and Edwards (2000: 192), stated that distance learning is “the 
acquisition of knowledge and skills through mediated information and instruc-
tion, encompassing all technologies and other forms of learning at a distance”. 
Another definition is given by King, Young, Drivere-Richmond and Schrad-
er (2001: 10): “distance learning is improved capabilities in knowledge and/ 
or behaviors as a result of mediated experiences that are constrained by time 
and/ or distance such that the learner does not the same situation with what is 
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being learned”. On the other hand, Portway and Lane (1994: 195) define dis-
tance education as follows:

The term distance education refers to teaching and learning situations in 
which the teacher and the learner or learners are geographically distant 
and, therefore, the teaching of the course is based on electronic means 
and printed material. Distance education includes distance teaching (the 
role of the teacher in the process) and distance learning (the role of the 
learner in the process). 

So, we understand that the term ‘distance learning’ refers to a wider situa-
tion, whereas ‘distance education’ is a way to achieve distance learning. Also, 
distance education presupposes the existence of an educator. In this article, we 
are going to adopt the term “distance education” because we focus on distance 
education programs. Those programs have clearly defined goals, teachers and 
trainees are organized, so we are referring particularly to education and not 
generally to learning. 

On the other hand, the term ‘motivation’ denotes the inner strength that leads 
the individual to some form of action (Kantas, 1998). Motivation is defined as 
“the power that initiates, continues and changes behavior” (Martin, as cited in 
Cakir, Karademir and Erdogdu, 2018). The motivation seems to be the prod-
uct of the individual’s needs and desires, so it is connected with the disposal to 
achieve the objectives the person himself has set (Spector, 2008).

Motives of participation can be categorized in internal and external mo-
tives. Internal motives are the ones that arise from of the individual’s needs 
himself/, so they work with pleasure, without any external pressure (e.g ten-
dency to learn, internal satisfaction, curiosity, personal interest). On the other 
hand, external motives can be divided into positive (e.g. earnings, desire for 
prestige, encouragement, reward etc.) and negative (e.g. fear of condemnation, 
failure, disapproval etc.) (Shaumen, Meterbayeva, Baitasov and Utyupova, 
2016). In this case, the person expects to receive in return for his actions some 
form of reward, which is directly related to his action (Stavropoulos, Lazou 
and Argyropoulou, 2017). Although external motives work most effectively at 
a young age, gradually and until adulthood the trainee should base his actions 
on stronger motives, that promote the initiative in learning (Kapsalis, 2009). 

Motives of participation are related to the means by which the goals will 
be achieved, that is the organized educational activity (Koutouzis, 2013). The 
most well-known classification of adult learners based on their participation 
motives has been carried out by Houle. More specifically, Houle in 1961 ad-
vocated the division of adult learner’s into three categories: goal-oriented, ac-
tivity-oriented, and learning-oriented. According to Houle (1961) and Cross 
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(1981) learning oriented learners consider education as a continuous and life-
long activity (as cited in Pampouri, Tsolakidou and Mavropoulos, 2020; Blunt 
and Yang, 2002). In any case, and regardless of the categorization and separa-
tion of motives, it is admitted that the reasons which can push an adult to par-
ticipate in an educational program are directly related to both changes that take 
place in his personal or professional life and the way with which he interprets 
reality (Koutouzis, 2013).

Regarding the barriers, Rogers (1999) refers to their existence in adult edu-
cation as a normal fact that stems from the nature of people and their tenden-
cy to acquire and assimilate new knowledge. Of course, not all obstacles have 
the same characteristics and the same reasons for appearing. Thus, dealing 
with them is not a simple process and depends primarily on the trainer (Rog-
ers, 1999). The obstacles’ categorization can be done based in many different 
criterions such as psychological, pedagogical, technical, social and cultural 
(Berge, 1998). Cross (1981) separates the barriers of participation and learn-
ing to three groups: a) the situational ones (e.g. lack of money or time), b) the 
organizational obstacles (e.g. schedule) and c) the dispositional obstacles (e.g. 
attitudes and behaviors versus training) (Pampouri et. al, 2020). On the other 
hand, Kokkos (2005) emphasizes that internal barriers are what ultimately de-
termine whether the learner will continue to attend the program or whether he 
/ she will give up, whether he / she will decide to invest in learning or not. In 
any case, and despite their categorization, to some degree barriers can overlap 
and merge together (Dabaj, 2011).

