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Abstract
Teacher self-e�cacy, as a socio-affective concept, has been abundantly studied in relation to different
factors. However, it seems that the consequences of teachers' self-e�cacy have not been appropriately
explored to the present date. The present study aimed at investigating the consequences of EFL teachers'
teaching self-e�cacy. In so doing, a qualitative research method was used. The data were collected
through semi-structured interviews with 20 EFL teachers who were selected through purposive sampling.
The interviews were content analyzed thematically. Findings showed that self-e�cacy has three main
consequences: pedagogical, learner-related, and psychological. Each of these consequences has several
sub-categories. It can be concluded that high self-e�cacy affects teachers’ teaching practices, learners’
motivation, and achievement. It also affects teachers’ burn-out status, psychological being, as well as
their job satisfaction. The �ndings can be theoretically and pedagogically important to EFL teachers,
teacher-trainers, and administrators of educational settings.

Introduction
Self-e�cacy, as a socio-affective concept, was introduced by Bandura (1977). In general terms, e�cacy
refers to individuals’ perceptions and beliefs about their potentiality to perform at a given level of
attainment (Bandura, 1977) and how they might deal with the challenges and di�culties and direct their
actions (Bandura, 1997). Teacher self-e�cacy has been abundantly studied in relation to different
factors. Student achievement is also one of these factors which have been con�rmed to be positively
related to teacher self-e�cacy in a plethora of related studies (e.g., Almog & Shechtman,2007; Caprara,
Barbaranelli, Steca& Malone, 2006; Chacon, 2005; Chaplain, 2006; Guo, Piasta, Justice & Kaderavek,
2010; Ross, 1992).

More e�cacious teachers are better risk-takers who instigate higher levels of standards in their classes,
which in turn results in better student achievement. From a broader perspective, teacher self-e�cacy has
also been reported to be directly related to other factors such as job satisfaction (Moe, Pazzaglia&
Ronconi, 2010), perfectionism (Comerchero, 2008), and emotional intelligence (Moa�an & Ghanizadeh,
2009; Rastegar & Memarpour, 2009). By contrast, it has been argued that teacher e�cacy is negatively
correlated with teacher burnout (Brouwers & Tomic, 2000; Comerchero, 2008).

Synthesizing the related studies, it can be seen that there are still issues related to teachers' self-e�cacy
which need to be further investigated. Among these issues, are the teachers' variables which are affected
by teachers' high level of self-e�cacy. This study attempts to explore the consequences (the teachers'
traits and variables which are affected) by their high sense of e�cacy.

Statement of the Problem

The review of the related studies show that majority of the studies on teachers' self-e�cacy are
quantitative: either experimental or correlational. However, as self-e�cacy is a context-speci�c
phenomenon and multilayered, the positivistic tools of inquiry such as correlational or experimental
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studies might not be appropriate for studying such a phenomenon. Therefore, interpretative research
paradigm and tools such as ethnography and grounded theory might present a better picture of the
concept which might lead to EFL teachers' teaching e�cacy, from the eyes of EFL teachers.  On the other
hand,

As Wyatt (2018) believes among the studies on TSE which collected qualitative data, 24 employed mixed
methods studies and most of which did not deeply and directly delve with the challenges of eliciting
language TSE beliefs, because they used qualitative research methods to collect background or
contextual information. Moreover, the local and international researchers mostly  tried to investigate the
relationship between teachers' self-e�cacy and some other variables such professional development,
burn-out, personality types (Alibakhshi, 2011), Despite the plethora of studies on EFL teachers' self-
e�cacy (e.g., Akbari & Tavassoli, 2014; Faez & Valeo, 2012; Karimi, 2011; Moa�an & Ebrahimi, 2015;
Tschannen-Moran & Hoy, 2001), it is not known how teachers' self-e�cacy might affect their status as a
teacher and what consequences TSE might have for EFL teachers. The main objective of the present
study is to explore what traits/ variables or constructs might be affected as the results of teachers' self-
e�cacy. More speci�cally, the following research question was addressed:

What are the consequences of Iranian EFL teachers' self-e�cacy?

Review of the related literature

The related studies are categorized into two categories: studies on teachers' self-e�cacy (SE) origin and
empirical studies. 

