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Abstract 

This article investigated the relationship between EFL teachers' self-regulation and teaching effectiveness. In so doing, 76 
EFL teachers were selected according to a convenience sampling from different English language institutes in Mashhad, 
a city in north-eastern Iran. The findings of the study indicated that there is a significant relationship between EFL 
teachers' self-regulation and their teaching effectiveness. Subsequent data analyses indicated that among the components 
of self-regulation, intrinsic interest, mastery-goal orientation, and emotional control have the highest correlations with 
teaching effectiveness. Based on the findings of the present study teacher educators, administrators, and policy makers 
are recommended to incorporate self-regulated learning strategies to teacher training programs. The findings of the 
present study may also highlight the contributing roles of intrinsic and emotional factors in teaching effectiveness.  

Keywords: EFL teachers, Emotional control, Intrinsic interest, Mastery-goal orientation, Self-regulation, Teaching 
effectiveness 

1. Introduction 

The literature related to effective teaching reveals that there are a multitude of definitions for what constitutes effective 
teaching. Indeed, conceptualization of teaching effectiveness has been under the influence of the existing psychological 
and educational models and theories. For example, in the era of behaviorism, teaching effectiveness was evaluated in the 
light of teachers' pre-defined behaviors and students' achievements. Under the influence of cognitivism, effective 
teachers were evaluated based on the process of teaching and learning rather than the prescribed and observable product. 
The period from 1980 to 21st century, studies in the field of education underwent a reform movement which influenced 
all aspects of education including teacher effectiveness and the characteristic features of successful teachers (Ellett & 
Teddlie, 2003). As the result, various affective, cognitive and social characteristics were incorporated to the definitions 
and measures of effective teaching. A substantial theoretical and empirical base now exists in the literature that 
demonstrates the association of each of these constructs with the teachers' pedagogical success. In EFL contexts, for 
instance, emotional intelligence (Ghanizadeh & Moafian, 2010) and self-efficacy (Ghanizadeh & Moafian, 2011) have 
been found to be influential factors in teaching effectiveness. In a similar vein, Bagherkazemi and Birjandi (2010) 
reported a positive relationship between EFL teachers' critical thinking ability and their professional success. Despite the 
growing interest in investigating the influential role of teachers' functional, cognitive and affective skills, there are 
hardly any documented studies investigating the relationship between EFL teachers' success and their metacognitive 



www.sciedu.ca/wje                          World Journal of Education                     Vol. 1, No. 2; October 2011 

ISSN 1925-0746   E-ISSN 1925-0754 40

abilities, particularly self-regulation.  

Self-regulation refers to self-initiated actions, thoughts and feelings that involve regulating one’s efforts to reach the goal 
(Zimmerman & Risemberg, 1997). In the realm of education, self-regulatory skills have been found to be associated 
with students' achievement and motivation (Zimmerman & Schunk, 2001). The trends observed with respect to the role 
of student self-regulation in their academic success also generalize to teachers. As Cardelle-Elawar, Irwin and  Lizarraga 
(2007) maintained successful teachers are self-regulated individuals who understand themselves as teachers and sustain 
their motivation encountering different tasks, diverse students and changing circumstances. Furthermore, self-regulation 
can help teachers gain a better understanding of their students' needs and learning experiences, have a deeper sense of 
the teaching and learning strategies, and emulate for the students (Paris & Winograd, 2001).  

Although the above mentioned studies highlight the contributing effect of self-regulation on teachers' practices and 
instructional behaviors, there is a scarcity of such research on EFL teachers' pedagogical behaviors and achievements. 
The dearth of investigation into the possible role played by teachers' self-regulation in their professional and educational 
effectiveness in EFL contexts echoes a clear need to undertake identical studies in this area. 

