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Abstract

A common concern experienced by language teachers in English language classrooms is the
learners’ unwillingness to speak. The current study is an attempt to investigate Iranian English as a
foreign language (EFL) learners’ perception of factors contributing to their willingness to speak English
in language classrooms. For this purpose, semi-structured interviews were conducted with 4language
learners to determine the recurrent themes in their opinions about underlying factors contributing to
L2WTC. Using themes, a second language willingness to communicate (L2WTC) model was proposed
by researchers based on WTC theory (Macintyre, Clement, Dornyei, & Noels, 1998) and empirical
studies and was then modified through an extensive search in the literature to account for direct or
indirect effects of factors on the WTC construct. Having found the factors and building a hypothesized
model, six questionnaires for measuring the variables were administered among 127 subjects at the
intermediate level of language proficiency in 4 private language institutes in Mashhad and Tabas. The
proposed model was tested using structural equation modelling (SEM) in AMOS to see if the obtained
data in the quantitative phase of the study supported the model built on the basis of the qualitative
data. The proposed SEM model adequately fitted the data after some modifications. Results of the
SEM indicated that learning climate and communication confidence could be considered as predictors
of L2ZWTC among EF intermediate learners. The findings contribute to a better understanding of the
nature and role of WTC in language pedagogy and suggest implications for an effective language
teaching and learning.
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Introduction

In an increasingly globalized and interconnected world, the importance of English cannot
be overlooked. For decades, traditional methods of language teaching have used grammar topics
or texts (e.g., dialogues, short stories) as a basis for organizing a syllabus. With communicative
language teaching (CLT) methodologies, this approach has changed; the development of
communicative skills is placed at the forefront, while grammar is now introduced only as much as
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needed to support the development of these skills [1]. The emphasis of CLT as the recent
approach to language teaching and learning is improving authentic and meaningful
communication. Usually, the primary reason for language learning is to use it to communicate.
Foreign/second language (L2) leatners who wish to become proficient must use language
communicatively [1].

Concentrating on communicative interaction as an asset to L2 acquisition was given
impetus after Long’s (1980) Interaction Hypothesis. Long (ibid) argues that L2 communicative
competence develops as a result of conversational adjustments happening during language
communication between interlocutors. [2] state that “recent trends toward a conversational
approach to second language pedagogy reflect the belief that one must use the language to
develop proficiency, that is, one must talk to learn” (p. 3).

Willingness to communicate gains importance when the goal of teaching English is
determined as being able to communicate effectively. When presented with an opportunity to use
their L2, some people choose to speak up and others choose to remain silent and say nothing.
The reasons for choosing to avoid using a second language are not straightforward or simple if
one considers the various individual, social, linguistic, situational, and other factors that are
relevant to the decision to speak in the L2 [2].

A focus on the affective variables, e.g. attitudes, motivation, and language anxiety on
achievement or proficiency supporting authentic communication in the current language teaching
methods seems especially pertinent [3]. [4] believe that an ultimate goal of second language
teaching should be to enable students to willingly use language for authentic communication.

[5] stated that ... we may be dealing with the willingness different learners have to talk in
order to learn, and this as a non-cognitive individual difference (variable), may be altogether more
clusive for researchers” (p.48, emphasis added). [6] believe that the variable Skehan and others
have been looking for is willingness to communicate (WTC), as it applies to the L.2 (L2 WTC). In
[7] view, such learner willingness is believed to increase the frequency of learner interactive
communication, leading, in return, to the development of their .2 communicative competence.

The WTC model has been developed by [4]. It tries to integrate psychological, linguistic,
and communicative variables to describe, explain, and predict L2 communication. They define
willingness to communicate as “a readiness to enter into discourse at a particular time with a
specific person or persons, using L.2” (p. 547). In fact it refers to the inclination of a person to
commence communication when free to do so [7][8].

Since a higher willingness to communicate in a foreign language facilitates L2 use, L2
WTC is seen as the ultimate goal of language learning [4]. Some researchers [4] have argued that a
fundamental goal of L2 education should be the encouragement of WTC in language learning,
because WTC is expected to facilitate the language learning process so that higher WTC among
students leads to increased opportunity for practice in L2 and authentic language use.

1.1. Iranian English language teaching (ELT) system

The ELT system in Iran is divided into two sections: the public sector and the private
sector. The public system of English language teaching mostly follows the Grammar Translation
Method and does not address the communicative aspects of language teaching. The private
sector, on the other hand, follows communicative approaches and in comparison to the public
sector concentrates more on speaking and communication. Therefore, teachers are expected to
create a learner-centered atmosphere, devote their attention to the students’ needs and feelings
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and make a great deal of interaction with the students. It can be said that WTC is to some extent
meaningless since the focus is not on communication, but in private language institutes learners
are much freer to communicate. So, in this context WT'C gains importance and seems relevant.

1.2.Factors Affecting WTC

A number of factors have been identified in the literature as directly or indirectly
influencing WTC, including motivation [9][10], communication anxiety [11][12], perceived
communication competence [11][12], personality [13][14], classroom environment [15], self-
confidence [13][16][17] and content and context [18]. [19] considered personality-based sources of
WTC among the constructs originally identified by Burgoon (communication apprehension,
anomie, alienation, introversion, and self-esteem). The relations among these variables and their
contribution to WTC were tested. Results suggested that WTC is caused by a combination of
communication apprehension and perceived competence which have their roots in introversion
and self-esteem.