Teachers' Self-e�cacy (SE) origin

Self-e�cacy is de�ned as “beliefs in one's capabilities to organize and execute courses of action required
to manage prospective situations” (p. 3). It is a concept which deals with people's ability to organize their
plans, thoughts, or actions, the efforts they make, and the strategy they use to deal with challenges
(Tschannen-Moran & Hoy, 2007). With regard to teaching issues, Teachers' Self- e�cacy (SE) includes
teachers' beliefs in their ability to increase the rate of their students' learning even when they might face
obstacles (Ross & Bruce, 2007). As Bandura (1998) believes, self-e�cacy of individuals is constructed
through receiving information from four sources: enactive mastery experience, vicarious experience,
verbal persuasion, and physiological/emotional state.  

Self-e�cacy beliefs were characterized as the major mediators for our behavior, and importantly,
behavioral change. Over the last quarter of the century, Bandura's other works continued to develop more
and more and defend the idea that our beliefs in our abilities powerfully affect our behavior, motivation,
and ultimately in�uence our success or failure (Bandura, 1982, 1986, 1993, 1996, 1997). Bandura (1997)
suggested that because self-e�cacy beliefs were explicitly self-referent in nature and directed toward
perceived abilities given speci�c tasks, they could be powerful predictors of behavior. The related
research literature has ever since supported this proposition. Educationally speaking, self-e�cacy beliefs
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are related to academic performance and self-regulated learning for both teachers and students. In the
same vein, Woolfolk Hoy (2001) de�ned teacher e�cacy as a teacher’s “judgment of his or her
capabilities to bring about desired outcomes of student engagement and learning, even among those
students who may be di�cult or unmotivated (p.783).”

The study of perceived self-e�cacy and its relation to human behavior has extended to the �eld of
education, particularly to the e�cacy of teachers. It has also been investigated in terms of its relation to
student performance. Numerous researchers have documented the link between student achievement, as
the most important manifestation of teacher effectiveness, and teacher e�cacy (e.g., Jimmieson,
Hannam, & Yeo, 2010; Lee, Cawthon & Dawson, 2013; Skaalvik & Skaalvik, 2007, 2010). For instance, in a
study by Moore and Esselman (1992), teacher e�cacy was reported to be highly predictive of learners'
achievement on the Iowa Test of Basic Skills, the Canadian Achievement Tests (Anderson, Greene, &
Loewen, 1988), and the Ontario Assessment Instrument Pool (Ross, 1992).

In addition to student-related issues like achievement, sense of e�cacy, motivation, etc. researchers have
explored the relationships between a teacher’s level of e�cacy and his or her willingness to adopt
instructional innovation (Ghaith & Yaghi, 1997; Gusky, 1988), lesson presenting and questioning, ability in
controlling stress level, desire to stay in the �eld and teaching commitment (Coladarci, 1992), special
education referral (Soodak & Podell,  1996) and predictions of student success (Tournaki & Podell, 2005).

Empirical Studies on SE consequences

Signi�cant positive correlations between e�cacy judgments by classroom teachers and their teaching
effectiveness were �rst reported by two large-scale investigations (Berman, McLaughlin, Bass, Pauly, &
Zellman, 1977). In 1976, the Rand Corporation published a study that examined the success of various
reading programs and interventions. Teacher e�cacy was shown to be strongly related to variations in
reading achievement among minority students. In a second study, Rand researchers found teacher
e�cacy to be a strong predictor of the continuation of federally funded projects after the end of funding
(Berman, 1977). Teachers' sense of e�cacy had a strong positive effect not only on student performance
but on the percent of the project goals achieved, on the amount of teacher change, and the continued use
of project methods and materials after the project ended.

From a broader perspective, teacher self-e�cacy has been widely accepted to be related to other factors
such as job satisfaction (Moe et al., 2010), perfectionism (Comerchero, 2008), and emotional intelligence
(Moa�an & Ghanizadeh, 2009; Rastegar & Memarpour, 2009). By contrast, teacher e�cacy has shown to
be negatively related to teacher burnout (e.g., Brouwers & Tomic, 2000; Comerchero, 2008). Indeed,
Comerchero (2008) examined the possible relationships among a myriad of factors, namely teacher self-
e�cacy, status, tenure, gender, burnout, and perfectionism.

Teacher e�cacy is believed to be of paramount signi�cance among other teacher variables since
effective teachers turned out to have a strong sense of e�cacy; this, in its own right, culminates in more
planning and organization as well as enthusiasm towards novel ideas (Tschannen-Moran et al., 1998). In
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this light, it is obvious that teacher e�cacy affects and dramatically contributes to the pedagogical
improvement from different angles.

