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ABSTRACT: This mixed-methods cross-cultural study examined the role of instructor con-
firmation and care in EFL students’ willingness to attend classes (WTAC). For the quanti-
tative phase, 1006 and 605 EFL university students were chosen respectively from Chinese 
and Iranian universities, and for the qualitative phase, sub-groups of 43 Chinese and 34 Irani-
an participants were selected. Three close-ended scales and semi-structured interviews were 
used. Results of the confirmatory factor analysis approved the factor structure and validity 
of the three scales. Results of correlation and Structural Equation Modeling (SEM) analyses 
indicated the positive associative/predictive role of perceived teacher caring and confirma-
tion in Chinese and Iranian students’ WTAC. Independent samples t-tests results showed 
significant differences in perceptions of caring, confirmation, and WTAC, with Chinese par-
ticipants significantly outperforming Iranians. Frequency counts of qualitative data revealed 
that both Chinese and Iranian students believed in the facilitative role of confirmation and 
caring in WTAC. Further content analysis of data through MAXQDA presented four themes 
of teacher-, student-, context, and task-related factors, among which the teacher-related fac-
tors theme and its teacher interpersonal factors sub-theme were deemed very influential by 
Chinese and Iranian students in predicting WTAC. Teachers can use these findings to im-
prove their interpersonal behaviors and students’ class attendance.
Keywords: EFL students, cross-cultural investigation, willingness to attend classes, teacher 
care, teacher confirmation. 

Aprecio y cuidado del profesor en deseos comunicativos en clase de alumnos chinos e 
iraníes

RESUMEN: El presente estudio mediante métodos mixtos investigó el papel del aprecio y 
cuidado del profesor en la voluntad comunicativa de los alumnos en clases de inglés como 
lengua extranjera. Para la fase cuantitativa, se eligieron 1006 y 605 alumnos universita-
rios chinos e iraníes respectivamente para el muestreo, y para la cualitativa, 43 chinos y 34 
iraníes. Se utilizaron tres escalas y entrevistas semiestructuradas para recopilar datos. Los 
resultados aprobaron la estructura factorial y la validez de las tres escalas e indicaron el papel 
asociativo y predictivo positivo del aprecio y cuidado del profesor en el WTAC de los alum-
nos chinos e iraníes. Mientras tanto, mostraron diferencias significativas en las percepciones 
de cuidado, aprecio y WTAC, en que los participantes chinos superaron notablemente a los 
iraníes. El análisis también reveló que tanto los alumnos chinos como los iraníes creían en 
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el papel facilitador del aprecio y del cuidado en WTAC. El análisis de los datos mediante 
MAXQDA presentó cuatro temas de factores relacionados con el profesor, el alumno, el 
contexto y la tarea, entre los cuales el tema del profesor y su subtema de factores interperso-
nales fueron considerados muy influyentes por los alumnos chinos e iraníes en la predicción 
de WTAC. Los profesores pueden utilizar el resultado del presente estudio para mejorar su 
comunicaciones interpersonales y el deseo comunicativo de los alumnos en clase.
Palabras clave: alumnos de inglés como lengua extranjera, investigación transcultural, vo-
luntad para asistir a clases, cuidado del profesor, aprecio del profesor.

1. INTRodUCTIoN

Students’ willingness to attend English as a Foreign Language (EFL) classes is a pre-
requisite for engagement, learning, and motivation since in contrast to individuals’ oppor-
tunity for receiving input and interaction in English as a Second Language (ESL) classes, 
learners’ opportunity for exposure to English is mainly confined to the classroom in EFL 
context (Derakhshan, 2022a; Xie & Derakhshan, 2021). When students pursue classes, they 
find more chances of engaging with the materials, target language, and instructor, and thus, 
their learning is promoted. Due to the important role of teachers in the instructional context, 
the quality of their interpersonal relationships with students can be a determining factor 
in students’ class presence. As Xie and Derakhshan (2021) posited, teachers’ interpersonal 
behaviors can affect a wide range of students’ outcomes like class attendance, motivation, 
engagement, or achievement. Rhetorical/relational goal theory argues that teachers can 
employ different communication behaviors to satisfy students’ relational needs, in turn, 
assisting them to attain better academic outcomes like learning, motivation, and willingness 
to attend classes (WTAC) (Mottet et al., 2006). Accordingly, in this study, it is hypothesized 
that teachers’ using care and confirmation as two examples of interpersonal behaviors help 
satisfy students’ relational goals and in turn increase students’ academic outcomes of WTAC.

