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 Abstract 

The present study was intended to investigate possible relationships of the 

development of EFL teachers’ possible selves with teacher efficacy and 

students’ achievement. Eighty seven teachers were selected through 

convenience sampling from different Language Institutes participated in this 

study and filled in EFL teachers’ Possible Selves Development 

Questionnaire as well as Teacher Self-Efficacy Scale (TSES). The 

participants were also requested to specify the mean scores of the 

achievement tests they administered to their students in the previous terms. 

The results of data analyses indicated significant relationships of teachers’ 

possible selves development with their self-efficacy and students’ 

achievement. To investigate which components of possible selves might 

have more predictive power in predicting teacher’s self-efficacy and 

students’ achievement, the researchers employed regression analysis. The 

four subscales of possible selves – ideal, ought-to, actual, and feared selves- 

were found to be good predictors of teacher self-efficacy and only three 

subscales of possible selves including ideal, ought-to, and actual selves were 

strongly correlated with students’ achievement. The researchers concluded 

by suggesting that a sense of self-efficacy as well as a concern for students’ 

achievement as two main senses of selves should be incorporated into the 

possible selves of EFL teachers through implementing specific pre-service 

as well as in-service teacher education programs.  

Keywords: possible selves development, possible selves subcomponents, 

self-efficacy, EFL teachers, students’ achievement 
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1. Introduction   

Teaching in general and second language teaching in particular are demanding and multifaceted practices which 

greatly depend on the characteristics and qualifications of language teachers. Teachers, in effect, determine the success 

or failure of any educational program to a large extent. As Campbell, Kyriakides, Muijs, and Robinson (2004) state, 

teachers are among the influential factors which substantially influence and predict the outcomes of second language 

education programs. Considering the key role that language teachers play in the success of second language teaching 

processes, the question which arises relates to what characteristics of a language teacher are likely to influence their 

teaching effectiveness and efficiency. 

Motivation has been among these influential characteristics (Gardner, 1985). Over the past two decades, theorists have 

gradually departed from the notion of motivation proposed by Gardner and shown an interest in incorporating it into 

the self-system model as a dynamic system mediating and controlling ongoing behavior (Leary, 2007; Markus & 

Ruvolo, 1989). This shift of attention has led to a new application of the construct of motivation as the possible selves 

model. The possible selves model which was developed out of self- and motivation-oriented research in mainstream 

psychology has now gained prominence in the literature on L2 motivation as the possible L2 selves model (Dornyei, 

2005; Dornyei & Ushioda, 2009) and language teacher motivation (Kubanyiova, 2009).  

Motivation in the language learning-teaching literature is no longer viewed as an independently-operating element 

which influences one’s success in learning or teaching a second language. It is, however, considered a factor which is 

subsumed in the self-system theory as an integral constituent influencing and shaping the self and how the possible 

L2 selves influence and predict one’s language learning-teaching behaviors.  

In keeping with the L2 Motivational Self System (Dornyei, 2005) and self-discrepancy theory (Higgins, 1987 & 1998), 

the constructs of ideal L2 self, actual L2 self, and ought-to L2 self as the components of Possible Language Teacher 

Selves have been introduced in the L2 literature (Kubanyiova, 2009). These possible L2 selves and their components 

convey the notion of L2 motivation in a novel way as the discrepancy between teachers’ ideal and ought-to selves and 

their current self-perceptions or actual selves. This perception of discrepancy, in turn, is likely to determine the quality 

of teachers’ academic language teaching practices. Therefore, motivation has come to be conceptualized from the 

perspective of the extent to which language teachers are willing to fill the gap between their current self-perceptions 

and their idea expectancies.  

Theoretically, to motivate language teachers for better practice would mean to raise their consciousness about these 

discrepancies or “deliberately create opportunities for teachers to doubt their beliefs” (p. 379), by exposing them to 

“powerful alternative conceptions” (Woolfolk Hoy, Davis, & Pape, 2006, p. 728). In other words, teachers need to be 

encouraged to consciously reflect on and shape self-efficacy beliefs based on the gap between their internal standards 

and what they can do in reality. 

Teachers’ sense of self-efficacy is a crucial parameter in determining teachers’ opinion about their job, their classroom 

activities, and their influence on students’ outcomes. Research shows that teachers with a higher sense of self-efficacy 

enjoy higher levels of job satisfaction (Caprara, Barbaranelli, Steca, & Malone, 2006; Tschannen, Moran, & Hoy, 

2002), have higher degrees of commitment to their teaching practice (Ware & Kitsantas, 2007), are less vulnerable to 

burnout (Shaalvik & Shaalvik, 2007), and create a better learning atmosphere for their students (Gencer & Cakiroglu, 

2007). 

 The relationship between motivation in the traditional sense and teachers’ self-efficacy beliefs has been investigated 

in previous studies (Canrinus, Helms-Lorenz, Beijaard, Buitink, & Hofman, 2012; Caprara, Barbaranelli, Steca, & 

Malone, 2006; Kwon, 2016; Sutton & Wheatley, 2003; Watt & Richardson, 2008; Wigfield & Eccles, 2000). However, 

as it was mentioned above, motivation has taken a new realization, i.e., L2 self. As Roshandel, Ghonsoly, and 

Ghanizadeh (2018) maintain, the concept of integrative motivation does not make much contribution to the learning 

of a new language in an EFL context where there is “practically no English speaking community which learners could 

join” (p. 331). Therefore, in an EFL context such as Iran, studying the construct of L2 self as an alternative concept 

for L2 learning motivation and the extent to which it triggers and enhances EFL teachers and learners’ efficacy beliefs 

which would ultimately influence their success seems more pertinent.  
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1.1 Statement of the Problem 

Roshandel, Ghonsoly, and Ghanizadeh (2018) found a strong relationship between L2 motivation and L2 self-efficacy, 

with the ideal self as the strongest predictor of L2 self-efficacy. Öz and Bursali (2017) also found a significant 

relationship between ideal L2 self and students’ willingness to communicate in the language classroom. The problem 

to be investigated in this study relates to whether there is any relationship between motivation in this latter sense and 

teachers’ self-efficacy. Besides, the present study aimed to explore whether any components of teachers’ L2 selves 

would predict their efficacy beliefs. Furthermore, as indicated above, on the one hand, self-efficacy beliefs have been 

shown to be related to teachers’ professional success and students’ achievement. On the other hand, teachers’ possible 

L2 selves also seem to be related to their academic practice and success (Hamman, Gosselin, Romano, & Bunuan, 

2010; Kubanyiova, 2009; Wagner & Imanuel-Noy, 2014). Therefore, part of the problem in this study relates to the 

investigation of the relationship between teachers’ possible L2 selves and their students’ achievement. 