Tzioti, Mantelou, Degleris, Solias, Karamberi and Romanou (2010) identi�ed the relationship between job
burnout and general self-e�cacy, teachers’ self-e�cacy and group self-e�cacy. Moreover, they explored
the relationship between job burnout and the three types of self-e�cacy with teachers’ perceptions of
particular work-related values.  They found that the three types of self-e�cacy were negatively correlated
with the three job burnout dimensions. Moreover, Canrinus,  Helms-Lorenz  Beijaard ,  Buitink , and 
Hofman (2011) investigated how relevant indicators of teachers’ sense of professional identity
(occupational commitment, job satisfaction,  and change in level of motivation) are related. They
proposed a model, tested it structural equation modelling (SEM) and re�ned it using data from 1,214
Dutch teachers working in secondary education.  Results showed that classroom self-e�cacy and
relationship satisfaction played a key in�uencing role in the relationships between the indicators. Using
multiple-group SEM, the parameters of the overall model were similar for the novice, experienced and
senior teachers in a constrained model.

In the same vein, Shen (2009) explored whether stress coping strategies could be predicted by social
support and general self-e�cacy. 530 primary and secondary teachers were selected and they completed
measures of coping strategies, general self-e�cacy and social support. The results showed that teachers’
general self-e�cacy and social support had direct and indirect predictive effects on different coping
strategies, and they have more signi�cant predictive effects on certain types of coping strategies.
Teachers with higher general self-e�cacy and social support tended to adopt adaptive coping strategies
or-oriented coping strategies. The study suggested that social support and self-e�cacy should be
important factors to be considered when designing a prevention or intervention program in the guidance
of teachers’ coping strategies and psychological counselling.

Tzur, Ganzachb, and Pazy (2016) addressed the controversy regarding the sign of the effect of self-
e�cacy on performance. They proposed that when reward is high, self-e�cacy has a positive effect on
performance, whereas when reward is low, it has a negative effect. They tested the hypothesis in three
experiments in which reward and self-e�cacy were manipulated and performance was measured using
different manipulations and tasks in both within-factor and between-factor designs. They found that
reward moderates the effect of self-e�cacy on performance. When reward was high, the effect of self-
e�cacy on performance was positive, whereas when reward was low, the effect of self-e�cacy on
performance was negative.

Very recently, Mustafa, Glavee-Geo, Gronhaug and Almazrouei (2019) explored how the two core
structural components—formalization and centralization—separately and jointly affected employee self-
e�cacy and how they interact with self-e�cacy to in�uence employee task performance. The study
further examines the extent to which structure weaves its in�uence on individual performance through
perceptions of self-e�cacy. Data from 120 Pakistani public sector employees were analyzed using partial
least squares structural equation modelling (PLS-SEM) and polynomial regression to assess the
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hypothesized relationships. Results showed that formalization is positively associated with self-e�cacy
while centralization has a negative association, and such an improvement/attenuation in self-e�cacy is
partly transformed into performance improvements. They also found that self-e�cacy and performance
relationship are diminished under conditions of high formalization and high centralization.

Methodology
Method

Methodology is de�ned as "a way of thinking about and studying social reality" (Strauss & Corbin, 1998,
p. 3); however, the method is "a set of procedures and techniques for gathering and analyzing data" (p. 3
methodology needs to be best aligned with a research interest, ontology and epistemology (Cohen,
Manion, & Morrison, 2018). Therefore, the researchers employed a phenomenological inquiry to explore
the antecedents of language teachers from their own eyes. A phenomenology inquiry "is an attempt to
deal with inner experiences unproved in everyday life" (Merriam, 2002, p. 7). This qualitative research
approach describes lived people's experience of a phenomenon. In this study, the phenomenon is self-
e�cacy consequences. The researchers employed this method to help identify the meaning behind the
human experience as it related to a phenomenon or notable collective occurrence (Creswell, 2013).

Participants
Purposive sampling was used to recruit teachers who have been evaluated as efficacious
based on their scores on the self-efficacy scale. This sampling method helps the researchers
to have a homogenous sample of participants who have all experienced the phenomenon
(Cresswell, 2013). Participants were all selected from Zabankedeh Meli language institute,
which helped the researchers to maintain homogeneity of the sample. They were all
selected from in two steps. They were contacted via either telephone or e-mail and were
asked to read and sign a consent form. After obtaining the written consent, a pseudonym
was assigned to each participant.  The participants were selected in two rounds. In the first
round, efficacious teachers were screened. In the second round, the efficacious teachers
were finalized for inclusion in the study and interviewed in the schools at which they teach.
The data saturation occurred when the 20th teacher was interviewed. The demographic
characteristics of participants are given in Table 1