In [20], a range of factors were perceived by the interview respondents as influencing
WTC. They included familiarity with the environment, the effect of the relaxing classroom,
teacher support, personality, self-confidence, fear of making mistakes and hence getting
embarrassed, fear of leaving a bad impression as a result of making mistakes, losing face, one’s
perception of his or her speaking ability, topic familiarity and degree of familiarity with
intetlocutor.

The majority of studies carried out on WTC have examined it in the English as a second
language (ESL) context (e.g. [2][21][22] and there is a paucity of research on it in EFL contexts.
Some recent studies have investigated WTC in EFL contexts (e.g. [15][16][23][24]. They have
examined WTC in EFL classroom contexts by investigating a mixture of psychological,
contextual, and linguistic variables.

In [11], relations among L2 learning and L2 communication variables in the Japanese
English as an EFL context were examined using the WTC model and the socioeducational model
as a framework. A L2 communication model was constructed and tested in [11]. The statistical
analyses revealed that international posture influences motivation, which, in turn, influences
proficiency in English and L2 communication confidence.

[25] did a large-scale investigation of WTC in Chinese EFL classrooms. A hypothesized
model integrating WTC in English, communication confidence, motivation, learner beliefs, and
classroom environment was tested using structural equation modeling. The results showed that
classroom environment predicts WT'C, communication confidence, learner beliefs, and
motivation.

[16] examined I.2 WTC construct and its underlying variables among non—English major
students in Iran. The study used WTC and socioeducational models for examining 1.2
communication and L2 learning. An L2 communication model was proposed and tested.
Significant positive paths were obtained from L2 self-confidence and international posture
(attitudes toward international community) to L2ZWTC. These two variables were two predictors of
L2WTC in Iranian context. The paths from motivation to L2ZWTC and openness to experience to
L2 self-confidence were not significant and thus were deleted.

Working with English major university students, [15] proposed a second language
willingness to communicate (L2ZWTC) model based on WTC theory [4]. Given the importance of
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creating L2 WTC among language learners as a fundamental goal of language education, it is
essential to find out what factors affect language learners’ WTC. In comparison to the previous
studies conducted in the Iranian context, this study has two main advantages. First, the previous
researchers have supposed a model and then tested it and sometimes confirmed it, i.e., they have
followed a top-down approach. In most of these studies, the model was proposed by researchers,
as experts who know what affects the learners” WTC. The unique feature of the present study is
that the researchers assume that the perceptions of learners of what influences them to take part
in discussions or initiate a conversation in class, i.e. what factors affect their WTC, is different
from what teachers or researchers believe to be the right predictors of their WTC. Therefore, we
started from examining learners’ ideas about what seems important to them as influential in their
WTC through conducting an interview and analyzing their interviews to find the themes (i.e.
factors they mentioned) recurrent in their talk. This means giving voice to learners to express
what they think about their own learning and also it helps us check whether what learners, and
not experts of the field, think as important criteria can really predict their WTC.

The current study goes a step further and not only testes a model in the EFL context but
also describes the learners’ viewpoint of what factors account for their WTC in their language
classrooms, giving them a voice to talk about their classroom experiences through employing
qualitative data collection and analysis methods. Through a mixed method approach, the present
study attempts to explore what Iranian EFL learners think of the factors influencing their
willingness to speak English in language classroom. It attempts to examine the relationships
among the variables believed to affect Iranian learners’ L2 WTC. The concept could include
communication in written forms, but this study focused on face-to-face communication or, more
specifically, talking in an L.2.

2. Methodology
2.1. Participants

The subjects of the present study were 127 intermediate English language learners,
including 68 females (53.5%), 59 Males (46.5%) in Mashhad and Tabas. The age range of the
participants was 15-32; the mean age was 22.13 (SD = 4.519). We selected intermediate level of
language proficiency because a learner at this level has already passed several semesters and can
give his/her opinions on language classes very comprehensively. Another reason for choosing
intermediate level was the fact that at this level it wasn’t necessary to translate and validate the
questionnaires used. We also chose language institutes instead of a university or public school
because here learners have the chance to speak English in classrooms and their English class time
is not limited to reading and vocabulary. In phase I of the study, 4 learners (2 male, 2 female) took
part in the semi-structured interview sessions with one of the researchers outside the class. In
phase 11, 127 participants filled out 8 different questionnaires covering the 7 variables identified in
the interview section. Questionnaires consisted of a demographic section, a scale measuring
learners” WTC, and 7 scales measuring factors identified as influencing their WTC in English
classes in their institutes. The questionnaires were administered to participants in their regular
class time. Participants were informed that their participation was optional. All participants agreed
to answer the questionnaires. All ethical issues of participation were taken closely into
consideration.
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2.2. Procedure

A mixed-methods design consists of a qualitative and a quantitative section which can be
carried out consecutively or simultaneously to back the results found in the other part. The design
hypothesized to be used within this study is “first Qual, then Quan” [26], that is the findings of
the qualitative part, which was obtained through a semi-structured interview, were used to build a
hypothetical model which then was tested and validated in the quantitative part. First,
participants of the study were categorized into two groups: one needed for phase I of the study,
the qualitative part, and the other one for phase II, quantitative part, in which the participants
filled in the questionnaires. Interviews were conducted and were next transcribed and scrutinized
in detail through content analysis to look for recurrent themes in the learners’ opinions about
factors that they thought influenced their degree of WT'C.