Leggett and Persichitte (1998) indicate that the barriers of distance educa-
tion are related to:

•	 training programs’ duration
•	 access to educational materials
•	 the resources that the trainee must allocate to participate in the program
•	 specialized knowledge that the trainers must have, in order to satisfac-

torily meet the requirements of the program and the trainees.
Regarding the barriers in learners’ participation, they are connected to the 

social roles learners are called to serve as adults (Karalis, 2013). In addition, 
the conflict between new and old knowledge can obstruct the participation of 
adult learners, who often maintain a cautious attitude towards questioning their 
previous knowledge (Kokkos and Lionarakis, 1998).

Focusing on distance education, Seraphim (2016) states that the barriers ob-
served, may be related to technology, time, support / response / interaction, and 
reward / recognition. Besides, among the negative characteristics of distance 
education, Karoulis (2007) includes the fact that it requires more effort, reduces 
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human contact and is easier to give up. But, at the same time, the possibility 
offered by distance education for the realization of teaching anywhere and any-
time offers the opportunity to overcome some obstacles (Papastamatis, 2010).

In order to determine the context of research questions and its objectives, 
it is worth referring to the results of some relevant studies. Initially, even the 
implementation of a distance education program can itself be a motivation to 
participate. The research, conducted by Pampouri, Tsolakidou and Mavropoulos 
(2020), in which 96 adult educators for lifelong learning participated, showed 
that 65% of the participants prefer distance training programs for their educa-
tion. In the same survey, more than half of the respondents indicated as impor-
tant motives for participating in training programs the development of quali-
fications and skills, the belief that education should last a lifetime, the interest 
in acquiring new knowledge, obtaining a certificate of attendance and boost-
ing their productivity. On the other hand, work obligations, caring for children 
or family members, other obligations and participation cost were reported by 
trainees as main obstacles (Pampouri, Tsolakidou and Mavropoulos, 2020).  

The research of Hasiotis and Mavroidis (2019) is related to the motiva-
tion of Secondary Education teachers to participate in distance education pro-
grams. 202 secondary school teachers from the Prefecture of Magnesia took 
part. It turned out that the participants were open to new ideas, wanted to en-
rich their knowledge, to improve and they showed interest in sharing their ide-
as with other learners. It was pointed out that an important factor that raises 
teachers’ motives is the subject of distance education program (Hasiotis and 
Mavroidis,2019).

In addition, the research of Lionarakis, Orphanoudakis, Kokkos, Emvalotis, 
Manousou, Hartofylaka, Ioakimidou, Papadimitriou, Karagianni, Grammenos, 
Karachristos, Stavropoulos (2020) was based on the evaluation of a Massive 
Open Online Course (MOOC) program. It is worth noting that the use of these 
Massive and Open Online Courses (MOOCs) upgrades the quality of lifelong 
learning. Their usefulness is described in the following sentence: “MOOCs al-
low teachers to teach more students in a single lesson than in a lifetime” (Pam-
pouri, Kostelidou, Sionta, Souitsme & Mavropoulos, 2021). The purpose of the 
program was to help Greek teachers to properly use distance education, given 
the new conditions in teaching set by COVID-19. A total of 4949 Primary and 
Secondary Education teachers participated in this research, with 23% being 
men and 77% women. Teachers evaluated the program they attended by stat-
ing the degree of their satisfaction, the usefulness of knowledge acquired and 
their desire to attend a similar program in the future (Lionarakis et. al., 2020).

Finally, Rezabek (1999) aimed to highlight the motivations and barriers of 
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adult students to participate in distance education courses. The survey ques-
tionnaires were answered by 210 students, while 23 students were interviewed 
by the researchers. The results confirmed that there were many motives which 
could influence participation in distance education. Among those which were 
dominant was the opportunity to obtain a degree or a certificate of attendance, 
with the least possible impact on work and their family. On the other hand, the 
obstacles identified were financial weakness, lack of time, alienation from the 
study, the degree of difficulty of the course and discouragement from people in 
the social environment. In many cases these obstacles were overcome through 
the provision of some financial assistance or encouragement and support from 
family and friends. Some students, of course, had a strong determination that 
acted as internal motivation (Rezabek,1999).

Method 

The purpose of the research was to identify the motives and obstacles that 
Primary and Secondary Education teachers may encounter in their attempt to 
participate in a distance education program. Its ultimate goal was to help the 
participants themselves realize the existence and characteristics of these motives 
and barriers. In order to effectively prevent and face those factors, we need to 
learn more about them. 

•	 More specifically, the research questions were the following:
•	 What is teachers’ experience from their participation in distance educa-

tion programs (number of programs, duration, effectiveness)? 
•	 What motivates teachers and to what extent do those factors motivate 

teachers to participate in distance education programs?
•	 What are the barriers to participation and to what extent do they prevent 

teachers from participating in distance education programs?