 

Table 1. Demographic characteristics of participants
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Variable number
Certification BA (Bachelor of Arts) of TEFL 12

MA(Masters of Arts) of TEFL 8
Gender Male 10

Female 10
Teaching experience   5-10 7

10-15 6
15-20 7

Age 30-34 8
34-38 5
38-42 7

 

Instruments

In this study, two instruments were used: Teachers’ Sense of Efficacy Scale (long form)
developed by Tschannen-Moran and Woolfolk Hoy (2007) and interview checklist. The
teachers’ sense of Efficacy scale was used to estimate the participants’ sense of efficacy. It
consisted of 24 items. It also consists of three subscales: efficacy in student engagement (8
items), efficacy in instructional strategies: 8items, and efficacy in classroom management
(8 items). This instrument was used as a scale for screening efficacious teachers. It enjoyed
an acceptable level of internal consistency (r=0.89). In addition, a semi-structured
interview checklist was developed, carefully worded, reviewed by five teacher educators
known as experts in qualitative research methodology and teacher education, and edited
based on the experts' feedback. Each teacher was interviewed privately in his regular
classroom. The interviewer audiotaped all interviews for accuracy. The interview checklist
included questions addressing the teachers' feelings about efficacious teachers and the
teaching areas which are affected by high degree of self-efficacy.

Throughout the process of the interviews, follow-up questions were asked as needed to
clarify responses and encourage elaboration (See Table 2).

 

Table 2. Interview protocol
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Questions
Based on your score on the scale which you filled in a couple of weeks ago, you were
screened as a teacher with a high TSE, that is, you have high efficacy in student
engagement, instructional strategies, and efficacy in classroom management.
Would you please name and elaborate on such a sense of efficacy might affect your
instructional/pedagogical activities?
Would you please tell me whether you receive support for learners' development?
Follow up: how about support to colleagues, using effective teaching strategies, up-date
sources in teaching, using technology in your classes
Do you think you have to follow the routines and syllabus prescribed by language
institutes?
Do you have any plan for developing your profession? How?
Prompts: teaching to learners with different proficiency levels , your relationship with
your students and colleagues, attempts to foster learner autonomy, acknowledging the
learners' efforts
Would you please tell me about attitude towards your job? Are you satisfied? If yes, why?
And would you please tell me whether you leave your job if you are offered a better job?
Prompts: Don’t you think you are tired somehow? Do you think you are committed to the
language institute and the students?
Do you motivate your language learners to study hard>
 

 

The interviews with the participants were conducted in English; the teachers’ major and
difficult terminology associated with self-efficacy was avoided. In order to elicit teachers’
in-depth perceptions, the interviewer allowed the conversation to move on smoothly in a
more interactive manner. All Data collection was completed over a period of 3 months and
ended up the data saturation, i.e., when no further new information or themes emerged to
add to the researchers' understanding of the consequences of TSE.

Data analysis

  All interviews were transcribed word by word. The data were analyzed through following
Moustakas's (1994) method of inductive data analysis. First, each transcript was read twice
to immerse the researchers in the data. Then, all transcripts were reread, and memos were
audio-recorded to deeply immerse the researcher (the corresponding author of the study
collected and analyzed the data and highlighted key concept). After initial immersion in the
data analysis process, the transcripts were first analyzed through open coding and axial
coding (Strauss & Corbin, 1998). All interview transcripts were transcribed and coded by
the first author. Then, through peer debriefing sessions with an expert in teacher education
who has published several qualitative papers on teacher education, the codes were
checked, and inter-coder consistency was estimated. The two coders have agreed on all
extracted codes. Finally, the extracted themes were identified by rereading the transcripts
to verify that they and their accompanying constituents were clearly expressed and exactly
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compatible with the interviewees’ words. Each theme was exemplified by at least one direct
quotation from one of the interviewees.

Results
Interviews with 20 male and female teachers were content analyzed.  The consequences
were thematically categorized into three categories: Teaching/ learning process, learner-
related, and teachers' psychological consequences.

1. Teaching/Learning Processes

Results of the content analysis indicated that teachers’ self-efficacy has positive
consequences for teachers’ instructional behaviors and strategies. More specifically, this
domain consists of 3 sub-domains: pedagogical/instructional support, classroom
management, and emotional support. Each of these subcategories is described as follows.