More particularly, teacher care is an interpersonal behavior that is necessary for ef-
fective teacher-student relationships (Teven & McCroskey, 1997). Teacher care refers to 
instructors’ verbal and non-verbal attempts to meet students’ affective and psychological 
needs (Noddings, 2012). Research has evidenced that when students perceive instructors as 
caring, they experience higher levels of security, self-esteem, engagement, motivation, and 
well-being (Derakhshan, 2022a; Derakhshan, Doliński, et al., 2022; Derakhshan et al., 2019). 
By drawing on these findings and rhetorical/relational goal theory, in the present study, it is 
hypothesized that teacher caring can positively influence EFL students’ WTAC.

Similarly, based on rhetorical/relational goal theory (Mottet et al., 2006), confirmation 
is another type of teacher communication behavior, enabling teachers to create emotional 
bonds with students and establish an enjoyable learning atmosphere (Derakhshan, 2022a). 
Confirmation refers to instructors’ communicative endeavors to show students that they are 
valuable (Ellis, 2000) through such teachers’ verbal and non-verbal cues as answering stu-
dents’ questions and indicating concern for students’ learning (Burns et al., 2017). Previous 
studies have found that teacher confirmation positively predicts students’ learning, engage-
ment (Hsu, 2012), empowerment (Derakhshan, 2022a), feelings of satisfaction (Goodboy 
et al., 2009), and willingness to communicate (Sidelinger & Booth-Butterfield, 2010). By 
drawing on these results, in the current research, we hypothesize that teacher confirmation 
can positively influence EFL students’ WTAC.
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Despite the existence of theoretical and empirical support for the facilitative role of 
confirmation and care in students’ educational outcomes, there is still a scarcity of research 
investigating such teachers’ positive interpersonal behaviors in the EFL context (Derakhshan, 
2022a; Xie & Derakhshan, 2021). Scantier is even cross-cultural investigations exploring 
how these teacher communication cues are constructed, understood, or enacted in similar 
and dissimilar cultures. Thus, to address this gap, the present study, through adopting an 
explanatory sequential mixed methods research approach, aims to uncover the roles of teacher 
confirmation and caring in Chinese and Iranian university EFL students’ WTAC. 

2. LITERATURE REvIEw

2.1. Rhetorical/Relational Goal Theory

Rhetorical/relational goal theory is a primary theory used in instructional communica-
tion research to explain the significance of teacher communication behaviors for students’ 
academic outcomes. Accordingly, it is posited that students have different relational and 
academic goals. To satisfy students’ relational goals, teachers use various communication 
behaviors like immediacy, clarity, humor, care, and confirmation. When students’ relational 
goals are met, they are more likely to attain academic goals like motivation, learning, en-
gagement, or class attendance (Mottet et al., 2006). Based on this reasoning, in this study, 
it is hypothesized that perceived teacher care and confirmation can increase Chinese and 
Iranian EFL students’ WTAC. The hypothesized model of this study is presented in Figure 1. 
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where students’ exposure to the target language is majorly confined to the classroom. 
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Figure 1. The hypothesized model of teacher care, teacher confirmation,
and students’ WTAC

2.2. Willingness to attend EFL classes

Class presence/truancy is an important decision that students regularly deal with during 
their years of education. This decision is so pivotal that it can affect every aspect of the 
classroom, including teachers’ pedagogical practice and success (Pishghadam et al., 2021). 
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Class presence favorably affects students’ academic achievement and performance in exams 
(Chen & Lin, 2008). Students’ WTAC is even more significant in the EFL context where 
students’ exposure to the target language is majorly confined to the classroom. Rajebnejad 
et al. (2017) designed and validated the WTAC scale to measure Iranian students’ perceived 
WTAC in the EFL context. This scale, which consists of four components of Teacher knowl-
edge, Teacher methodology, Teacher care, Teacher characteristics, and Teacher environment, 
highlights the role that teachers’ personality characteristics, teaching style, and communication 
behaviors play in students’ class attendance tendency. 