2. Literature Review 

2.1. Review of literature on effective teaching 

As indicated earlier, teaching effectiveness is not a unitary concept; rather, it is a multifaceted notion encompassing 
many dimensions and attributes. For instance, Kyriakides, Campbell, and Christofidou (2002) summarized related 
literature on effective teaching and pointed out that effective teachers can provide adequate quantity of instruction, 
organize and manage the classroom environment, effectively use instructional time, structure instructional materials, 
give students practice and application opportunities, provide good classroom climate, and have enough subject 
knowledge. Teaching effectiveness has also been associated with meeting course objectives and creating and sustaining 
situations conducive to learning (Weeler & Mcleod, 2002).  Gadzella (1977) conceptualized an ideal teacher as the one 
who is knowledgeable in subject matter, interested in subject matter, and flexible in presenting materials. In a similar 
vein, Hiebert, Morris, Berk and Jansen (2007) associated the following skills with successful teachers: 1) specifying 
learning goals for students; 2) evaluating if the goals being reached; 3) hypothesizing the effects of teaching on students' 
learning and 4) analyzing to improve teaching and learning quality.  

In the present study teachers' success is evaluated according to the criteria adopted in the "Characteristics of Successful 
Iranian EFL Teachers Questionnaire". As the name suggests this student-evaluated questionnaire is specific to EFL 
teachers and is consistent with the Iranian context.  

2.2. Review of literature on self-regulation 

Self-regulation is defined as the "process of setting goals for oneself and engaging in behaviors and cognitive processes 
that lead to goal completion" (Bandura, 1986, p. 347). Zimmerman (2000) viewed self-regulation as the degree to which 
learners are motivationally, metacognitively, and behaviorally active in their learning process and in achieving their 
goals. According to Zimmerman (1990) during the metacognitive phase, individuals set goals, impose structure on the 
learned materials, and self-assess their performance. Via the motivational processes, individuals exhibit persistence, high 
self-efficacy perceptions, and intrinsic task interest. The behavioral processes enable them to select, organize and control 
the performed task. They are also involved in self-instructing and self-reaction during task performance. 

Theories and practices associated with self-regulation have been extensively applied to educational settings and school 
learning, leading to the development of self-regulated learning theory. Self-regulated learning encompasses three main 
components- cognition, metacognition, and motivation- which can be further subdivided into several subcomponents 
(Schraw, Crippen & Hartley, 2006). Cognitive component includes simple strategies, problem solving, and critical 
thinking. Metacognitive component consists of two general components- knowledge of cognition and regulation of 
cognition- each includes several subcomponents as: declarative, procedural, conditional knowledge and planning, 
monitoring, evaluation, respectively. Finally, the motivation component comprises two subcomponents: self-efficacy and 
epistemological beliefs.  

According to Zimmerman (1990), self-regulated learners possess several attributes as follows: 

Self-regulated learners are aware when they know a fact or possess a skill and when they do not. Unlike heir passive 
classmates, self-regulated students proactively seek out information when needed and take the necessary steps to 
master it. When they encounter obstacles such as poor study conditions, confusing teachers, or abstruse textbooks, 
they find a way to succeed. Self-regulated learners view acquisition as a systematic and controlled process, and they 
accept greater responsibility for their achievement outcomes. (p. 4) 
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Empirical studies demonstrated that self-regulation is positively correlated to academic achievement and other 
cognitive and affective factors conducive to learning. For instance, Zimmerman and Martinez-Pons (1986) 
maintained  that self-regulated learning strategies like rehearsal, elaboration, reflection, and goal settings are 
decisive factors in students’ successful performance. Similarly, Zimmerman (1990) revealed that the level of self-
regulation predicted the academic track of the students. Pintrich and De Groot (1990) found a dynamic interplay 
between motivational beliefs and self-regulated learning. Kitsantas (2000)'s study substantiated a positive 
relationship between self-efficacy and metacognitive strategy use which produced successful performance 
outcomes (cited in Hoffman & Spatariu, 2008).  