Participants 

Research sample was consisted of 60 teachers of Primary and Secondary 
Education who worked during the research period in public sector schools 
of the Region of Western Macedonia, in the cities of Ptolemaida and Kozani. 

Participants’ main characteristics are the following: 63,3% were women and 
36,7% were men. Their age range was between 28 to 59 years. They were mar-
ried, unmarried or divorced. They served in a Primary (46,7%) or a Secondary 
School (53,3%). They had been teaching for 1 to more than 20 years. More 
specifically, almost half of the participants were quite experienced teachers, as 



Παιδαγωγική Επιθεώρηση, 73/2022

186 Anastasia Pampouri, Varvara Gotouchidou

they had been teaching for more than 16 years (25% had teaching experience 
for 16-20 years and 23,3% for more than 20 years), while 15% had low teach-
ing experience, between one to five years. Regarding participants’ job position, 
they worked are teachers, directors, or deputy directors. It’s worth noting that 
teachers’ previous participation in a distance education program at least once 
was set as a prerequisite for participating in the research. 

Data Collection and Analysis 

The research was conducted in the academic year 2020-2021, between 7 to 17 May 
2021. According to the research methodology, its scope and research questions, 
the quantitative method considered as the most appropriate for data collection, 
through the completion of an anonymous electronic questionnaire, which was 
conducted and uploaded in Google Forms by the researchers. According to 
Creswell (2011): “The electronic questionnaire is a sampling tool for data 
collection, which is available through a computer. It provides an easy and fast 
form of data collection” (p.433). 

Before the research, the questionnaire was pilot checked, to determine if 
the questions were comprehensible and if the participants were able to com-
plete the questionnaire (Creswell, 2011). In particular, the questionnaire was 
sent electronically to four teachers who met the characteristics of the research 
sample, to identify omissions, errors, and ambiguities in the wording of the 
questions. Those individuals were excluded from the final sample of the survey.

Convenience sampling was applied, as the research was limited to the ge-
ographical area of ​​the Region of Western Macedonia, mainly in the cities of 
Ptolemaida and Kozani. Convenient sampling, as opposed to simple random 
sampling, can provide useful information to answer research questions and as-
sumptions, even though individuals are not certain to be representative of the 
population (Creswell, 2011). A disadvantage of convenience sampling is that 
it is vulnerable to self-selection bias. That happens because the participants in 
a convenience sampling may be more capable and motivated compared to the 
participants that are randomly selected (Brodaty, Mothakunnel, Vel-Palumbo, 
Ames, Ellis, Reppermund and Sachdev, 2014). Data analysis was made with 
SPSS system, Version: 28.0.1.0(142), and the analysis of statistical data was 
based on descriptive statistics.

The Scale

The questionnaire was anonymously and consisted of short answer and closed-
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ended questions. In some of them the Likert scale was used on a rate of one (1) 
to five (5), which is a scale of theoretically equal intervals between responses 
(Creswell, 2011). 

The choice of specific questions was not arbitrary but was based on ques-
tionnaires used in other relevant surveys. More specifically, the questions of the 
first section (relationship of teachers with the distance attendance of programs) 
arose through the adaptation of questions from Hasiotis and Mavroidis (2019) 
research. On the other hand, the research of Pampouri, Tsolakidou and Mavro-
poulos (2020) was crucial for the formulation of questions 12, 14, 15 and 17. 
Finally, questions 13, 16, 18 and 19 were inspired by Rezabek’s (1999) research. 

The first seven questions of the questionnaire concerned the participants’ 
profile (gender, age, etc.), while the rest could be divided into three sections, 
depending on the research question they were focusing on. Thus, the first sec-
tion (questions 8a, 8b, 9a, 9b, 10, 11) referred to the first research question and 
explored teachers’ previous experience from their participation in distance ed-
ucation programs. The second research question, regarding motives of partici-
pation in distance education seminars, corresponded to the second section of 
questions (questions 12, 13, 14, 18, 19). Finally, the third research question, 
aiming to investigate barriers to participation, was answered by the third group 
of questions (questions 15 to 17). The degree of reliability of the questions in 
the first section was 0.723, based on Cronbach’s a scale, whereas in the second 
section was 0.869 and in the third section was 0.637 (Table 1).