Using themes found in the previous step, a model of factors effective in classroom WTC
was devised. Then, through an extensive search in the literature, the model was modified to
account for direct or indirect effects of factors on the WT'C construct. Having found the factors
and building a hypothesized model, questionnaires for measuring the variables were adopted, and
adapted from previous studies. After finding the appropriate questionnaires, they were filled out
by learners at the intermediate level of language proficiency level. The data obtained from the
questionnaires were entered into SPSS, version 22, to be made ready for further analysis. The
proposed model was tested using structural equation modeling (SEM) in AMOS to see if the
obtained data in the quantitative phase of the study supported the model built on the basis of the
qualitative part.

2.3. Instruments

The six scales were adapted from previous studies. Each scale is described below.

L2 WTC: To measure L2 WTC, twenty-seven items were taken from [24]. Students were asked to answer
the questions by indicating whether they were willing to communicate in each type of situation. A sample
item is “I am willing to find opportunities to speak no matter how crowded the classroom is”.
Cronbach’s Alpha internal consistency reliability coefficient of the scales was .822.

Classroom Anxiety Measure: Twenty items from Richmond, Wrench, and Groham (2001)
were used to measure a student’s anxiety in the classroom. This form is composed of statements
students have used to describe how they feel in their classtoom. The subjects answered the items
on a 5-point Likert scale from strongly disagree to strongly agree. It is based on Richmond’s
Situational Communication Apprehension Measure. A sample item is “I feel apprehensive”.
Alpha reliability was .833.

Teacher Apprehension Test: Twenty items from Richmond, Wrench, and Groham (2001)

were used to be a measure of apprehension students have with a given teacher. Students describe
how they feel about receiving communication from their teacher after each statement on the basis
of 5-point Likert scale (from strongly disagree to strongly agree). A sample item is “I feel
uncomfortable receiving communication from my teacher”. The reliability was 0.837.
Shyness Scale: Fourteen items from [8] were used to obtain individual’s self-report of their shy
behaviour. The subjects answered the items on a 5-point Likert scale from strongly disagree to
strongly agree. A sample item is “Other people think I am shy”. The alpha reliability estimate is
.619.
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Self-Perceived Communication Competence Scale (SPCC): To obtain information
concerning how competent people feel they are in a variety of communication contexts and with
a variety of types of receivers, twelve items from McCroskey and McCroskey (1988) were used in
the study. The subjects indicate how competent they believe they are to communicate in the
twelve situations described. They estimate their competence by presuming 0 = completely
incompetent and 100 = competent. A sample item is “Present a talk to a group of strangers”.
Alpha reliability estimate is .883.

Classroom Climate Inventory: Forty-nine items were used from [27] to find out the subjects’
opinions about the class they are attending right now. This questionnaire is designed for use in
gathering opinions about small classes. This form of the questionnaire assesses your opinion
about what this class is actually like. The learners indicated their opinion about each statement by
answering on a 4-point Likert-scale form strongly disagree to strongly agree. A sample item is
“Students put effort into what they do in classes”. This questionnaire measures learners’ opinions
on seven scales. However, not all seven scales were mentioned as potential factors by interviews.
Therefore, scales numbers 1,2,3,4, and 6 were adopted to be used in the present study. Alpha
reliability coefficient is .707.

3. Results
3.1. Qualitative Part
In the qualitative phase of the study, 4 learners (2 males, 2 females) were interviewed to
get a clear idea of factors influencing their WTC in language classes. Interviews were semi-
structured so that the interviewer could ask for elaborations or more details on the part of the
interviewee. Names of the interviewees are changed in the present work to ensure anonymity. The
two males participating in the interview were named as M1 and M2, while the females were
named as F1 and F2. The age of male interviewees was 28 and 19 for M1 and M2 respectively. FF1
and F2 ages were 36 and 15 respectively. Two males and two females were selected for the
interview with different ages to be representative of both genders at various ages. The aim of the
qualitative phase was to obtain views of interviewees as to what factors they deemed influential on
their WTC so that a hypothetical model of factors could be devised on the basis of their own
words and backed by the existing literature. The model could next be tested in the quantitative
phase of the study. Following are themes extracted from the interviews.
All four cases described teacher as an influential factor in their WTC. The reason was that the
teacher motivated the learners (M2) and acted as the organizer of the whole class, as put by M1:
I think the teacher is the most important factor to speak to participate in discussions
because the teacher manages all of the class, whole of the class. And... because the
teacher chooses the issues, the teacher manages the class, the teacher choose the learners
and other things.
Despite considering the teacher as an important contributing factor to WTC, interviewees
admitted that communications occurring in the classroom are governed by learners’ own
willingness to talk in the class, which reflects the volitional nature of WTC as proposed by [28].
As M1 expressed “Most of the time the teachers choose a person to speak. But I believe every
person should speak spontaneous in the class before the teacher chooses them.”
M1 pointed out that he did not like classes which were teacher-oriented. He preferred classes in
which students had greater opportunities to talk, as he exemplified it this way:
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The communication between the student and the teacher should be more and more. And