Since research has indicated students' use of self-regulatory behaviors to be critical for academic achievement, it is 
plausible that the teachers' use of self-regulatory behaviors would positively influence teacher practices. Baylor, 
Kitsantas and Chung (2001) stated that teacher self regulatory strategies can guide students’ learning during self-directed 
practice and promote their skills in developing effective lesson plans. In L2 context, situating self-regulation within the 
framework of reflective teaching, Ghanizadeh (2011) indicated that self-regulation and critical thinking ability are 
positively correlated. It has been also found that teacher self-regulation has a contributing role in promoting EFL 
teachers' sense of self-efficacy (Ghonsooli & Ghanizadeh, forthc.). Viewing from another perspective, it seems plausible 
to presume teachers who lack self-regulatory skills will find it difficult to scaffold activities and experiences which 
enhance their students' self-regulatory strategies.  

Upon what was noted about the influential role of teachers’ self-regulation in their pedagogical behaviors, investigating 
the relationship between teachers’ self-regulation and their professional success, and the question of how much teachers’ 
self-regulation contributes to the prediction of their success becomes a paramount inquiry for EFL researchers. In 
summary, the present study seeks to investigate such a relationship among EFL teachers and in Language Institutes. To 
this end, the following research questions were posed and investigated in this study: 

1) Is there any significant relationship between EFL teachers' self-regulation and their pedagogical success? 

2) Among the components of teaches' self-regulation which one(s) has/have the highest correlation(s) with their 
pedagogical success? 

3) Among the components of teaches' self-regulation which one(s) is/are the positive predictor(s) of their pedagogical 
success? 

3. Method  

3.1. Participants 

A sample of convenience was used for this study. The population sample consisted of Iranian EFL teachers who were 
teaching English in 6 private institutes in Mashhad, a city in the north-east of Iran between July and October 2010. There 
were no requirements other than that the participants be currently teaching an English course during the summer 
semester of 2010. The target number of teachers for the study was 90, out of which 76 teachers agreed to participate. 
There were 48 females and 28 males; their age varied from 21 to 42 years old (M = 26.31, SD = 4.05) and their teaching 
experience varied from 1 to 19 years (M = 4.16, SD= 3.86). They mostly majored in the different branches of English - 
English Literature (12 B.A, 2 M.A), English Teaching (25 B.A, 15 M.A), English Translation (7 B.A).  

The second group of participants comprised 724 EFL learners (students of the above-mentioned teachers). They were 
532 females and 192 males whose age varied from 15 to 48 (M = 21.45, SD = 4.12). Their language proficiency varied 
from elementary to advanced level and their educational level varied from high school to BA/S. 

3.2. Instruments  

3.2. 1. Teacher Self-Regulation Scale (TSRS) 

To assess teacher self-regulation, the researchers utilized the 'Teacher Self-Regulation Scale (TSRS)', designed and 
validated by Yesim, Sungur & Uzuntiryaki (2009). It was developed based on Zimmerman's self –regulation model and 
semi-structured interviews with pre-service and in-service teachers; and consists of 40 items on a 6 point Likert scale 
ranging from 'strongly disagree' to 'strongly agree'. One item was also included as a filler item which was not used in 
further analyses. Confirmatory factor analysis yielded the following nine factors. 

<Table 1 about here> 

Scores on the 40 items were averaged to form an overall indicator of the teachers' self-regulation, defined by Yesim, 
Sungur & Uzuntiryaki (2009) "as teachers' own self-regulated strategies, which they use during lessons" (p. 354). In this 
study, the total reliability of the scale, estimated via Cronbach’s alpha, was 0.89.  
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3.2.2. Characteristics of Successful Iranian EFL Teachers Questionnaire     

To evaluate language teachers' performance and success in language teaching, the researchers employed the 
'Characteristics of Successful Iranian EFL Teachers Questionnaire' (CSIET) (Moafian & Pishghadam, 2009). It is a 
Likert scale consisting of 47 items and measuring twelve constructs as Teaching accountability, Interpersonal 
relationships, Attention to all, Examination, Commitment, Learning boosters, Creating a sense of competence,  
Teaching boosters, Physical and emotional acceptance, Empathy, Class attendance, Dynamism. In this study, the total 
reliability of the questionnaire, estimated via Cronbach' alpha, was 0.82. 