1. Pedagogical/Instructional support

Participants of the study suggested that the pedagogical behaviors, strategies, and
practices they use to support the language learners' affective, cognitive, and academic
development are greatly determined by their self-efficacy. This theme consists of seven sub-
themes that are presented in the following table.
 
Table 3
The sub-categories of pedagogical support consequence

Consequence Dimensions N (%)

 
 
 
 
 
 
Pedagogical/Instructional
support
 

Overall instructional development 17(85%)
Support for  learners’ language
development

16(80%)

Using effective  instructional strategies 16(80%)
Employing updated learning-centered
approaches

15(75%)

Using Computer and Technology in Classes 15(75%)
Instructional support to the colleagues 14(70%)
Professional Development 12(60%)
Teacher autonomy 11(55%)

 

1. Overall instructional development

 
Participants of the study suggested that TSE contributes to different instructional practices
such as process-oriented instruction, the ability to use effective teaching strategies,
engaging in professional learning activities, trying new teaching techniques to improve
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their practices, and changing their practice to promote process-oriented student learning.
The following quotations exemplify the theme:

I always try to use very effective strategies for teaching my students, and sometimes I
do my best to know about the effective strategies which the other language teachers
in the other countries use to teach language learners. (p.8)

1. Support for learners’ language development

About 70 percent of the participants suggested that teachers’ self-efficacy can greatly
contribute to their teaching quality as well as the teaching strategies they use to help the
language learners develop language skills and sub-skills.  More specifically, they stated that
high efficacious teachers use communicatively oriented language strategies; consequently,
the communicative competence of the students develops drastically. One of the participants
argued:

My teaching at present is quite different from my teaching in the past. Now my belief in
my abilities is of much help. I dare to experience recent teaching strategies
recommended as effective for communicative competence, and I found all useful. (p.2)

1. Employing effective instructional strategies

As reported by 80% of the participants, teachers with high teaching efficacy attempt to use
teaching methods and strategies congruent with their practices. The following quotation
exemplifies the theme:

I observed that some teachers who have a strong belief about their teaching abilities are
totally different from those who do not believe in their ability in teaching in terms of the
strategies they use for teaching. That is, they use more effective teaching strategies.

1. Employing updated learning-centered approaches

 
Another consequence of TSE is a teacher’s use of updated teaching approaches.
Participants suggested that high self- efficacy contributes to the use of innovative teaching
approaches and methods such as learner-oriented approaches to teaching. One of the
participants argued:

As I believe I can do my job well, I follow the more recent teaching methods which focus
on learner-centered issues in teaching.

1. Using Computer and Technology in Classes

Results also showed that 65 percent of the participants suggested self-efficacious teachers
frequently use a computer and educational technology in their classes.
I always use a computer and technology in my classes. While teaching, I download from the
internet whatever seems to be related to the topic I teach to my students.
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1. Instructional support to the colleagues

The next issue related to the instructional support is that (as mentioned by 60% of the
participants), teachers with high self- efficacy support their colleagues in terms of teaching
strategies, activities, and anything related to teaching, if necessary. 

Some colleagues, while facing problems in teaching or managing classrooms, come to
me and ask for the solutions, and I transfer my knowledge and experience to them.

1. Professional development

Results, as reported by 50% of the participants, indicate that teachers with high self-
efficacy either formally or informally do their best to develop their profession. 

As I could teach language learners with various language proficiency levels, I tried to
develop my teaching through attending teacher training centers such as DELTA and
CELTA, as well as relevant workshops.

1. Teacher autonomy

Teacher autonomy, as suggested by 70% of the participants, is another consequence of
TES, which is related to instructional support. That is, efficacious teachers have autonomy
in selecting teaching materials, teaching activities, as well as assessment activities. 

I think I am quite able to make a change in the content of the syllabus and types and time
of assessment suggested by institutes and schools. (p.20)

 

2. Classroom Process(management)

 
Classroom management is mainly perceived as an aspect of classroom processes which is
related to how teachers try to manage students’ behavior and teaching time, and provide
materials and lessons that increase learning opportunities. Within this domain, participants
suggested three aspects that are affected by teachers' self-efficacy: teaching to exceptional
students, students’ behavior management, and emotion regulation.   A detailed description
of each theme is presented in the following table.
 