2. Literature Review 

The present study is theoretically based on two dominant psychological theories: possible selves theory (Markus & 

Nurius, 1986) and self-discrepancy theory (Higgins, 1987) which have already been applied to motivation and L2 self 

studies by Dornyei (2005, 2009, & 2010) and teacher development by Kubanyiova (2009). Markus and Nurius (1986) 

distinguished among three main types of possible selves: (1) ‘ideal selves that we would very much like to become’, 

(2) ‘selves that we could become’, and (3) ‘selves we are afraid of becoming.’ The ideal or hoped-for selves might 

include ‘the successful self, the creative self, the rich self, the thin self, or the loved and admired self’, whereas the 

feared selves could be ‘the alone self, the depressed self, the incompetent self, the alcoholic self, the unemployed self, 

or the bag lady self.’ Markus and Nurius (1986) clearly put all these different selves under the label of possible selves, 

that is, even the ideal, hoped-for self is not completely detached from reality (i.e. it cannot be an utterly implausible 

fantasy). Interestingly, they also mention ‘ought-to selves’ defining it as ‘an image of self held by another’ (Markus 

& Nurius, 1986, p. 958). Thus, Markus and Nurius believed in multiple future-oriented possible selves and outlined 

the scope of these selves with a number of illustrations but without providing a finite taxonomy. 

Self-Discrepancy Theory (Higgins, 1987), on the other hand, postulates that these future-oriented selves are 

motivating because discrepancies between one’s current sense of self (actual self) and these future selves result in 

discomfort, which in turn motivates a person to regulate behaviors in order to reduce that feeling of discomfort. 

Higgins (1987) acknowledges that this process is not always conscious: “one’s self-discrepancies can be used to assign 

meaning to events without one’s being aware of either the discrepancies or their impact on processing” (Higgins, 

1987, p. 324). For example, a man might experience tension if he considers working at a bilingual job over the summer 

(an ideal self) but cannot currently speak the language fluently (current self), so to reduce that feeling of discomfort, 

he decides to enroll in an advanced language course.  

In accordance with possible selves theory and self-discrepancy theory in particular (Higgins, 1987&1998), 

Kubanyiova (2009) cleaves possible Language Teacher Self into (1) Ideal Language Teacher Self, which constitutes 

language-teaching specific identity goals and aspirations of language teachers. It is assumed that, whatever the content 

of this Ideal Self, the teachers will be motivated to expend effort in order to reduce the discrepancy between the actual 

and ideal teaching selves; and (2) Ought-to Language Teacher Self, which refers to the representation of 

responsibilities and obligations language teachers like to fulfill with regard to their work. In contrast to the ideal type 

of self, the teacher’s activity geared at reducing the actual versus ought-to self-discrepancy is motivated by external 

factors and the primary reason for this motivation is believed to be the teacher’s perception of negative consequences, 

in other words, the teacher’s feared language teacher self would develop if the perceived obligations and 

responsibilities are not fulfilled.  

The construct of possible selves as a theoretical framework can be used for a better understanding of language teacher 

cognition and development. Its particular privilege is in the way it addresses the current gap in the language teacher 

cognition domain and bridges the various cognitive, motivational, affective, and contextual factors which play a role 

in language teacher conceptual change. Several key identity researchers have emphasized a dynamic future-oriented 

process of identity development, where identities are explored and created as people gain information about 

themselves through life experiences (Berzonsky, 1989; Dunkel, 2000; Grotevant, 1987). As Dunkel (2000) argued, 

the development of possible selves can serve as an important mechanism in identity development, with the process of 

generating or “trying on” possible selves being viewed as an integral aspect of identity exploration. In agreement with 
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Dunkel (2000), Dastgoshadeh (2018) used possible selves theory as a useful framework for understanding how 

teachers develop self-knowledge and for contributing to the development of EFL teachers’ possible selves model.  

2.1 Teacher Self-efficacy and Language Teachers 

One of the features that has absorbed a good deal of attention recently is teachers’ sense of self-efficacy which is a 

crucial parameter in determining teachers’ opinion about their job, their classroom activities, and their influence on 

students’ outcomes. Research shows that teachers with a strong sense of efficacy enjoy higher levels of job satisfaction 

(Caprara, Barbaranelli, Borgogni, & Steca, 2003; Caprara, et al., 2006; Tschannen-Moran & Hoy, 2002), have stronger 

commitment to teaching (Evans & Tribble, 1986; Ware & Kitsantas, 2007), and are less vulnerable to burnout 

(Brouwers & Tomic, 2000; Shaalvik & Shaalvik, 2007). In addition, efficacious teachers create a better learning 

atmosphere for their students (Deemer, 2004; Gencer & Cakiroglu, 2007; Yost, 2002), and are more innovative in the 

application of new teaching methods (Wertheim & Leyser, 2002). Greater efficacy also helps teachers use their class 

time as best as they can (Gibson & Dembo, 1984), set high standards for themselves and persist in the face of obstacles 

(Ross & Bruce, 2007), foster stronger collegial ties (Friedman & Kass, 2002), and enhance students’ achievement 

(Caprara et al., 2006; Midgley et al., 1989; Ross, 1992; Shaughnessy, 2004; Tournaki & Podell, 2005). So, it seems 

that the stronger a teachers’ sense of efficacy, the more qualified s/he will be. 

2.2 On the Relationship between Self-efficacy and Possible Selves 

Our fundamental teaching beliefs, practices, and principles are compounding factors in identity development, 

contributing to our sense of purpose, efficacy, self-worth, and value/justification (Baumeister, 1991; Baumeister & 

Wilson, 1996). Perceived self-efficacy like possible selves is a future-oriented (Goddard et al., 2004) and context 

specific (or “person-in-context”) construct in that it refers to “peoples’ thoughts about their capabilities for 

performance within a particular encounter or type of encounters” (Cervone et al., 2004, p. 190). 

The identity goals that the teachers adopt permeate all facets of their work as language teachers and impact on (1) 

what they know, think, and believe about teaching, learning, their students or their own self; (2) what they do in the 

classroom; (3) what cues from the teaching context they are sensitive to; (4) how they approach their professional 

development; and (5) how they process any reform input (Kubanyiova, 2009).  