most of the time, for example, in one hour, sometimes, forty-five minutes should students

speak and the teacher most of the time should listen to speaking of the students.
In order to let the learners speak for such a long time in class, the class environment should
promote communication. The teacher should possess a set of characteristics in the eyes of the
interviewees. F2 mentioned that she liked serious teachers who openly accepted various opinions
expressed in the class and also added an air of humor to their teaching because serious teachers
always expected their students to talk and this made students more active. F1 asserted that the
teacher should give an equal chance to all learners to express their views and that “The teacher
should take turn and ask all of the students.”

The classroom environment should also be relaxing so that students enjoy attending and
participation. Interviewees associated their experience of a good classroom environment with
their familiarity with the teacher and the students and also the tasks that were carried out in the
class. M1 contended that he felt more comfortable to speak “when the atmosphere of the class is
friendly. When the situation is welcoming, for example your teacher is young and you are
young... Atmosphere should be good. Atmosphere should be more and more relaxed.” Both F1
and F2 emphasized that they preferred the situations in which they knew their classmates. This
point was further elaborated on by M2 who explained that “[sjometimes yes, you know some
students, if they know their classmates, if they are friends, they can speak better. But when they
are strange, they feel shy. You know, they feel shy and they can’t speak very well.”

When discussing tasks, interviewees demonstrated a variety of tasks they preferred to be
carried out in class. This point highlights the importance of varying the instruction and application
of a wide range of tasks by the teacher in the class in order to maximize participation of learners
with differing task-type interests. Two quotations from F1 provided below illuminate the
important role of task types conducted in the class in the eyes of language learners:

I like various tasks. It is good opportunity for different students. For example listening.

Some students like to listen subjects and after talk about it but some students like to write

texts at home and in class talking about it and they are different and I like it.

Different tasks can help the teacher for motivating different students. For example, I like

Listening more. Because it can help me to talk. But special subject task, writing and talking

about it it’s difficult for me for example. Different task. I know the writing is very

important but I like listening more. I think it’s easier for me.
Other interviewees also pinpointed task as a critical issue in their WTC. M2 asserted that visual
tasks, photos and videos would make him focus on the topic and speak more about it, because it
provided them with some background knowledge to focus on and think about. M1 proposed that
he preferred role plays and games as they made students more willing to participate in the
activities.

It can be concluded from what interviewees expressed in this part that having a relaxed
and comforting classroom environment increase their WTC and that they believed the
combination of teacher characteristics, task types carried out in the class and the overall classroom
atmosphere as determined by the relationship between the teacher and the students and among
the classmates themselves provide a positive classroom environment which promotes learners’

WTC.

Tob Requl Sci.™ 2022,8(1): 522-537 578



Morteza Amirsheibani et al.
Factors Influencing Willingness to Communicate: A Model Proposed Using a Mixed-Methods

Interviewees were more willing to take part in classroom activities when they had some
knowledge about the topic, or if the topic was technical they preferred to get prepared in advance.
They also expressed that they preferred their interlocutors to be familiar to them rather than
strangers. This led us to suppose that their WT'C is a function of both their competence and the
situation in which they are. Interviewees also mentioned that in order to be more active in the
class, learners should not be shy and as M2 put it,

I, like I said, sociable and social person are very important, because if you are shy, you

cannot communicate. You are fear to say something wrong. Therefore, you can’t speak

well, you can’t share your thoughts. So I think the social features are very important.
From the quotation above, it can be hypothesized that shy people appear to have less confidence
in their competence and are fearful to initiate communication. Other interviewees also mentioned
the importance of not being shy in order to have more communication in the class. M1 even
added that if a student were shy, it would be the teachet’s duty to make him/her participate in the
tasks.

Interviewees were also asked about occasions when they felt stressful and less willing to
talk. F2 stated that the teacher should not get angry with the students when they make mistakes,
and F1 asserted the same idea that she did not like the teacher punish her by words if she used a
grammatical point incorrectly. M1 confirmed the same idea that the teacher should not repeatedly
stop the conversation. Therefore, it can be inferred that learners’ being repeatedly corrected and
penalized either through words or through losing points makes them apprehensive of the teacher
and results in having anxiety in class. Thus, it was concluded that the four factors of shyness,
competence, teacher apprehension and classroom anxiety affected learners’ communication
confidence. The hypothesized relation is also in line with other works such as [19], [20], [10], [11],
[12], [29], [30].

F1 contended that the reason why she was not shy was the fact that she was an adult. The
quotation is provided below:

F1: ’'m not too silent because I’'m adult. When I was student, it’s difficult to me to talk.

Interviewer: you mean teenager?

F1: Yes. But now I am in society and I force to talk with different people and it’s a good

opportunity for me to learn talking more to different people for example talk to men.