3.3. Data collection 

The study was conducted in 6 private Language Institutes (ILI, Marefat, College, Jahad-edaneshgahi, Kish, and Kish 
Air) in Mashhad, a city in North-east of Iran, between July and October 2010. The Institutes were selected based on 
convenience sampling. The teachers were distributed TSRS questionnaire which they completed and delivered back to 
the researchers. Simultaneously, the CSIET questionnaire was given to the learners of those teachers. Through this 
questionnaire, the teachers' performance was evaluated by their students. To receive the reliable evaluation by the 
learners, the researchers explained the purpose of completing the questionnaire and assured the learners that their views 
would be confidential; besides, both teachers and learners' questionnaires were coded numerically and they were asked 
not to write any name on their questionnaires. They were just required to provide demographic information such as, 
gender, age, teaching experience, years of studying English and major.  

4. Results 

Table 2 summarizes the descriptive results of the two instruments- teacher self-regulation (TSRS) and teachers' success 
(CSIET)- utilized in this study.  

<Table 2 about here> 

To investigate the relationship between teachers' self-regulation and their success, a Pearson product-moment correlation 
was applied. The results of correlation revealed that there is a significant correlation between EFL teachers' self-
regulation and their success (r = 0.52, p < 0.05).  

<Table 3 about here> 

It was also found that there is a positive relationship between EFL teachers' success and the seven subscales of the total 
self-regulation scores as follow: teacher self-regulation and F2 (r = 0.504, p< .05), F3 (r = 0.415, p< .05), F4 (r = 0.430, 

p< .05), F6 (r = 0.473, p< .05), F7( r = 0.342, p< .05), F8 (r = 0.388, p< .05), and F9 (r = 0.317, p< .05).  

<Table 4 about here> 

To investigate which components of self-regulation might have more predictive power in predicting teachers' success 
and how other constructs contribute to this model, a regression analysis was employed. The following table is the 
ANOVA table of regression. The magnitude of F-value and the amount of the respective p-value (p<0.05) indicate the 
considered model is significant. 

<Table 5 about here> 

As Table 6 displays, among the nine subscales of self-regulation, intrinsic interest was found to be the positive predictor 
of the dependent variable (teacher success). 

<Table 6 about here> 

To analyze the data further, regression analysis was conducted. The results indicated that teachers' total score of self-
regulation is a positive predictor of the dependent variable (teachers' success). 

<Table 7 about here> 

Table 8 illustrates the model summary statistics. The results revealed that the model containing the total scores of self-
regulation can predict 27 percent of the teachers’ success. The R value is 0.52 which indicates the correlation coefficient 
between teachers' self-regulation and their success. Its square value is 0.26. It indicates that about 27% of the variation in 
teachers' success can be explained by taking their self-regulation into account. 

<Table 8 about here> 

5. Discussion  

The present study aimed at examining the relationship between Iranian EFL teachers' self–regulation and their 
pedagogical success in Language Institutes. The results demonstrated that teacher's self-regulation is a significant 
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indicator of teacher's success. This is in line with empirical and theoretical contentions highlighting the positive role of 
teachers' self-regulatory skills in successful accomplishment of their professional tasks. According to Delfino, Dettori, 
and Persico (2010) the complexity of the individual and social aspects of teaching roles calls for self-regulated teachers 
who can manifest teaching effectiveness. Indeed, as Randi (2004) maintained from social cognitive perspective, 
effective teachers are self-regulated agents who can activate their beliefs to take appropriate actions leading to successful 
and effective teaching. In a similar vein, Dembo (2001) argued that to create opportunities for insightful instruction, 
teachers not only need content area knowledge, but also have to scrutinize their self-regulatory factors associated with 
teaching and learning. 