Table 4
 The subcategories of classroom management consequences
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Consequence Dimensions N/ (%)
 
Classroom Process
(management )

Teaching to exceptional /heterogeneous  students 17(85%)
Classroom Behavior Management 15(75%)
Emotional
Support

Classroom Emotional Climate 13(65%)
Student-Teacher Relationship Quality 13(65%)
Appreciating students’ perspectives  12(60%)
Promoting learner autonomy 12(60%)

 

1. Teaching to exceptional/heterogeneous students

 
Self-efficacious teachers suggested that they are less anxious and more capable of teaching
to highly talented language learners and those with learning disabilities. They also
suggested that they are more tolerant of rude students; they also rarely exclude such
students from their class.

I used to teach to demotivated language learners, less proficient ones and upper-
intermediate language learners (p.19)

1. Classroom Behavior Management

Participants suggested that TSE affects teachers' ability to organize students’ behaviors
while teaching. Moreover, they argued that they could cope with students' social-emotional
behavior. That is, they are able to cope better with behavioral problems such as low
achievement, social rejection, shyness, disobedience, hostility, and hyperactivity.

At the beginning of my teaching at language institutes, I couldn't easily cope with the
behavioral problems of the language learners in my class. But now I am quite successful
in coping with almost all behavioral problems of language learners (p.18)

 

1. Emotional support

 
The third consequence of classroom management is teachers' emotional support. Emotion
support is teachers' ability to create caring relationships with students, create learning
situations in which language learners feel secure to learn, and acknowledge their feelings
and opinions. This aspect consists of several sub-categories such as emotional climate, the
quality of the student-teacher relationship, or valuing student perspectives, promoting
learner autonomy. The sub-categories are presented in the following table.
 
Table 5
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The sub-categories of emotional support consequence
 

Consequence Dimensions N (%)
 
Emotional support

Classroom emotional climate 17(85%)
Student-Teacher relationship quality 15(75%)
Valuing students’ perspectives 14(70%)
Promoting learner autonomy 13(65%

 

1. Classroom Emotional Climate

High self-efficacy teachers reported that they could create a supportive environment in the
classroom accompanied by enthusiasm, warmth, responsiveness, teacher support, and
effective use of classroom time.

2. Student-Teacher Relationship Quality

Another consequence of TSE, which is related to teachers' emotional support, is the quality
of the student-teacher relationship. About 65% of the participants argued that they have a
very friendly relationship with the students in and out of language institutes. One of the
interviewees stated:

I have a friendly relationship with my students; I have their phone numbers and emails. I
join their telegram groups, sometimes I go to the park with my students and have free
discussions with them.

3. Appreciating students’ perspectives

 
About 60% of the participants argued that they are willing and able to appreciate the
students' views, interests, and motivations. That is, while selecting materials and making
decisions about teaching activities; they take into account the language learners' interests,
motivations, and perspectives.

I know that learners' perspectives if appreciated by teachers, can be very insightful for
the teachers. I try to see language learners are motivated or nor and what perspectives
they might have about the teaching/learning process.

4. Promoting learner autonomy

Next to teachers' appreciation for students' perspectives is promoting learner autonomy by
language teachers. About 60% of the participants believed that they do their best to
promote the language learners' learner autonomy. The following quotation exemplifies the
theme:
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I know that through limited time allocated to teaching English at schools/institutes, it is
not possible for language learners to learn English; therefore I teach learning strategies
to help them become autonomous  

1. Learner/student-related consequences

The most common consequence of TSE for student outcomes was based on students’
achievement.
 
Table 6
The learner-related consequences
 

Consequence  N (%)
 
Learner-related  

General achievement   17(85%)
Motivation/attitude 17(85%)
Autonomy 15(75%)

 

1. General achievement

Participants also argued that teachers’ self-efficacy significantly contributes to the students’
general academic achievement. Most particularly speaking, TSE affects language learners’
general knowledge and communicative competence.

2. Students’ motivation

The next finding was that teachers' self-efficacy affects students' motivation, most
particularly students' self-efficacy, engagement, and school investment.

3. Students’ autonomy

The next extracted consequence of TSE is learner autonomy. Participants of the study
argued that high efficacious teachers promote learner autonomy among language learners.

1. Teachers’ psychological consequences

The next finding of the study was that teachers' TSE affects their psychological being. 
Among the related variable, four psychological traits were reported by more than 65% of
the participants, which are presented in the following table.
 
 Table 6
Psychological consequences of TSE
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Consequence  N (%)

 
Psychological  well-being

Burnout filtering  17(85%)
Job satisfaction 17(85%)
Teacher commitment 15(75%)
Teacher retention   13(65%)

 

1. Burnout Filtering

About 85% of the participants argued the rate of burnout among them is very low.
Therefore, it could be argued that TSE contributes to their psychological well-being and, in
fact, burnout is, to a great extent, filtered. 
I never feel tired of teaching English though I teach 30 hours a week

2. Teachers’ Job Satisfaction

Next to burnout, 85 percent of the participants stated teachers’ job satisfaction is one of the
psychological outcomes of teachers' TSE.  