In social cognitive theory, humans are conceived of as anticipative, purpose-oriented, and self-evaluating proactive 

regulators of their motivation and behavior (Bandura, 2001, cited in Bandura & Locke, 2003), who not only react to 

discrepancy between their internal standards and the actual behavior, but who, primarily, motivate themselves through 

creating discrepancies to be mastered. More specifically, people exercise proactive self-regulation over their 

functioning by setting themselves challenging goals and mobilizing their internal resources based on their anticipation 

of what fulfilling those goals will entail. They subsequently respond to feedback on their performance by adjusting 

their efforts. The extent to which the goals have been accomplished successfully will determine the level of people’s 

self-efficacy, which, in turn, will influence the nature of future goals. People with high self-efficacy will typically set 

themselves increasingly higher standards as opposed to those with low self-efficacy beliefs. As Bandura and Locke 

(2003, p. 91) maintain, “The adoption of further challenges creates new motivating discrepancies to be mastered. 

Thus, discrepancy reduction is only half of the story and not necessarily the more interesting half” (p. 91). 

Two paths, therefore, are likely possible: a. lack of teaching self-efficacy coupled with feelings of powerlessness 

(Schmidt & Datnow, 2005) and an absence of motivating future teacher selves – either negative or positive – ultimately 

leads to depression, decreased effort, and burnout; b. lack of teaching self-efficacy paired with feelings of potential 

for improvement due to motivating future teacher selves impels teachers to undergo development as a route to 

achieving success as an educator (Wheatley, 2005). 

Individuals who are otherwise similar feel differently about themselves and choose different courses of action, 

depending on how they construe themselves-what attributes they think they possess, what roles they presume they are 

expected to play, what they believe they are capable of, how they view they fare in comparison with others, and how 

they judge they are viewed by others. Without doubt, these are beliefs and perceptions about self that are heavily 

rooted in one’s past achievement and reinforcement history. Yet it is these subjective convictions about oneself, once 

established, which play a determining role in individuals’ further growth and development (Bandura, 1977; Markus 

& Nurius, 1986). 
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The contents of possible selves might, therefore, include different types of values and beliefs including self-efficacy 

beliefs. As evidence for these theoretical views, reference can be made to some previous studies which provide 

evidence for the relationship between L2 motivation on the one hand and L2 self and achievement on the other hand. 

For example, Martinović (2017) came up with the finding that higher levels of L2 motivation and a stronger ideal L2 

self and pragmatic motives were related to career success and higher grade levels. Martinović and Poljaković’s (2010) 

study revealed that non-language students’ motivation to learn English at university was related to positive attitudes 

toward the teacher and evaluation methods, the English language and positive feelings toward English language 

learning. Based on the above theoretical views and empirical findings, one hypothesis that can be formulated in this 

study is that possible L2 selves and L2 self-efficacy can be related and, by extension, considering the attested 

relationship between self-efficacy beliefs and achievement, another hypothesis could be that possible L2 selves and 

achievement can also be related. Therefore, this study aims to explore the extent to which EFL teachers’ possible 

selves contents are related to their teaching efficacy beliefs and whether these beliefs are related to their students’ 

achievement. More specifically, this study aims to answer the following questions. 

2.3 Research Questions 

The following research questions were proposed to be investigated in this study:  

1. Is there any significant relationship between the degrees of possible selves development and self-efficacy of 

Iranian EFL teachers? 

2. Is there any significant relationship between Iranian EFL teachers’ degrees of possible selves development 

and students’ achievement? 

3. Methodology 

3.1 Design of the Study  

This study was carried out following a correlational design through which the correlations between the variables were 

calculated. The independent variable was the participant teachers’ possible L2 selves and the dependent variables were 

their self-efficacy beliefs and their student language achievement. 

3.2 Participants  

The participants of the study were 87 EFL teachers, both male and female, teaching at different language 

institutes/universities in Iran. They were selected through convenience sampling and filled in consent forms for 

participating in the study: an EFL teachers’ Possible Selves Development Questionnaire as well as a Teacher Self-

Efficacy Scale (TSES). They ranged between 28 and 32 years of age. 

3.3 Instruments 

The following instruments were utilized in this study. First, the EFL teachers’ possible selves development 

questionnaire developed by Dastgoshadeh (2018) was used for measuring the participant teachers’ possible selves 

development. The total reliability of this questionnaire was calculated via Cronbach’s alpha which was found to be 

0.91. The validity was also confirmed through two separate steps of exploratory and confirmatory factor analyses. 

This questionnaire includes 54 items with four components on a 6-point Likert scale. Second, the teacher self-efficacy 

scale (TES) developed by Tschannen-Moran and Woolfolk Hoy (2001) was used to assess self-efficacy based on 

general personality disposition. Participants responded by indicating their extent of agreement with each of the 24 

statements using a nine-point scale of 1 (Nothing), to 9 (A great deal). Third, the achievement tests administered to 

the students in the previous terms were used as a basis for their achievement, the mean scores of which were considered 

as the criteria of students’ achievement. 

3.4 Data Collection Procedure 

The two questionnaires were administered to the participants by email, on line, or by the supervisors of the schools 

and language institutes. The required explanations were given to the supervisors and teachers based on the instructions 

of each questionnaire. The EFL teachers’ Possible Selves Development Questionnaire was used to measure the 

participants’ possible L2 selves and the Teacher Self-Efficacy Scale (TSES) was utilized to estimate their self-efficacy. 

The participants were also requested to specify the mean scores of the achievement tests they administered to their 

students in the previous terms. Then, the correlations between the scores on the Possible Selves Development 
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Questionnaire and the Teacher Self-Efficacy Scale were calculated. Finally, the correlations between the Possible 

Selves Development Questionnaire and teacher-generated scores of students' achievement were computed.  

3.5 Data Analysis 

The statistical methods including descriptive statistics and correlations were used to answer the research questions. 

To find out which components of possible selves might have more predictive power in predicting teachers’ self-

efficacy and students’ achievement, regression analyses were run. 

4. Results  

The descriptive statistics for teachers’ self-efficacy and the four components of the EFL teachers’ possible selves are 

presented in Table 1 below. 