The abovementioned studies were all conducted in L1 contexts. The findings of the present study substantiated the 
positive role of teachers' self-regulation in their pedagogical success among Iranian EFL teachers. In other words, the 
more EFL teachers equip themselves with the self-regulatory skills, the more likely they will be evaluated successful 
from the perspective of their students. The context of the present study, i.e., private language institutes in Iran, may have 
also contributed to this finding. In Iran, most language institutes are characterized by their disciplined conduct and the 
implementation of communicative language teaching approach (CLT). Being run by private administrations and largely 
reliant upon language learners' satisfaction, these institutes and specifically teachers in these institutes are under constant 
evaluation, inspection, and observation by institute authorities, students and their parents. This in turn entails teachers' 
regular monitoring and regulating of their actions and thoughts. Furthermore, a striking endeavor had been made in 
Iranian private language institutes to fulfill the students' communicative needs; thus, the executed curriculum is 
compatible with the principles of CLT.  Accordingly, the teachers are expected to serve as facilitators and participants. In 
other words, what they require is not just content knowledge, but the abilities associated with self-regulation strategies 
enabling them to plan beforehand and to be motivationally, metacognitively, and behaviorally active in achieving their 
instructional goals. 

As indicated earlier, among the components of self-regulation, intrinsic interest, mastery-goal orientation, and emotional 
control were found to have the highest correlations with teacher success. The significant correlation to intrinsic interest - 
beliefs concerning personal interest in the profession (Yesim, Sungur & Uzuntiryaki 2009)- suggests that teachers who 
are more interested in their work are also more successful. This can be plausibly interpreted from the commonsense 
perspective, given that individuals who have higher levels of intrinsic interest in their profession are expected to exhibit 
more persistence, commitment, and effort investment. This in turn would result in the successful accomplishment of 
their professional tasks. Current research has also confirmed that teachers' high academic sense of intrinsic interest is a 
useful predictor of their job performance (Bembenutty, 2007).   

With the significant correlation between mastery-goal orientation- goals to improve competence in teaching and master 
the teaching task against self-set standards (Yesim, Sungur & Uzuntiryaki, 2009)- it would appear that teachers' concern 
over the mastery of teaching practices tend to enhance their teaching effectiveness. This finding is also consistent with 
previous studies corroborating a positive relationship between types of goals individuals adopt for learning and their 
performance. For instance, Dweck & Leggett (1988) indicated students who adopt a learning or mastery orientation 
(aiming at developing and improving ability) demonstrate more successful learning behaviors than those who have 
performance-goal orientation (seeking to demonstrate ability) or performance-avoidance orientation (targeting at hiding 
lack of ability). In a similar vein, Hsieh, Sullivan and Guerra (2007) found a dynamic interplay between students' 
adoption of mastery goals and successful college performance.  

The significant relationship between emotional control- strategies for controlling and regulating affect, mood, and 
emotions (Yesim, Sungur & Uzuntiryaki, 2009)- and teacher success implies that teachers' effective handling of their 
emotional states tends to foster their teaching effectiveness. This is in line with the bulk of research on successful 
performance demonstrated that higher level of emotional competencies is an indication of one's potential in academic 
and professional success (Goleman, 1995; Mayer and Salovey, 1997). In particular, in the domain of teaching 
effectiveness, Wubbels and Levy (1991) found that teacher emotional intelligence plays an influential role in fostering 
not only teachers' performance but also learners' cognitive and affective achievements. In L2 contexts identical results 
have been reported. Ghanizadeh and Moafian's (2009) study revealed that the higher EFL teachers' emotional 
intelligence, the more successful she/he is from the students' perspectives. The context of the present study- language 
institutes- may also highlight this finding. The interactive and self-motivated nature of classes in language institutes 
entail teachers' high emotional competence to encourage and sustain peer and teacher interactions, rapport and 
motivation.  

6. Conclusions  

Taken together, the major conclusion drawn from the findings of the present study is that developing EFL teachers' self-
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regulatory skills is linked to the enhancement of their success. This in turn should encourage teacher educators, 
administrators, and policy makers to introduce self-regulated learning strategies to teacher training programs. In line 
with the current trends in teaching effectiveness, these programs are expected to undergo a shift from curricula pivoting 
around solid basis of content area knowledge to those equipping teachers with regulating their actions, thoughts and 
emotions, as recommended by Dembo (2001). Hence, it seems crucial that effective paths for developing self-regulation 
among teachers are pinpointed.  

In line with this, prospective teachers should be equipped with self-regulatory strategies so as to be able to teach these 
skills and model for their students, since it seems plausible to presume that teachers who lack self-regulatory skills will 
find it difficult or even impossible to construct the self-regulation of their students. 