Interviewer: Because of your job?

F1: Yes. And when I was teenager, I liked just talking with my people have the same age

and I was shy student but now it’s related to my job. It’s easy to talk with different people.
From what 1 mentioned the researchers hypothesized that age could be an influential factor in
learners” WTC. We also aimed to investigate whether learners’ gender was a significant
contributor to their level of WTC. Both age and gender were conjectured to have a direct or
indirect effect on WTC. They could have a direct effect if the path from age and gender turned
out to be significant. The indirect effect was hypothesized through affecting learners’
communication confidence and the latent variable of communication confidence, defined by
shyness, communication competence, classroom anxiety and teacher apprehension as its
indicators, directly having a path to WTC. The model that we aimed to test is provided below:
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Notes: WTC=
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to Communicate;

Table 1. Correlation Matix

LClimate=Learning Climate;

LC1=Personalization; LC2=
Involvement; LLC3= Student Cohesiveness’ LC4=Satisfaction; LC6=Innovation; CommConf=Communication

Confidence; TApp=Teacher Apprehension; CAnx=Classroom Anxiety; Comp=Competence; Shy=Shyness

Age CAnx Shy Comp TApp WTC1 WTC2 WTC3 WTC4 WTC5 WTC6 ILC1 LC2 LC3 LC4 LC6
Age
CAnx | -.027
Shy 011 349
Comp | .091 -171 -230"
TApp [-052 .074 .039  .103
WTC1 | 170 -284" -162 .284™ -.001
WTC2 | .005 -370" -252  .005 -223" .271"
WTC3| .048 -295" -216" .233" -.058 .235" .366™
WTC4|-.014 -268" -269" .163 -120 .298™ 449" 281"
WIC5| .003 -211" -270"  .160 -149 .398™ 304" 241" 243"
WTC6 | .032 -197° -197" 264" -071 271" 247" 215" 272" 342"
LC1 |-041 -179° -142 004 -189* .022 187" .167 .110  .133  .060
LC2 018 -002 -116  .087 -197° -074 -127 019 -085 -090 -082 .281"
LC3 |.2077 306" .093 208" 216" .079 -395" -165 -197° -177° 064 -.064 .130
LC4 |-057 -048 -275" 181" 014 -016  .100  .056 -.067  .158  .097 .329™ .348™ .106
LC6 |[-134 -066 .010 .104 -034 -059 .014 -015 .042 -102  .086 .296" .207" .042 .208"

*. Correlation is significant at the 0.05 level (2-tailed).
**, Correlation is significant at the 0.01 level (2-tailed).

3.2. Quantitative Part

Based on the factors identified in the qualitative part, relevant questionnaires were administered to
the target sample of intermediate language learners in Mashhad and Tabas. Learners were told

that participation in the study was voluntary and the answers and results did not affect their

grades. The questionnaires were handed in to learners and necessary instructions were given to
them. Learners took the questionnaires home and brought them back the next session. The
obtained data was then used as the input for the structural equation modeling conducted in Amos
23®. As defined by Hoyle (1995, structural equation modeling (SEM) was used to test the
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hypothesized relations among age, the latent variables of WTC (Willingness to Communicate),
CommConf (Communication Confidence) and Climate (Learning Climate), and their observed
variables measured by the questionnaires.

First data was screened for its normality and any probable outliers. Data is considered
normally distributed if values of skewness and kurtosis fall between *2. To check for outliers,
Amos provides the Mahalanobis D-squared whose values should be less than 0.001 for a case to
be flagged as an outlier (Kline, 2011). The output of Amos proved the data to be normal and no
outliers were detected. The next step was to check whether the data fitted the proposed model
well enough. Amos provides a number of measures of goodness-of-fit for the default model
compared to the saturated model. Optimally, indices of GFI, AGFI and CFI should be above 0.9,
the ratio of CMIN/DF should be close to 1, and the value of RMSEA should be less than 0.05
(Arbuckle, 2014). For the proposed base model here, values of GFI, AGFI, and CFI were slightly
below 0.9. RMSEA turned out to be 0.54 The CMIN/DF ratio was 1.365, which is an acceptable
value. The regression weights and their respective p values were checked for the specified paths.
The paths from Age to WTC, Age to Confidence, and from LClimate to LLC3 were not significant.
Therefore, these paths were discarded from the model, and the analysis was run for the second
time excluding the nonsignificant paths. This time, fit indices improved and the following values

were obtained:

Table 2: Fit Indices for the Base and Revised Model
GFI AGFI CFI RMSEA CMIN/DF
Base Model 0.87 0.84 0.86 0.54 1.369
Revised Model | 0.91 0.90  0.90 0.50 1.346

The revised model showed better fit indices and the following figure displays the
standardized regression weights obtained through the output. As can be seen on the model,
teacher apprehension, communication anxiety and shyness are inversely related which means that
learners’ communication confidence decreases as their anxiety and their degree of shyness
increases.  However, their perceived communication competence is positively related to their
level of confidence. Measures of learning climate indicate that teacher’s characteristics such as
friendliness and considering learners’ feelings, teacher’s involving of learners instead of being the
sole speaker of the class, the teacher’s innovations and use of a variety of tasks, and the learners’
enjoying the class were significant contributors to the learning climate, which in turn played a
significant role in learners” WTC.
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WTC1 wTC2 WTC3 WTC4 WTCS WTC6