Table 1. Reliability Statistics

  Cronbach’s Alpha Number of Items 

1st section of research questions 
2nd section of research questions

0,723 6

0,869 5

3rd section of research questions 0,673 3

Findings 

Regarding the first research question, referring to teachers’ previous experience 
gained from their participation in distance education programs, the answers 
of the participants were as follows: Most respondents stated that the last time 
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they attended a distance training program was 1.5 years ago (86,7%, n=52). Al-
most half of the participants (43,3%, n=26) attended a distance education pro-
gram of medium duration, up to 3 months, which lasted between 100 to 300 
hours. In addition, almost one third of those surveyed, reported having attended 
only one distance education program in the last five years (28,3% n=17). Re-
garding the evaluation of teachers’ overall experience from their participation 
in distance education programs, more than half stated that they were satisfied 
(61,7%, n=37). Finally, 71,7% (n=43) answered that they were willing to at-
tend a distance education seminar soon, while only 28,3% (n=17) stated that 
they were not interested in that. 

Regarding the second research question, which explored the most impor-
tant motives of participation in distance education programs, teachers answered 
as follows: The three factors that motivated them most were: “To become bet-
ter at my job” (80%, n=48), “Because I want to learn new things” (68,3%, 
n=41) and “Because it is important to be educated throughout our lives” (60%, 
n=36). Participants rated some factors that motivate teachers to participate in 
distance education programs (e.g personal development, job improvement), 
depending on the extent to which those factors affect them (1 =not at all, 2 = 
little, 3 = moderately, 4 = a lot, 5 = very much) (Table 2). Important or very 
important motives were personal development (68,3%), expansion of spiritu-
al horizons (65%) and improvement of the job position (46,7%). On the other 
hand, the use of free time (56,7%), the association and communication with 
other people (55%) and the increase of their income (48,3%) seemed to have 
little or no influence. Also, conditions that affect the teachers and could be mo-
tives for participation in a distance education program were as follows: its sub-
ject (84,4%), educational material (68,4%), the hours (68,4%), its cost (58,4%) 
and the trainers who would teach in it (40%) (Table 3). In addition, the factors 
that could facilitate and motivate participation in a distance education program 
were: “Recognition of qualifications acquired through attendance” (65%, n = 
39), “Facilitation from work (e.g special license)” (60%, n=36) and “More 
information about distance programs that are implemented “(58,3%, n=35).
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Table 2. Degree of motivation effect

Variables N SD

Personal development 
Improvement of job 

position
Income increase

Expansion of spiritual 
horizons

60 3.82 0.97

60
60
60

3.02
2.62
3.72

1.37
1.35
1.06

Association and 
communication with 

other people
Use of free time

60
60

2.48
2.38

1.19
1.32

Table 3. Reasons of participation in a distance education program

Variables N SD

Program cost 
Program subject

Trainers
Educational material

60 3.60 1.09

60
60
60

4.47
3.45
3.80

0.79
0.93
0.92

Hours/ Schedule 60 3.85 1.07

The answer to the third and last research question was given by formulat-
ing the most important obstacles teachers might face in their participation in 
distance education programs. According to the answers given, the three main 
factors that prevent teachers from participating in a distance training seminar 
were: “the cost of participation” (81,6%, n=49,), “the lack of time” (81,6%, 
n=49) and “seminar schedule (attendance hours and days”) (66,7%, n=40). Par-
ticipants also identified the degree to which certain barriers affect their partici-
pation in distance education programs. Important or very important obstacles 
are lack of time (66,7%), financial reasons (60%), personal / family reasons 
(55%) and fatigue (50%). On the other hand, the least important obstacles are 
the fear of failure (73,3%) and stress or psychological factors (45,5%) (Table 4).
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Table 4. Degree of obstacle effect

Variables N SD

Financial reasons 
Personal/ Family 

reasons
Lack of time/ Hours

Tiredness

60 3.62 1.09

60
60
60

3.50
3.77
3.43

1.07
1.03
1.03

Anxiety/ Psychological 
factors

Fear of failure

60
60

2.72
1.90

1.17
1.07

Conclusions and Discussion 

Regarding the first research question: “What is the experience of the partici-
pants from the distance education programs they have attended?”, the results 
are of particular interest. When teachers were asked when it was the last time 
that they participated in a distance education program, the vast majority, 86.7%, 
said that this was the period from 2020 to 2021. On the contrary, only 13.3% 
had attended a distance education program before 2019. As we can see, there 
is a rapid increase in this percentage over the last 1.5 years. Although the cause 
of the increase is not clear from the results of the research and the answers 
given, we can assume that this is due to the changes caused by the COVID-19 
virus in the way educational structures work. Relevant findings emerge on the 
study of Lionarakis, Orphanoudakis, Kokkis, Emvalotis, Manousou, Hartofy-
laka, Ioakimidou, Papadimitriou, Karagianni, Grammenos, Karachristos, Stav-
ropoulos (2020), in which 60% of the participants stated that they would not 
participate in the program if it was not carried out by the method of distance 
education. It is easy to understand that the new conditions pushed teachers to 
attend distance education programs.