 

Table 1. Descriptive Statistics for Teachers’ Self-efficacy and the Four Components of the EFL teachers’ Possible 

Selves 

 Mean Std. Deviation 

Self-efficacy 

Ideal 

Ought-to 

Actual 

Feared 

202.7816 

182.8030 

78.9146 

114.8048 

22.5000 

2.79542 

3.93916 

4.84303 

2.53284 

1.37132 

 

Table 1 shows the mean and standard deviation for teachers’ self-efficacy and the four components of the EFL 

teachers’ possible selves including ideal, ought-to, actual, and feared selves respectively. To investigate the correlation 

between possible selves development and self-efficacy of the teachers, using Enter method, the variables were put into 

the analysis. Table 2 below shows the significance level for the regression model obtained based on the collected data 

of the study.  

  

Table 2. The Regression Model of the Relationships between the Variables 

 

 

 

R 

 

R Square 

 

Adjusted R Square 

 

df1 

 

df2 

 

Sig. F 

Regression Model .653 .57 .655 4 82 .000 

 

As seen, the results of the regression analysis show that the regression model is valid, as an R2 of .57 means that 57% 

of the variance in the observed values of the dependent variable is explained by the model. The independent variable 

in this study is the model comprised of the four components of the teachers’ possible selves and the dependent variable 

is the teachers’ self-efficacy. Table 3 below shows the results of ANOVA for the regression model.  

 

 

 

 

 

 [
 D

O
I:

 1
0.

29
25

2/
ijr

ee
.4

.4
.1

3 
] 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.i

jr
ee

on
lin

e.
co

m
 o

n 
20

26
-0

7-
04

 ]
 

                             6 / 14

http://dx.doi.org/10.29252/ijree.4.4.13
https://mail.ijreeonline.com/article-1-236-en.html


Niloufari & Dastgoshadeh    International Journal of Research in English Education  (2019) 4:4                    19 

 

 Website: www.ijreeonline.com, Email: info@ijreeonline.com                       Volume 4, Number 4, December 2019 

Table 3. ANOVA Results for the Regression Model 

Model Sum of Squares df Mean Square F Sig. 

Regression 

Residual 

Total 

517.221 

572.365 

1089.586 

4 

82 

86 

145.305 

5.861 

24.787 .000 

a. Predictors: (Constant), factor1, factor2, factor3, factor4 

b. Dependent Variable: Self-efficacy 

 

In Table 3, ANOVA tests the null hypothesis that there is no linear relationship between the predictors and the 

dependent variable. As seen, for this model, when all four predictors are entered, the significance level associated with 

the observed value of F is 0.000. Thus, the null hypothesis that “There is NO meaningful correlation between Iranian 

EFL teachers’ possible selves development and their self-efficacy” can be rejected. To find out which components of 

teachers’ possible selves might have more predictive power in predicting teachers’ self-efficacy, the values of the 

coefficients in the regression equation presented in Table 4 were calculated.  

 

Table 4. The Values of the Coefficients in the Regression Equation 

 

Model 

Unstandardized Coefficients Standardized 

Coefficients 

 

t 

 

Sig. 

B Std. Error Beta 

(Constant) 

Ideal 

Ought-to 

Actual 

Feared 

87.796 

.185 

.215 

.294 

1.242 

16.969 

.090 

.059 

.104 

.219 

 

.169 

.276 

.207 

.478 

5.174 

2.044 

3.622 

2.833 

5.678 

.000 

.044 

.001 

.006 

.000 

a. Dependent Variable: Self-efficacy 

 

Table 4 displays the values of the coefficients in the regression equation and measures the probability that a linear 

relationship exists between each predictor variable and the dependent variable.  The regression coefficients including 

B and Beta for each component were calculated. As observed, the correlation coefficients between possible selves 

development and teachers’ self-efficacy are significant at P≤ 0.05. Thus, the four subscales of possible selves 

development are good predictors of EFL teachers’ self-efficacy.  

 

4.1 The Relationship between EFL Teachers’ Possible selves Development and Students’ Achievement 

With regard to the second research question of the study which investigates the relationship between EFL teachers’ 

possible selves development and students’ achievement, first, the descriptive statistics for students’ achievement and 

the four components of possible selves are presented in Table 5 below. 
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Table 5. Descriptive Statistics for Students’ Achievement and the Four Components of the EFL teachers’ Possible 

Selves 

 Mean Std. Deviation 

Students’ Achievement  

Ideal 

Ought-to 

Actual 

Feared 

17.0575 

172.8030 

77.9146 

104.8048 

26.5172 

.95669 

3.83916 

4.83303 

2.51284 

1.37132 

 

Table 5 shows the mean and standard deviation for students’ achievement and the four components of the possible 

selves including ideal, ought-to, actual, and feared selves respectively. To investigate the correlation between EFL 

teachers’ possible selves development and their students’ achievement, using Enter method, the variables were put 

into the analysis. Table 6 below shows the significance level for the regression model obtained based on the collected 

data of the study.   

 

Table 6. The Regression Model of the Relationships between the Variables 

 

 

 

R 

 

R Square 

 

Adjusted R 

Square 

 

df1 

 

df2 

 

Sig. F 

Regression Model .722 .517 .58 4 82 .000 

a. Predictors: (constant), factor1, factor 2, factor3, factor 4 

 

As seen, the results of regression analysis show that the regression model is valid as an R2 of .517 means that 51% of 

the variance in the observed values of the dependent variable is explained by the model. The independent variable in 

this study is the model comprised of the four components of the possible selves and the dependent variable is students’ 

achievement. Table 7 below shows the results of ANOVA for the regression model.  

 

Table 7. ANOVA Results for the Regression Model 

Model Sum of Squares df Mean Square F Sig. 

Regression 

Residual 

Total 

18.498 

17.939 

36.437 

4 

82 

86 

4.875 

.231 

21.106 .000 

a. Predictors: (Constant), factor1, factor2, factor3, factor4 

b. Dependent Variable: Students’ achievement 

 

In Table 7, ANOVA tests the null hypothesis that there is no linear relationship between the predictors and the 

dependent variable. As seen, for this model, when all four predictors are entered, the significance level associated with 

the observed value of F is 0.000. Thus, the null hypothesis that “There is NO significant correlation between EFL 

teachers’ possible selves development and students’ achievement” can be rejected. As it was mentioned before, to 
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assess the relationship between the four components of the possible selves (ideal, ought-to, actual, feared selves) and 

students’ achievement, regression analyses were performed. The values of the coefficients in the regression equation 

presented in Table 8 were calculated. 