Furthermore, the contributing effects of intrinsic and emotional factors on teaching, especially those targeted at 
improving teaching task and personal interest, should be taken into account by the EFL trainers and teachers themselves. 
Accordingly, teacher educators are recommended to incorporate emotional literacy programs to the agenda of teacher 
training programs. It is also important to appraise teachers' performance with reference to their prior achievements or 
their efforts rather than in comparison with other teachers.  
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Table 1. Nine factors of TSRS along with the corresponding descriptions 

Factor  Description  

1. Goal setting Process of establishing objectives to guide actions during instruction

2. Intrinsic interest Beliefs concerning personal interest in the profession 

3. Performance 

goal orientation 

Goals to do better than others as a teacher and to have others  

believe in one’s competence 

4. Mastery goal 

orientation 

Goals to improve competence in teaching and master the teaching 

task against self-set standards 

5. Self-instruction Process of monitoring one’s own performance in teaching and 

making instructional changes when necessary 

6. Emotional 

control 

Strategies for controlling and regulating affect, mood, and 

emotions 

7. Self-evaluation Process of evaluating current teaching performance by  

comparing it with previously established goals and past performance

8. Self-reaction Affective responses following a teaching performance 

9. Help-seeking Getting help from others to resolve problems encountered in 

teaching process 

 

Table 2. Descriptive statistics of TSRS and CSIET  

  N Minimum Maximum Mean Std.Deviation 

TSRS 76 120 240 178 24.5 

CSIET 76 123 230 168 25.2 

 

Table 3. The results of correlation between teachers' self-regulation and their success  

 Total self-regulation 

Success 0.52* 

 

 

Table 4. The results of correlation between subscales of teachers' self-regulation and their success 

 Teacher Success

F1 (Goal setting) 0.273 

F2  (Intrinsic interest) 0.504* 

F3 (Performance goal orientation) 0.415* 

F4 (Mastery goal orientation) 0.430* 

F5 (Self-instruction) 0.268 

F6 (Emotional control) 0. 473*  

F7 (Self-evaluation) 0. 342* 

F8 (Self-reaction) 0. 388* 

F9 (Help-seeking) 0. 317* 
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Table 5. The ANOVA table of regression 

Model Sum of Squares df Mean Square F Sig. 

1 Regression 15514.080 9 1723.787 3.510 .001a 

Residual 32408.802 66 491.042   

Total 47922.882 75    

Predictors: (Constant), Goal setting, Intrinsic interest, Performance goal orientation, Mastery goal orientation, Self-instruction, Emotional 
control, Self-evaluation, Self-reaction, Help-seeking.  

Dependent Variable: Teacher success 

Table 6: The results of regression analysis for the components of teachers' Self-regulation and Success 

Coefficientsa 

Model 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 84.183 21.990  3.828 .000 

Goal setting -.320 .770 -.052 -.415 .679 

Intrinsic interest 2.345 1.244 .327 2.085 .046 

Performance goal orientation 1.075 1.382 .122 .778 .439 

Mastery goal orientation 1.041 .998 .167 1.043 .301 

Self-instruction -.345 .784 -.060 -.440 .661 

Emotional control 1.129 .826 .224 1.367 .176 

Self-evaluation -.348 1.283 -.041 -.272 .787 

Self-reaction -1.333 1.465 -.164 -.910 .366 

Help-seeking 1.075 1.167 .121 .921 .360 

a. Dependent Variable: Success     

 

Table 7: The results of regression analysis for teachers’ Self-regulation and Success 

 

Table 8: R square table for teachers' self-regulation as the predictor of their success 

Model R R Square Adjusted R Square Std. Error of the Estimate 

1 .527a .278 .268 21.61980 

a. Predictors: (Constant), self-regulation 

Model 
Unstandardized Coefficients

Standardized 
Coefficients t Sig. 

B Std. Error Beta 

1 (Constant) 71.499 18.337  3.899 .000 

Self-
regulation 

.544 .102 .527 5.341 .000 