Following the development of this instrument, EFL researchers initiated measuring 
WTAC in relation to different teacher- or student-related variables. It was found that Iranian 
EFL students’ WTAC positively influences achievement (Rajabnejad et al., 2017). Moreover, 
EFL researchers tested and arrived at the positive role of teacher interpersonal factors like 
stroke (a type of teacher caring behavior) and credibility in Iranian EFL students’ WTAC 
(Derakhshan et al., 2019; Pishghadam et al., 2019; Pishghadam et al., 2021; Rajabnejad et 
al., 2017). However, rhetorical/relational goal theory encompasses many other communication 
behaviors, which might be worth investigating, such as teacher clarity, care, immediacy, and 
confirmation(Derakhshan, 2022a; Xie & Derakhshan, 2021). Thus, in this study, by drawing 
on rhetorical/relational goal theory (Mottet et al., 2006), we explore if teacher care and 
confirmation, as two less-investigated teacher communication instances, can influence Iranian 
and Chinese EFL students’ WTAC. 

2.3. Teacher confirmation 

Positive communication behaviors help teachers in creating a positive classroom experi-
ence (Derakhshan, 2022b; Wang et al., 2021). According to rhetorical/relational goal theory, 
one instance of such behaviors is confirmation. As mentioned by Ellis (2000), confirmation 
is “the transactional process by which teachers talk and interact with students that make 
them feel they are valuable and significant individuals” (p. 265), characterized by dimen-
sions of (1) using an interactive style of teaching, (2) answering students’ comments and 
questions, (3) showing interest in students’ learning, and (4) absence of disconfirmation. 
It is argued that when teachers decrease their disconfirming behaviors and simultaneously 
increase the confirming ones, students feel more endorsed and understood. Examples of 
verbal and non-verbal teacher confirmation cues are responding to students’ questions, giving 
feedback, praising efforts, engaging in constructive communication, and showing concern 
about students’ learning. 

To test rhetorical/relational theory’s argument for the role of confirmation in students’ 
academic outcomes, results of previous studies indicated that higher levels of confirmation 
help teachers create a pleasant classroom atmosphere and result in students’ increased mo-
tivation (Croucher et al., 2021), achievement (Hsu, 2012), engagement (LaBelle & Johnson, 
2020), satisfaction (Goodboy et al., 2009), willingness to communicate, and involvement 
(Sidelinger et al., 2010). However, to the best of our knowledge, there is still no study on 
how this teacher behavior affects students’ WTAC (Xie & Derakhshan, 2021). Thus, by 
drawing on rhetorical/relational goal theory (Mottet et al., 2006), this study endeavors to 
find empirical evidence for this relationship in two culturally distinct settings of Chinese 
and Iranian EFL university contexts.
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2.4. Teacher care 

Teacher care refers to verbal and non-verbal teacher-led cues including eye contact, 
smiling, nodding, responding respectfully, and paying attention, which facilitates creating 
teacher-student interpersonal bonds (Derakhshan, 2022a). Based on rhetorical/relational goal 
theory (Mottet et al., 2006), teacher caring meets students’ psychosocial and emotional needs 
for teacher attention and respect (Dickinson & Kreitmair, 2019) and pertains to teachers’ 
empathic behavior, openness, and closeness to students (Noddings, 2012), in turn promoting 
the achievement of desirable academic outcomes by students.

Second/Foreign language (L2) researchers have argued for the indispensable role of 
care in L2 classes as it enhances instructor-learner relationship quality which is essential for 
teachers’ professional effectiveness (Derakhshan, 2022a; Xie &Derakhshan, 2021) and L2 
students’ affective growth and psychological well-being (Gabryś-Barker, 2016). In the Iranian 
EFL context, Pishghadam et al. (2015) conceptualized teacher care with three dimensions: 
provision of adequate and appropriate feedback; employing verbal and non-verbal behaviors 
signaling students’ presence and value; and maintaining unbiased relationships. Perceived 
caring has been found to increase academic performance, engagement, satisfaction, respect, 
learning, well-being, and motivation in students (Derakhshan et al., 2019; Xie & Derakhshan, 
2021). However, to the best of our knowledge, there is little research unraveling how care 
affects EFL students’ WTAC (Xie & Derakhshan, 2021), which is one of the main goals 
of the present study. 