I never like to change my job. I guess even if I find a job with a very good salary I don’t
like to quit this job.

3. Teachers’ Commitment

Seventy-five percent of the participants argued that TSE significantly affects their
commitment to institutes (schools), students, and society.  Participants believed that TSE is
a   positive predictor of occupational commitment, irrespective of the school or institute in
which they teach. 

I do my best to contribute to the progress of the institute. I really like to make a change
in the learners' academic progress and train good citizens

4. Teacher Retention

 Sixty-five percent of the participants argued that only EFL teachers with high self-efficacy
attempt to remain longer in teaching professions. Moreover, participants argued that the
level of absenteeism among high efficacious teachers is very low.

I don't like to leave the situations in which I teach cause I am able to meet the
standard expectations of the institutes in which I teach.

Discussion
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The purpose of the study was to explore the consequences of EFL teachers’ self –e�cacy. Interviews
were content analyzed. The consequences were thematically categorized into three categories: Teaching/
learning process consequences, learner-related consequences, and teachers' psychological
consequences. Regarding the �rst category, results showed that teachers’ self-e�cacy has positive
consequences for teachers’ instructional behaviors and strategies: pedagogical/instructional support,
classroom management, and emotional support. This �nding is consistent with the �ndings of some
scholars who suggest that the instructional strategies, behaviors, and practices which teachers use to
encourage students’ cognitive development might partly be determined by their self-e�cacy (e.g.,
Beaman & Wheldall, 2000; Tschannen-Moran & Woolfolk Hoy, 2007).

Another main �nding of the study was that TSE contributes to different general instructional practices.
Among these consequences are process-oriented instruction, the ability to employ effective teaching
strategies, and engagement in professional learning activities, trying out new approaches to improve their
practices, and changing their practice to promote process-oriented student learning. This �nding veri�es
the �ndings of some other related studies. Therefore, in line with the �ndings of the present and related
studies, it can be argued that teachers with great sense of self-e�cacy try new ideas and are more willing
to test and practice novel teaching methods so that they can bring about a change in students’ academic
uptake (Coladarci, 1992; Ghaith & Yaghi, 1997; Lee, Cawthon, & Dawson, 2013). Therefore, in line with
these studies, it could be argued that self-e�cacious teachers are more enthusiastic about and dedicated
to teaching.  In addition, in line with Ross (1998) and Soodak and Podell (1993), it can be argued that
highly e�cacious teachers are more open to innovations and more willing to adapt teaching innovations
in order to meet the needs of their students better. 

Findings also revealed that EFL teachers' TSE affects their support for learners' language development
and the use of updated learning-centered approaches. These �ndings are consistent with �ndings of
couple of related studies (Chacon, 2005) sense of self-e�cacy to implement didactic innovations in the
classroom and use classroom management approaches and adequate teaching methods that encourage
students’ autonomy and reduce custodial control (Guskey, 1998) to take responsibility for students with
special learning needs (Allinder, 1995) and to manage classroom problems (Chacon, 2005). Teachers
with a high sense of e�cacy have the capacity to accept more challenging tasks, determination, show
more stamina facing di�culties, and become less anxious). Consistent with Ross's (Ross, 1994)
conclusions, teachers who believe more in the effect of teaching on students' learning expect the higher
academic success of their students than those who believe less in this fact. Teacher's self-e�cacy
in�uences their motivation and performance together with students' results (Bandura, 1997).

The impact of teachers' self-e�cacy on their use of computers and technology in classes was another
�nding of the study. This �nding is consistent with several related studies (Tsitouridou & Vryas, 2004;
Tschannen-Moran, Hoy, & Hoy, 1998). The common �nding of the present study was that self-e�cacy
affects the use of technology teachers.
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With regard to classroom management, participants suggested three aspects are affected by teachers’
self-e�cacy: teaching to exceptional students, students’ behavior management, and emotion regulation.
This �nding is consistent with the �ndings of Almog and Shechtman (2007).  Accordingly, it can be
argued that e�cacious in-service teachers can easily cope better with problematic behaviors, most
particularly low achievement, hostility, hyperactivity, shyness, disobedience,  (Yoon, 2004), and students’
bullying behavior (Lambert et al., 2009).  In line with some other scholars (e.g., Morris-Rothschild &
Brassard, 2006), it could be strongly argued that TSE positively contributes to teachers’ behavior, overall
classroom management strategies, and their approaches to managing student-teacher con�icts.