  

Table 8. The Values of the Coefficients in the Regression Equation 

 

Model 

Unstandardized Coefficients Standardized 

Coefficients 

 

t 

 

Sig. 

B Std. Error Beta 

(Constant) 

Ideal 

Ought-to 

Actual 

Feared 

-13.167 

.074 

.098 

.078 

.036 

4.055 

.023 

.032 

. 031 

.048 

 

.279 

.260 

.301 

.094 

-3.247 

3.222 

2.761 

2.863 

.968 

.002 

.002 

.007 

.005 

.331 

a. Dependent Variable: Students’ achievement 

 

Table 8 displays the values of the coefficients in the regression equation and measures the probability that a linear 

relationship exists between each predictor variable which is the four components of the possible selves and the 

dependent variable which is students’ achievement in this study.  The regression coefficients including B and Beta for 

each component were calculated. As observed, the correlation coefficients between factors 1, 2, and 3 of the possible 

selves development and students’ achievement are significant at P≤ 0.05. It is concluded that there is a significant 

linear relationship between EFL teachers’ ideal, ought-to, and actual selves, and students’ achievement. But with 

regard to factor 4 representing feared self of the teachers, as observed, the value for this factor is not significant at P≤ 

0.05. It is also revealed that there is no significant relationship between EFL teachers’ feared self and students’ 

achievement.  

5. Discussion 

As stated earlier, the present study was an attempt to investigate the relationship of EFL teachers’ possible selves 

development with their efficacy and students’ achievement. The results of regression analysis showed that there were 

significant relationships between the four components of the EFL teachers’ possible selves and their self-efficacy. The 

findings of the present study showed that teachers’ beliefs about their profession, students, and sociopolitical aspects 

of language learning, which comprise the whole model of EFL teachers’ possible selves development are positively 

correlated with teachers’ self-efficacy. The significant correlations between teachers’ possible selves and their self-

efficacy can probably be justified and explained with reference to the assumption that self-efficacy beliefs themselves 

constitute a central element of the development of the “self” and, as Bandura (1994) states, are the identity goals 

teachers develop with regard to different aspects of their profession. They refer to teachers’ beliefs about their own 

values, competencies, and accomplishments (Rots, Aelterman, Vierick, & Vermeulen, 2007).  Therefore, sense of 

self-efficacy seems to be present within ideal, ought-to, and actual selves as one of the integral constituents of the 

possible selves development of EFL teachers.  

The obtained relationships can also be warranted in terms of Kubanyiova’s (2009) view that the identity goals that the 

teachers adopt permeate all facets of their work as language teachers and impact on (1) what they know, think, and 

believe about teaching, learning, their students or their own self; (2) what they do in the classroom; (3) what cues from 

the teaching context they are sensitive to; (4) how they approach their professional development; and (5) how they 

process any reform input. In other words, teachers’ L2 selves and their different components can logically be related 

to what they actually perceive of their own capabilities and qualifications in practice. This remind of Bernat’s (2008) 

view that teachers’ personal discourses regarding self and language teacher identity may include beliefs about their 
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own competence (self-efficacy beliefs), level of language proficiency, career opportunities, past teaching experiences, 

and perceptions of self as ‘language expert’, to name a few. 

Regarding the second research question, the findings showed that among the four components of possible selves 

development, ideal, ought-to, and actual selves had the highest positive correlations with students’ achievement. It 

was observed that the different components of the EFL teachers’ possible selves, except feared self, predicted language 

learners’ achievement. Exploring the content of the different components and sub-components of EFL teachers’ 

possible selves revealed that the teachers expressed their concern about their students’ learning which, in turn, resulted 

in exercising a greater level of effort and efficacy to bring about success in language learning. This finding is in line 

with the findings of previous studies which show positive interrelationships between the different characteristics of 

language teachers such as their pedagogical knowledge base (Watzke, 2007), professional development (Ross & 

Bruce, 2007), identity (Tsui, 2007), and teachers’ classroom practices and subsequently students’ achievement. This 

finding seems to provide empirical support for Tajeddin and Teimournezhad’s (2014) suggestion that identity 

awareness should be incorporated in content on cultural awareness in teacher education programs. 

To sum up, the findings of the present study can theoretically be justified with reference to Higgin’s (1987) Self-

Discrepancy Theory which postulates that the discrepancy between one’s future-oriented selves and his current sense 

of self (actual self) create motivation since the former results in discomfort, which in turn motivates the individual to 

regulate behaviors in order to reduce that feeling of discomfort. The findings can empirically be explained in terms of 

the results in previous studies which generally support a significant relationship between motivation to learn a second 

language and achievement (Martinović & Poljaković, 2010), between L2 motivation and L2 self-efficacy (Roshandel, 

Ghonsoly, & Ghanizadeh, 2018), between ideal L2 self and students’ willingness to communicate in the language 

classroom (Öz & Bursali, 2017), and between L2 motivation and ideal L2 self on the one hand and career success and 

higher grade levels on the other hand. The concordance between the findings of previous studies and the current study 

relates to the fact that both have shown the relationship between motivation and self-efficacy and achievement, the 

former conceptualizing motivation in the traditional sense and the latter considering it in the new sense of L2 self 

model. But, the overlap in both groups of studies is in their scope which has incorporated motivation in one sense or 

the other. If, as it was mentioned above, the construct of L2 self is also highly dependent on the motivation factor, 

there logically follows that both groups of studies should be similar in the results obtained, since both have addressed 

motivation, be it in the traditional sense proposed by Gardner (1985) or its new realization as Dornyei’s (2005) L2 

selves. 

6. Conclusion 

EFL teachers’ possible selves are comprised of the hopes, wishes, aspirations, and fears that they develop about their 

profession. These, in turn, influence and govern teachers’ personal investment in pursuing their professional 

development and academic success, effectiveness, and efficiency. What has traditionally been viewed as language 

learning motivation has subsequently been introduced as L2 self. The construct of L2 self is an alternative cover term 

which also subsumes the construct of L2 motivation. It differs across different individual teachers in its centrality, 

strength, and combinatory patterns. But, according to the findings of the present study, due to the considerable overlap 

between L2 motivation and L2 self, both have been shown to similarly go hand-in-hand with language teachers’ self-

efficacy and their concern about students’ achievement. Generally, this study endorses the go-togetherness of L2 self 

and L2 motivation with the latter being part of the former, both of which predicting language teachers’ self-efficacy 

and their students’ achievement. 