LC1 Comp Shy

Notes: WTC= Willingness to Communicate; LClimate=Learning Climate; LCI1=Personalization, LC2=
Involvement; LC3= Student Cohesiveness’ LC4=S8atisfaction; LC6=Innovation; CommConf=Communication
Confidence; TApp=Teacher Apprehension; CAnx=Classroom Anxiety; Comp=Competence; Shy=Shyness

4. Discussion

This study focuses on antecedents of .2 WTC. Results of the SEM indicated that two of the three
hypothesized factors, namely classroom climate and communication confidence, significantly
predicted learners” WTC. Age turned out not to be a significant predictor of WTC either directly
or indirectly. The findings imply that having a positive classroom environment and high levels of
communication confidence promote learners’ WTC. These same results have been obtained by
[15] and [25].

Regarding communication confidence, measures used as indicators of communication
confidence suggested that learners’ personality factors such as shyness, classroom anxiety and
teacher apprehension negatively affected learners’ confidence, and therefore were negatively
related to WTC. This means that the higher the learners’ degree of shyness, the more they are
apprehensive of the teacher, and the more the classroom environment induces anxiety in learners,
the less their communication will be, and consequently, the less their WTC will be. The fourth
measure of communication confidence was learners’ perceived communication confidence which
had a positive significant relation to its construct. It can be inferred that the higher a learner’s
competence is, the more confident the learner will be and the more willing s/he will be to
communicate. A number of other studies have also reported communication confidence as
influential in learners’ WTC e.g. [4]; [11]; [13]; [25]. Altogether, these findings suggest that teachers
should try to reduce levels of stress in the class and provide an atmosphere in which learners will
not feel apprehensive and anxious. This underlines the important role of the teachers in the
classroom. Teachers can decrease language learners’ anxiety by creating a supportive and relaxing
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learning environment, setting goals that are not too easy or too difficult, and using anxiety-
reducing techniques [31].

Concerning classroom climate, its measures were positively related to the construct of
classroom environment. The five scales used to measure classroom climate were Personalization,
Involvement, Student Cohesiveness, Satisfaction, and Innovation. [27] define the scales as
provided in table 3:

Personalization Emphasis on opportunities for individual students to interact
with the instructor and on concern for students' personal
welfare

Involvement Extent to which students participate actively and attentively in
class discussions and activities

Satisfaction Extent of enjoyment of classes

Student Extent to which students know, help and are friendly towards

Cohesiveness each other

Innovation Extent to which the instructor plans new, unusual class

activities, teaching techniques and assignments

Table 3. Definitions of Scales Used by [27]

The student cohesiveness scale did not display significant path coefficients and was discarded as a
result. The other four paths were significant. The personalization scale suggests that the teacher’s
attitudes and consideration of learners’ feelings and problems, and having individual
communication with the learners improves classroom atmosphere. The involvement scale implies
that the teacher should not dominate the classroom, should let learners express their opinions to
the class and be open to their opinions. Learners should also share their ideas with their
classmates and pay careful attention to contributions of other classmates, too.

Student cohesiveness underscored what interviewees had mentioned as their preference for
knowing their classmates and being more willing to talk when their classmates are familiar to
them. This factor had been found to be influential in [15] study where their findings confirmed
that students’ supporting each other affects their interaction [32]. However, results of the present
study showed the effect of student cohesiveness to be nonsignificant. The reason for this
difference might be that the present study was conducted in private institutes and the language
learners met each other only twice a week, during class meetings which gave them little
opportunity to know each other very well. However, [15] was conducted on university students
who were classmates that frequently met each other in other classes during the week, too.
However, further studies need to be done to corroborate this finding.

The innovation scale highlighted the importance of deploying a variety of tasks in class to
increase learners’ participation. Among these four measures of classroom environment,
innovation had a lower factor loading. However, it acted as a significant contributor of positive
class environment and subsequently, to WTC. Findings are in line with [33]. The other three had
almost similar factor loadings which were higher than innovation in class activities. This means
that learners’ interest in and liking the class, the teacher’s letting the students express their
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opinions and receiving differing opinions openly, and the teacher’s attitudes and caring for the
learners make great contributions to increase learners’ WTC.

On the whole, having a positive climate environment positively and significantly influenced
learners’ WTC. The same line of argument can be found in [15] and [25]. The two discussed
factors, that is learning climate and communication confidence, turned out to be significant
predictors of WTC in [15] and [25], too. The present study found similar results as Peng &
Woodrow’s. Their study found communication confidence as a stronger predictor of WTC than
classroom environment, which is the same as the findings of the present study. Despite being
significant predictors for .2 WTC, [15] found classroom environment a stronger predictor than
communication confidence.