Regarding the second research question, “What motivates teachers and to what 
extent do those factors motivate teachers to participate in distance education pro-
grams?”. To answer this question, it is particularly enlightening to identify the 
factors that motivate teachers to attend lifelong learning programs. According to 
the participants, the three most important motivations for participating in distance 
education programs were: to increase productivity at work (80%), to gain new 
knowledge (68,3%) and the need for lifelong learning (60 %). The answers giv-
en in the research of Pampouri, Tsolakidou and Mavropoulos (2020) were simi-
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lar. According to them, the participants considered the same factors as the most 
important motivations for their participation. It’s normal for the adult trainees to 
be motivated by the impact of the new knowledge in their professional life, but 
at the same time the percentage of those who express the need for lifelong learn-
ing is important too. Moreover, Karalis (2017) in his research showed that adults 
consider as the most important reason to participate in an education program to 
be more efficient at their work (20,3%). It seems that continuous learning is a key 
element of adults’ worldview and can be an important internal motive for their 
training. In a different context, the research of Hasiotis and Mavroidis highlight-
ed some different motives as more important. More specifically, the motivation 
of the participants was a result of their willingness to come in contact with new 
ideas (85,4%), to improve themselves from their mistakes (83%) and to share 
their ideas with others (82,6%) (Hasiotis & Mavroidis, 2019).

Referring to the third and final research question: “What are the barriers 
in participation and to what extent prevent teachers from participating in dis-
tance education programs?”, some conclusions are worth mentioning. Teachers 
who took part in the research stated that the three factors that prevent them the 
most from attending distance training programs are: the cost of participation 
(81,6%), the lack of time (81,6%) and the schedule of seminars (66, 7%). These 
results are in accordance with the research of Pampouri, Tsolakidou and Mav-
ropoulos (2020), since in a similar question the participants claimed that they 
were affected by lack of time (82%), participation costs (63%) and lack of suf-
ficient information about the implementation of programs (20%). In addition, 
in Karalis’s (2013) research, when the participants were asked to choose the 
one most important obstacle, almost the half of them (46,9%) voted the cost 
of participation. Although the cost of participation seem to be the main obsta-
cle also in face to face education programs, programs’ schedule has been cited 
as a major barrier too. According to Karalis’s (2017) research “almost half of 
the participants recognize barriers that refer to the way the programs are or-
ganized and the lack of time due to occupational obligations” (p.88). Distance 
education can remove this barrier. It is characteristic that only 15% of adult 
trainers stated that the hours and days of implementation of distance education 
programs prevented their participation in them (Pampouri et. al., 2020). Ac-
cording to these results, we can say that adults’ personal life and obligations 
influence their training. In addition, the cost of participation (70%) is the most 
important obstacle according to the research of Rezabek (1999). This is fol-
lowed by a lack of time and a lack of familiarity with reading / the degree of 
difficulty. Program schedule was not an obstacle identified by those who par-
ticipated in Rezabek research interviews.
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As the present study is subject to a number of limitations, mainly related to 
its sample size and geographical area, more research could be conducted, fo-
cused on research themes, such as the assessment of teachers’ and adult train-
ers’ training needs and the evaluation of distance education programs. It would 
also be interesting to focus on exploring and defining the adult educator’s role, 
on the one hand, to reinforce the motivating factors and, on the other hand, to 
minimize those that obstruct adult trainees’ learning.

In this way, the scientific community will be able to further illuminate that 
important area of ​​distance education and learning and enhance its effective-
ness. The aim, of course, is to strengthen its advantages, to fight the obstacles 
and to promote this new and so useful form of education and learning.
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Abstract

This article aims to explore motives and obstacles faced by teachers, when 
attending distance education programs. The aim of the research was to describe 
participants’ characteristics, to highlight their motivations and obstacles, as 
well as to study the effect of these motives and obstacles on teachers’ intention 
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to participate in distance education programs. The research sample was 60 
participants, more particularly 38 women and 22 men, who had participation 
experience in distance education programs. This quantitative research was 
conducted by using questionnaires, collected between March and May 2021. 
Research analysis results showed that the most important teachers’ motivations 
of participation were to increase their work efficiency, acquire new knowledge 
and to invest in their lifelong learning. On the other hand, the main obstacles 
were the cost of participation, lack of time, due to work or family commitments 
and the time schedule of distance education programs. 
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