References 

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 84(2), 191-

215. doi:10.1037/0033-295X.84.2.191 

Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.) Encyclopedia of human behaviour (Vol.4, pp.71-81). 

New York: Academic Press.  

Bandura, A., & Locke, E. (2003). Negative self-efficacy and goal effects revisited. Journal of Applied Psychology, 

88(1), 87-99. doi: 10.1037/0021-9010.88.1.87 

Baumeister, R. F. (1991). Meanings of life. New York: Guilford.  

 [
 D

O
I:

 1
0.

29
25

2/
ijr

ee
.4

.4
.1

3 
] 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.i

jr
ee

on
lin

e.
co

m
 o

n 
20

26
-0

7-
04

 ]
 

                            10 / 14

http://www.uky.edu/~eushe2/Bandura/Bandura2003JAP.pdf
http://dx.doi.org/10.29252/ijree.4.4.13
https://mail.ijreeonline.com/article-1-236-en.html


Niloufari & Dastgoshadeh    International Journal of Research in English Education  (2019) 4:4                    23 

 

 Website: www.ijreeonline.com, Email: info@ijreeonline.com                       Volume 4, Number 4, December 2019 

Baumeister, R. F., & Wilson, B. (1996). Life stories and the four needs for meaning. Psychological Inquiry, 7(4), 322-

325. https://doi.org/10.1207/s15327965pli0704_2 

Bernat, E. (2008): Beyond beliefs: Psycho-cognitive, sociocultural and emergent ecological approaches to learner 

perceptions in foreign language acquisition. The Asian EFL Journal, 10(3), 7–27. https://www.asian-efl-

journal.com/main-journals/beyond-beliefs-psycho-cognitive-sociocultural-and-emergent-ecological-

approaches-to-learner-perceptions-in-foreign-language-acquisition/ 

Berzonsky, M. (1989). Identity style: Conceptualization and measurement. Journal of Adolescent Research, 4(3), 268-

282. doi: 10.1177/074355488943002 

Brouwers, A., & Tomic, W. (2000). A longitudinal study of teacher burnout and perceived self- efficacy in classroom 

management. Teaching and Teacher Education, 16(2), 239-253. https://doi.org/10.1016/S0742-

051X(99)00057-8 

Campbell, J., Kyriakides, L., Muijs, D., & Robinson, W. (2004). Assessing teacher effectiveness: Developing a 

differentiated model. Abingdon, UK: Routledge Falmer. 

Canrinus, E. T., Helms-Lorenz, M., Beijaard, D., Buitink, J., & Hofman, W. H. A. (2012). Self-efficacy, job 

satisfaction, motivation and commitment: Exploring the relationship between indicators of teachers' 

professional identity. European Journal of Psychology of Education, 27(1), 115-132. doi: 10.1007/s10212-011-

0069-2  

Caprara, G. V., Barbaranelli, C., Steca, P., & Malone, P. S. (2006). Teachers’ self-efficacy beliefs as determinants of 

job satisfaction and students’ academic achievement: A study at the school level. Journal of School Psychology, 

44(6), 473-490. doi: 10.1016/j.jsp.2006.09.001 

Caprara, G. V., Barbaranelli, C., Borgogni, L., & Steca, P. (2003). Efficacy beliefs as determinants of teachers’ job 

satisfaction. Journal of Educational Psychology, 95(4), 821-832. doi: 10.1037/0022-0663.95.4.821  

Caprara, G. V., Barbaranelli, C., Borgogni, L., & Steca, P. (2003). Teachers’, school staff's and parents’ efficacy 

beliefs as determinants of attitude toward school. European Journal of Psychology of Education, 18(1), 15−31. 

doi: 10.1007/BF03173601 

Cervone, D., Mor, N., Orom, H., Shadel, W. G., & Scott, W. D. (2004). Self-efficacy beliefs on the architecture of 

personality: On knowledge, appraisal, and self-regulation. In R. Baumeister, & K. Vohs (Eds.) Handbook of 

self-regulation: Research, theory, and applications (pp. 188-210). New York: Guilford Press. 

Dastgoshadeh, A. (2018). Developing a model of teachers’ possible selves for the Iranian context. Journal of Teaching 

Language Skills (JTLS), 37(1), 73-96.  doi: 10.22099/jtls.2018.28369.2453 

Deemer, S. A. (2004). Classroom goal orientation in high school classrooms: revealing links between teacher beliefs 

and classroom environments. Educational Research, 46(1), 73-90. doi: 10.1080/0013188042000178836 

Dörnyei, Z. (2005). The Psychology of the language learner. Individual differences in second language acquisition. 

Mahwah, NJ: Lawrence Erlbaum. 

Dörnyei, Z.  (2009). The L2 motivational self-system. In Z. Dörnyei & E. Ushioda (Eds.), Motivation, language 

identity, and the L2 self. Clevedon: Multilingual Matters. 

Dörnyei, Z.  (2010). Researching motivation: From integrativeness to the ideal L2 self. In S. Hunston & D. Oakey 

(Eds.), Introducing applied linguistics: Concepts and skills. (pp. 74-83). London: Routledge.  

Dörnyei. Z., & Ushioda, E. (Eds.) (2009). Motivation, language identity, and the L2 self. Clevedon: Multilingual 

Matters. 

Dunkel, C. (2000). Possible selves as a mechanism for identity exploration. Journal of Adolescence, 23(5), 519-529. 

doi.org/10.1006/jado.2000.0340 

Evans, E. D., & Tribble, M. (1986). Perceived teaching problems, self-efficacy, and commitment to teaching among 

pre-service teachers. Journal of Educational Research, 80(2), 81-85. 

https://doi.org/10.1080/00220671.1986.10885728 

 [
 D

O
I:

 1
0.