Age of the learners was also considered in the present study. It was hypothesized that age
could affect learners” WTC directly and/or indirectly by influencing learners’ communication
confidence. However, neither the path from age to WTC, nor the path from age to
communication confidence turned out to be significant. Therefore, the paths were excluded from
the model in the revised version. The reason for this finding might be the point that learners
voluntarily attend English language classes at institutes as compared to formal settings like schools
and universities in which they simply have to take and pass the English course. It seems to the
researchers as a justification for the results obtained that the voluntary nature of attending classes
increases their WTC in all age levels and covers any probable significant difference between
various age levels. However, this needs to be investigated in formal and obligatory educational
settings to see whether age plays a role as a significant predictor of WTC.

Age had also been found not to be a predictor of WTC in a number of other studies. As for
similar studies carried out in Iran in private language institutes, [34] and [35] performed ANOVA
analyses on the relationship between different age groups and WTC which both showed
nonsignificant I values. [6] investigation of WTC across three grades of 7 to 9, with the age range
of 11 to 16, among junior high school L2 French immersion students in Canada showed that
WTC increased from grade 7 to 8 but remained stable from grade 8 to 9. [36] displayed mixed
results across sexes, with males’ WT'C increasing with age and females” WTC decreasing with age.

5. Conclusions

The present study aimed to investigate factors affecting WTC in private language institutes at the
intermediate level in Iran. The initially hypothesized model containing paths from age to WTC
and communication confidence turned out not to be significant and thus, were deleted from the
model. From among the measures of learning climate, what interviewees had mentioned as their
preference to have classmates whom they were already familiar with, was measured by LC3 and
the path turned out not to be significant. The model was then revised based on nonsignificant
paths and the revised model showed a better fit to the data with learning climate and
communication confidence acting as significant predictors of intermediate language learners. Age
of the learners was found not to be a predictor of WTC neither directly nor indirectly through
influencing their communication confidence. The model proposed for intermediate language
learners at Iranian language institutes in an English-as-a-foreign-language-context based on the
interviews conducted with the learners was tested and validated. The model indicated significant
contributions of high communication confidence and positive classtoom environment as
predictors of WT'C for language learners.
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There were a number of limitations to the present study. This study targeted only
intermediate students. The proposed model can be tested with learners with higher or lower levels
of ability to see whether predictors of WTC change through different levels of ability. Also, more
complex models can be considered with other variables which have been proven to be influential
on WTC. Factors such as international posture [13], attitudes towards the foreign language [15],
motivation [10]; [11] have been shown to affect WTC in EFL settings. Subsequent studies may
incorporate such factors into the model to see whether they still significantly influence learners’
WTC in language classrooms in the institutes. The sex of the learners can also be tested as a
possible source of influence on their WTC or communication confidence.

Conflict of interests
The authors declare that they have no conflict of interest.

Funding

This paper has received funding from the Vice President for Research and Technology, Ferdowsi
University of Mashhad, Mashhad, Iran under the Morteza Amirsheibani’s postdoctoral project
agreement No 24705.

References

[1]. Richards, J.C., & Rodgers, T.S. (2014). Approaches and methods in language teaching.
London: Cambridge University Press.

[2]. Maclntyre, P. D., & Charos, C. (19906). Personality, attitudes, and affect as predictors of second
language communication. Journal of Language and Social Psychology, 15, 3-26.
doi:10.1177/0261927X960151001

[3]. Safty, A. (1988). French immersion and the making of a bilingual society: A critical review and
discussion. Canadian Journal of Education, 13, 243-262.

[4]. Maclntyre, P. D., Clement, R., Dornyei, Z., & Noels, K. A. (1998). Conceptualizing
willingnessto communicate in a L2: A situational model of L2 confidence and affiliation.
Modernlanguage Journal, 82, 545-562. doi:10.2307/330224.

[5]. Skehan, P. (1989). Individual differences in second language learning. London: Edward Arnold.

[6]. Maclntyre, P., Baker, S. C., Clement, R., & Donovan, L. A. (2002). Sex and age effects
onwillingness to communicate, anxiety, perceived competence, and L2 motivation
amongjunior high school French immersion students. Language Learning, 52, 537—
564.doi:10.1111/1467-9922.00194.

[7]. Maclntyre, P. D., & Doucette, J. (2010). Willingness to communicate and action
control.System, 38 (2), 161-171. doi:10.1016/j.system.2009.12.013.

[8]. McCroskey, J. C., & Richmond, v. P. (1990). willingness to communicate: Differing
culturalperspectives. Southem Comnunication Journal, 56, 72-77

[9]. Riasati, M.J. & N. Nooreen (2011). Antecedents of willingness to communicate: A review
ofliterature. Studies in Literature and Language, 3(2),74-80.

[10].  Yu, M. (2009). Willingness to communicate of foreign language learners in a Chinese
setting(Unpublished doctoral dissertation). Florida State University.

[11].  Yashima, T. (2002). Willingness to communicate in a second language: The Japanese
EFLcontext. Modern Language Journal, 86, 54—606. doi:10.1111 /1540-4781.00136

Tob Requl Sci.™ 2022,8(1): 522-537 535



Morteza Amirsheibani et al.

Factors Influencing Willingness to Communicate: A Model Proposed Using a Mixed-Methods

[12].

23].

[24].

Hodis, G.M. (2009). A longitudinal latent growth modelling perspective on
communicationapprehension, self-perceived communication competence and willingness
tocommunicate(Unpublished doctoral dissertation). Illinoise University.