Another �nding was that teachers' TSE affects student-teacher relationship quality. This �nding is
consistent with Jimmieson, Hannam, and Yeo’s (2010) study on TSE, who argue that e�cacious teachers
have close relationships with regular preschool students. Appreciating students' perspectives and
promoting learner autonomy was also found to be affected by EFL teachers' TSE. That is, high
e�cacious teachers, involve language learners in teaching and processes such as making decisions
about types of syllabi, classroom management, and evaluation. Therefore, in line with (Allinder, 1995;
Guskey, 1981), it can be inferred that high e�cacious teachers do not criticize the students for their
mistakes and accept their suggestion with open arms.

The second main categories of the TSE consequences are learner-related. To be more speci�c, �ndings
indicated that teachers' TSE affects language learners' general achievement, motivation, and autonomy.
Consistent �ndings were also reported by some scholars (e.g., Caprara et al., 2003, 2006; Chaplain, 2008;)
who found that students taught by teachers with higher TSE have better academic achievement than
those taught by teachers with a lower sense of e�cacy. Teachers' TSE impact on the students' motivation
is also consistent with the existing literature (e.g., Reyes et al., 2012; Ross et al., 2001; Thoonen, Sleegers,
Peetsma, & Oort, 2011) which shows that teachers’ self-e�cacy more signi�cantly predicts the students'
 motivation (e.g., Thoonen, et al., 2011).

Teachers' psychological being is the last trait that is affected by teachers' TSE.  Among the related
variables were four psychological traits reported: burnout reduction, job satisfaction, teacher
commitment, and teacher retention. This �nding is consistent with Hultell, Melin, and Gustavsson's 2013
work, which indicated that decreases in TSE were associated with teachers' burnout levels. That is, high
TSE re�ects low-level burnout, while low TSE re�ect high-level burnout (Skaalvik & Skaalvik, 2007, 2011,
2019). The �ndings are also consistent with Avanzi et al. (2012), who stated that there was a negative
correlation between Italian teachers’ e�cacy student- and work-related burnout. The main �ndings can be
presented in the following �gure.

Conclusions And Implications
It can be concluded that teachers' TSE has three macro-consequences: pedagogical, learner-related, and
psychological consequences. Each of these consequences has some sub-consequences. The main
consequences are summarized and presented as follows:
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The study has some practical implications for EFL teachers, teacher trainers, teacher education programs
at universities and educators in general. This study helps teachers and practitioners in EFL teaching �eld
to extend their understanding of the signi�cance of TSE and its impact on the effectiveness of instruction
in general, their support for learners' language development, their use of effective instructional strategies,
their use of updated learning-centered approaches, their use of technology and computer in classes, their
instructional support to colleagues, their professional development as well as autonomy.

This study also helps practitioners and EFL teachers to extend their knowledge about the impact of TSE
on the language learners' motivation, autonomy, and their language development. The �ndings can also
raise the teachers' awareness about their psychological well-being, including burnout, job satisfaction, as
well as their organizational commitment. The �ndings can also be used for reforming in-service training
courses. That is, such courses can be redesigned in different ways, which foster and promote teachers'
self-e�cacy beliefs. Given that teachers’ self-e�cacy is affected by some variables related to the
institutions, the administrators are recommended to consider designing professional development
activates/opportunities through which teachers might have the chance to collaborate and participate in
decision making and planning processes. Administrators can also use managerial strategies to foster the
positive climate of the schools and institutes and teacher autonomy. Finally, administrators can use the
�ndings to foster teacher autonomy among the language teachers and provide the teachers with an
appropriate and acceptable quality of work-life through which teachers feel they have job security and the
chance to promote.

Limitations and suggestions for further studies

While undertaking the study, the researchers faced some limitations. First, the they were not able to
explore the antecedents of teachers' SE. They were not able to show the relationship between each of the
extracted consequences and teachers' SE. Therefore, the other researchers are recommended to
investigate the relationship between teachers’ TSE and any of its consequences and antecedents through
structural equation modeling. In the present study, teachers' teaching experience, major personality types,
and educational backgrounds were not taken into account. The other researchers are recommended to
replicate the present study, either qualitatively and quantitatively, to see whether the �ndings differ across
these variables or not.
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