29
25

2/
ijr

ee
.4

.4
.1

3 
] 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.i

jr
ee

on
lin

e.
co

m
 o

n 
20

26
-0

7-
04

 ]
 

                            11 / 14

https://doi.org/10.1207/s15327965pli0704_2
https://doi.org/10.1016/S0742-051X\(99\)00057-8
https://doi.org/10.1016/S0742-051X\(99\)00057-8
http://dx.doi.org/10.1016/j.jsp.2006.09.001
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1037%2F0022-0663.95.4.821
https://doi.org/10.1006/jado.2000.0340
https://doi.org/10.1080/00220671.1986.10885728
http://dx.doi.org/10.29252/ijree.4.4.13
https://mail.ijreeonline.com/article-1-236-en.html


Niloufari & Dastgoshadeh    International Journal of Research in English Education  (2019) 4:4                    24 

 

 Website: www.ijreeonline.com, Email: info@ijreeonline.com                       Volume 4, Number 4, December 2019 

Friedman, I. A., & Kass, E. (2002). Teacher self-efficacy: A classroom-organization conceptualization. Teaching and 

Teacher Education, 18(6), 675-686. https://doi.org/10.1016/S0742-051X(02)00027-6  

Gardner, R. C. (1985). Social psychology and second language learning: The role of attitudes and motivation. London: 

Edward Arnold Publishers.  

Gencer, A. S., & Cakiroglu, J. (2007). Turkish pre-service science teachers’ efficacy beliefs regarding science teaching 

and their beliefs about classroom management. Teaching and Teacher Education, 23(5), 664-675. doi: 

10.1016/j.tate.2005.09.013 

Gibson, S., & Dembo, M. (1984). Teacher efficacy: A construct validation. Journal of Educational Psychology, 76(4), 

569-582. https://doi.org/10.1037/0022-0663.76.4.569 

Goddard, R. D., Logerfo, L., & Hoy, W. K. (2004). High school accountability: The role of perceived collective 

efficacy. Educational Policy, 8(3), 403-425. doi.org/10.1177/0895904804265066 

Grotevant, H. D. (1987). Toward a process model of identity formation. Journal of Adolescent Research, 2(3), 203–

222. doi: 10.1177/074355488723003 

Hamman, D., Gosselin, K., Romano, J., & Banuan, R. (2010). Using possible-selves theory to understand the identity 

development of new teachers. Teaching and Teacher Education, 26(7), 1349-1361. 

https://doi.org/10.1016/j.tate.2010.03.005 

Higgins, E. T. (1987). Self-discrepancy: A theory relating self and affect. Psychological Review, 94(3), 319-340. 

https://doi.org/10.1037/0033-295X.94.3.319 

Higgins, E. T. (1998). Promotion and prevention: Regulatory focus as a motivational principle. Advances in 

Experimental Social Psychology, 30, 1-46. https://doi.org/10.1016/S0065-2601(08)60381-0 

Kubanyiova, P. (2009). Possible selves of language teachers and teacher development. In Z. Dörnyei & E. Ushioda 

(Eds.), Motivation, language identity, and the L2 self. Clevedon: Multilingual Matters. 

Kwon, H. (2016). Effect of middle school students’ motivation to learn technology on their attitudes toward 

engineering. Eurasia Journal of Mathematics, Science and Technology Education, 12(9), 2281-2294. 

https://eric.ed.gov/?id=EJ1107161 

Leary, M. R. (2007). Motivational and emotional aspects of the self. Annual review of Psychology, 58, 317-344. 

doi:10.1146/annurev.psych.58.110405.085658 

Markus, H., & Nurius, P. (1986). Possible selves. American Psychologist, 41(9), 954-969. 

https://psycnet.apa.org/buy/1987-01154-001 

Markus, H., & Ruvolo, A. (1989). Possible selves: Personalized representations of goals. In L. A. Pervin (Ed.), Goal 

concepts in personality and social psychology. (pp. 211-241). Hillsdale, NJ: Lawrence Erlbaum. 

Martinović, A. (2017). L2 motivation and L2 anxiety among non-language university majors. In K. Cergol Kovačević 

& S. L. Udier (Eds.) Multidisciplinary approaches to multilingualism (pp 121-135). Frankfurt am Main, Berlin, 

Bern, Bruxelles, New York, Oxford, Wien: Peter Lang Verlag. 

Martinović, A., & Poljaković, I. (2010). Attitudes toward ESP among university students. Fluminensia, 22(2), 145–

161.https://www.researchgate.net/publication/325819212_Attitudes_toward_ESP_among_university_student

s 

Midgley, C., Feldlaufer, H., & Eccles, S. J. (1989). Change in teacher efficacy and student self-and task-related beliefs 

in mathematics during the transition to junior high school. Journal of Educational Psychology, 81(2), 247−258. 

https://doi.org/10.1037/0022-0663.81.2.247 

Öz, H., & Bursalı, N. (2017). The relationship between ideal l2 self and willingness to communicate inside the 

classroom. International Journal of Higher education, 6(4), 229-239. doi:10.5430/ijhe.v6n4p229 

Roshandel, J., Ghonsoly, B., & Ghanizadeh, A. (2018). L2 motivational self-system and self-efficacy: A quantitative 

survey-based study. International Journal of Instruction, 11(1), 329-344. doi.org/10.12973/iji.2018.11123a 

 [
 D

O
I:

 1
0.

29
25

2/
ijr

ee
.4

.4
.1

3 
] 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.i

jr
ee

on
lin

e.
co

m
 o

n 
20

26
-0

7-
04

 ]
 

                            12 / 14

https://doi.org/10.1016/S0742-051X\(02\)00027-6
http://dx.doi.org/10.1016/j.tate.2005.09.013
https://doi.org/10.1037/0022-0663.76.4.569
https://doi.org/10.1177%2F0895904804265066
https://doi.org/10.1016/j.tate.2010.03.005
https://doi.org/10.1037/0033-295X.94.3.319
https://doi.org/10.1016/S0065-2601\(08\)60381-0
https://eric.ed.gov/?id=EJ1107161
https://psycnet.apa.org/doi/10.1037/0022-0663.81.2.247
http://dx.doi.org/10.29252/ijree.4.4.13
https://mail.ijreeonline.com/article-1-236-en.html


Niloufari & Dastgoshadeh    International Journal of Research in English Education  (2019) 4:4                    25 

 

 Website: www.ijreeonline.com, Email: info@ijreeonline.com                       Volume 4, Number 4, December 2019 

Ross, J. A. (1992). Teacher efficacy and the effects of coaching on student achievement. Canadian Journal of 

Education, 17(1), 51-65. doi: 10.2307/1495395    https://www.jstor.org/stable/1495395 

Ross, J. A., & Bruce, C. (2007). Professional development effects on teacher efficacy; Results of randomized field 

trial. The Journal of Educational Research, 101(1), 50-66. https://doi.org/10.3200/JOER.101.1.50-60 