Cetinkaya, Y. B. (2005). Turkish college students’ willingness to communicate in English asa
foreign language (Unpublished doctoral dissertation). Columbus, OH: Ohio StateUniversity.
Cao, Y. (2009). Temporal fluctuation in situational willingness to communicate in a
secondlanguage classroom. New Zealand Studies in Applied Linguistics, 12(2), 1-6.

Khajavy, Ghonsooly, Hosseini Fatemi & Choi (2014). Willingness to communicate inEnglish:
A microsystem model in the Iranian EFL classroom context. TESOL Quartetly,0(0),1-27.
Ghonsooly, B., Khajavy, G. H., & Asadpour, S. F. (2012). Willingness to communicate
inEnglish among Iranian non—English major university students. Journal of Language
andSocial Psychology, 31, 197-211. doi:10.1177/0261927X12438538

Yashima, T., Zenuk-Lishide, L., Shimizu, K. (2004). The influence of attitudes and affect
onwillingness to communicate and second language communication. Language Learning,54(1),
119-152.

Kang, S.J. (2005). Dynamic emergence of situational willingness to communicate in asecond
language. System, 33, 277-299.

Maclntyre, P.D. (1994). Variables underlying willingness to communicate: A causal
analysis.Communication Research Reports, 11(2), 135-142.

Zeng, M. (2010). Chinese students’ willingness to communicate in English in
Canada(Unpublished doctoral dissertation). Windsor, Ontario: Canada.

Baker, S. C., & Maclntyre, P. D. (2000). The Role of Gender and Immersion
inCommunication and Second Language Orientations. Language Learning, 53, 65—
96.doi:10.1111/0023-8333.00119

Clement, R., Baker, S. C., & Maclntyre, P. D. (2003). Willingness to communicate in a second
language: The effects of context, norms, and vitality. Journal of Language and
SocialPsychology, 22, 190-209. doi:10.1177/0261927X03022002003

Baghaei, P. (2013). Development and psychometric evaluation of a multidimensional scaleof
willingness to communicate in a foreign language. Eur | Psychol Educ (28), 1087-1103.DOI
10.1007/s10212-012-0157-y

Khatib, M., & Nourzadeh, S. (2014). Development and validation of an
instructionalwillingness to communicate questionnaire. Journal of Multilingual and
MulticulturalDevelopment, doi: 10.1080/01434632.2014.914523

Peng, J., & Woodrow, L. (2010). Willingness to communicate in English: A model in
theChinese EFL classtoom context. Language Learning, 60, 834-876. doi:10. 1111/j.1467-
9922.2010.00576.x.

Cresswell, J.W. (2003). Research design: Qualitative, quantitative, and mixed
methodsapproaches. Thousand Oaks, CA: Sage.

Treagust, D. F.& Fraser, B. J. (1986). Validity and Use of a Classroom Environmentlnstrument
for Higher Education. Paper presented at a symposium "Research on Classroom and School
Environment" at the Annual Meeting of the National Association for Reseatch inScience
Teaching (59th, San Francisco, CA, March 28-April 1, 1986). Retrieved March, 3,2016 from
http://files.eric.ed.gov/ fulltext/ED269228.pdf.

Maclntyre, P. D. (2005, May 29). Volitional Process Underlying Second Language
Communication: Developing the Willingness to Communicate. International Communication
Association, New York, USA.

Hashimoto, Y. (2002). Motivation and willingness to communicate as predictors of reported.2
use: The Japanese ESL context. Second Language Studies, 20(2), 29-70.

Tob Requl Sci.™ 2022,8(1): 522-537 536



Morteza Amirsheibani et al.

Factors Influencing Willingness to Communicate: A Model Proposed Using a Mixed-Methods

[30].

30. Cao, Y. & Philip, J. (2006). Interactional Context and Willingness to Communicate:

AComparison of Behaviour in Whole Class, Group and Dyadic Interaction. System, 34, 480-
493,

Dérnyei, Z. (1994). Motivation and motivating in the foreign language classroom.

ModernLanguage Journal, 78, 273-284.

Wen, W. P, & Clement, R. (2003). A Chinese Conceptualization of Willingness

toCommunicate in ESL. Language, Culture and Curriculum, 16, 18-38.

Cao, Y. (2011). Investigating Situational Willingness to Communicate Within SecondLanguage

Classrooms from an Ecological Perspective. System, 39 468—

479.doi:10.1016/j.system.2011.10.016

Alemi, M, Tajeddin, Z., & Mesbah, Z. (2013). Willingness to Communicate in L2

English:Impact of Learner Variables. RALS, 4(1), 42-61.

Aliakrari, M. & Mahjoob, El (2016). The Relationship between Age and Willingness

toCommunicate in an Iranian EFL Context. Journal of Applied Linguistics and

LanguageResearch, 3(1), 54-65.

Donovan, L. A.& Maclntyre, P. D. (2004). Age and sex differences in willingness

tocommunicate, communication apprehension, and self-perceived

b

competence.Communication Research Reports, 21(4), 420-427.

Tob Requl Sci.™ 2022,8(1): 522-537 537