Rots, I., Aelterman,A., Vierick, P., & Vermeulen,K. (2007). Teacher education, graduates’ teaching commitment and 

entrance into the teaching profession. Teaching and Teacher Education, 23(5), 543-556. doi: 

10.1016/j.tate.2007.01.012 

Schmidt, M., & Datnow, A. (2005). Teachers’ sense-making about comprehensive school reform: The influence of 

emotions. Teaching and Teacher Education, 21(8), 949-965. doi:10.1016/j.tate.2005.06.006 

Shaalvik, E. M., & Shaalvik, S. (2007). Dimensions of teacher self-efficacy and relations with strain factors, perceived 

collective efficacy, and teacher burnout. Journal of Educational Psychology, 99(3), 611-625. doi: 

10.1037/0022-0663.99.3.611 

Shaughnessy, M. F. (2004). An interview with Anita Woolfolk: The educational psychology of teacher efficacy. 

Educational Psychology Review, 16(2), 153-176. doi:10.1023/B:EDPR.0000026711.15152.1f 

Sutton, R. E., & Wheatley, K. F. (2003). Teachers’ emotions and teaching: A review of the literature and directions 

for future research. Educational Psychology Review, 15(4), 327–358. 

http://dx.doi.org/10.1023/A:1026131715856 

Tajeddin, Z., & Teimournezhad, S. (2014). Exploring the hidden agenda in the representation of culture in 

international and localized ELT textbooks. The language Learning Journal, 42(1), 1-14. 

https://doi.org/10.1080/09571736.2013.869942 

Tournaki, N., & Podell, D. M. (2005). The impact of student characteristics and teacher efficacy on teachers’ 

predictions of student success. Teaching and Teacher Education, 21(3), 299-314. 

https://doi.org/10.1016/j.tate.2005.01.003 

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing and elusive construct. Teaching and 

Teacher Education, 17(7), 783-805. https://doi.org/10.1016/S0742-051X(01)00036-1 

Tschannen-Moran, M., & Hoy, A. W. (2002). The influence of resources and support on teachers’ efficacy beliefs. 

Paper presented at the annual meeting of the American Educational Research Association. New Orleans, LA.  

Tsui, A. B. M. (2007). Complexities of identity formation: A narrative inquiry of an EFL teacher. TESOL Quarterly, 

41(4), 657-680. https://doi.org/10.1002/j.1545-7249.2007.tb00098.x 

 Wagner, T., & Imanuel-Noy, D. (2014). Are they genuinely novice teachers? Motivations and self-efficacy of those 

who choose teaching as a second career. Australian Journal of Teacher Education, 39(7), 30-57. 

doi:10.14221/ajte.2014v39n7.5 

Ware, H., & Kitsantas, A. (2007). Teacher and collective efficacy beliefs as predictors of professional commitment. 

Journal of Educational Research, 100(5), 303-310. https://doi.org/10.3200/JOER.100.5.303-310 

Watt, H. M. G., & Richardson, P. W. (2008). Motivations, perceptions, and aspirations concerning teaching as a career 

for different types of beginning teachers. Learning and Instruction, 18(5), 408–428. 

doi:10.1016/j.learninstruc.2008.06.002 

Watzke, J. L. (2007). Foreign language pedagogical knowledge: Toward a developmental theory of beginning teacher 

practices. The Modern Language Journal, 91(1), 63-82. https://doi.org/10.1111/j.1540-4781.2007.00510.x 

Wertheim, C., & Leyser, Y. (2002). Efficacy beliefs, background variables, and differentiated instruction of Israeli 

prospective teacher. The Journal of Educational Research, 96(1), 54-63. 

https://doi.org/10.1080/00220670209598791 

Wheatley, K. F. (2005).  The case for reconceptualizing teacher efficacy.  Teaching and Teacher Education, 21(7), 

757-766. https://doi.org/10.1016/j.tate.2005.05.009 

 [
 D

O
I:

 1
0.

29
25

2/
ijr

ee
.4

.4
.1

3 
] 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.i

jr
ee

on
lin

e.
co

m
 o

n 
20

26
-0

7-
04

 ]
 

                            13 / 14

https://doi.org/10.3200/JOER.101.1.50-60
https://doi.org/10.1080/09571736.2013.869942
https://doi.org/10.1016/j.tate.2005.01.003
https://doi.org/10.1016/S0742-051X\(01\)00036-1
https://doi.org/10.1002/j.1545-7249.2007.tb00098.x
https://doi.org/10.3200/JOER.100.5.303-310
https://doi.org/10.1111/j.1540-4781.2007.00510.x
https://doi.org/10.1080/00220670209598791
https://doi.org/10.1016/j.tate.2005.05.009
http://dx.doi.org/10.29252/ijree.4.4.13
https://mail.ijreeonline.com/article-1-236-en.html


Niloufari & Dastgoshadeh    International Journal of Research in English Education  (2019) 4:4                    26 

 

 Website: www.ijreeonline.com, Email: info@ijreeonline.com                       Volume 4, Number 4, December 2019 

Wigfield, A., & Eccles, J. S. (2000). Expectancy-value theory of achievement motivation. Contemporary Educational 

Psychology, 25(1), 68–81. https://doi.org/10.1006/ceps.1999.1015 

Woolfolk Hoy, A., Davis, H., & Pape, S. J. (2006). Teacher knowledge and beliefs. In P. A.Alexander & P. H. Winne 

(Eds.), Handbook of educational psychology (2nd ed., pp.715-737). Mahwah, NJ: Lawrence Erlbaum 

Associates.  

Yost, R. (2002). “I think I can”: Mentoring as a means of enhancing teacher efficacy. The Clearing House, 75(4), 195-

197. https://doi.org/10.1080/00098650209604930 

 

 

 

 [
 D

O
I:

 1
0.

29
25

2/
ijr

ee
.4

.4
.1

3 
] 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.i

jr
ee

on
lin

e.
co

m
 o

n 
20

26
-0

7-
04

 ]
 

Powered by TCPDF (www.tcpdf.org)

                            14 / 14

https://doi.org/10.1006/ceps.1999.1015
https://doi.org/10.1080/00098650209604930
http://dx.doi.org/10.29252/ijree.4.4.13
https://mail.ijreeonline.com/article-1-236-en.html
http://www.tcpdf.org