2.5. Cross-cultural investigations in L2 education

As noted in the conceptual review paper of Xie and Derakhshan (2021), cross-cultural 
studies on teacher behaviors in the L2 context have been conducted scarcely. To address this 
gap, over the past three years, Derakhshan and his co-researchers have initiated a new line 
of cross-cultural research comparing Iranian EFL teachers’ or students’ perceptions with their 
counterparts in British (Greenier et al., 2021), Polish (Derakhshan, Doliński, et al., 2022), 
Iraqi (Pishghadam et al., 2021), Chinese (Wang, Derakhshan, & Rahimpour, 2022), and mul-
tinational (Derakhshan, Greenier, et al., 2022; Wang, Derakhshan, & Azari Noughabi, 2022) 
cultures regarding the role of such teacher variables as stroke, credibility, care, or rapport in 
relation to such outcome variables as WTAC, well-being, resilience, or engagement. Howev-
er, to reach more comprehensive and generalizable findings on a cross-cultural scale, more 
studies are still needed. One justification for doing cross-cultural studies in Iran and other 
Asian cultures is McCroskey and McCroskey’s (2006) assertion about the majority of such 
studies having been done exclusively in the United States. They called researchers worldwide 
to study teacher interpersonal communication behaviors in underrepresented cultural settings. 
This is because culture can play a pivotal role in constructing and reconstructing teachers’ 
and students’ mindset, in turn influencing how they enact, perceive, and experience interper-
sonal behaviors (Derakhshan et al., 2021). In this respect, Chen et al. (2019) note that “the 
meaning of closeness might be more likely to differ across collectivistic and individualistic 
cultures” (p. 101), showing that one’s cultural orientation can affect his/her interpersonal 
bond with others. While as two examples of Asian cultures Chinese and Iranian ones can 
have some similarities, each has its distinct worldview (Wang, Derakhshan, & Rahimpour, 
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2022) as presented through Hofstede’s (2001) 6-Dimensional model (adopted from https://
www.hofstede-insights.com/product/compare-countries/). A cross-cultural comparison of 
Chinese and Iranian cultures based on this model is presented in Figure 2. 

	
 

Figure 2. Hofstede’s (2001) 6-D model for Chinese (in Blue) and Iranian (in Purple) 
national cultures 
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Thus, this study is conducted to see how Chinese and Iranian students converge or 
diverge regarding their perceptions of teacher care and confirmation in relation to WTAC.

3. METhodoLogy

3.1. Design and Research Questions

Through adopting an explanatory sequential mixed methods research design, the current 
study explored the role of care and confirmation in Chinese and Iranian EFL students’ WTAC. 
Explanatory sequential design is used when the researcher starts with collecting, analyzing, 
and reporting quantitative data from a large sample and subsequently engages in collecting, 
analyzing, and reporting qualitative data from a few cases of the sample (Creswell, 2012). 
In this design, there is no need to integrate two data forms, but the qualitative data help 
explain the quantitative results. Accordingly, the first and second research questions of the 
study are quantitative while the third and fourth research questions are qualitative. As rec-
ommended by Creswell (2012), the two forms of data are collected, analyzed, and reported 
separately in this paper. In the discussion section, the qualitative results are discussed to see 
to what extent they explain and converge with the discussion of quantitative findings. So, 
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our study aims to scrutinize whether teacher confirmation and caring can predict students’ 
willingness to attend EFL classes and find out the differences between Chinese and Iranian 
EFL students regarding their perceptions of confirmation, caring, and willingness to attend 
classes. Moreover, it aims to explore to what extent teacher caring and confirmation influ-
ence students’ willingness to attend EFL classes and probe into the factors that can impact 
Chinese and Iranian students’ willingness to attend EFL classes. To do so, the following 
research questions were formulated: 

 1. Do teacher confirmation and caring predict Chinese and Iranian students’ willingness 
to attend EFL classes?

 2. Are there any significant differences between Chinese and Iranian EFL students 
regarding their perceptions of confirmation, caring, and willingness to attend classes?

 3. To what extent do teacher caring and confirmation influence students’ willingness 
to attend EFL classes?

 4. From Chinese and Iranian students’ perspectives, what factors can play a role in their 
willingness to attend EFL classes?

3.2. Participants 

The sample, chosen through convenience sampling, was targeted voluntarily from Chinese 
and Iranian EFL contexts. Initially, for the quantitative phase, the target Chinese and Iranian 
respondents were respectively 1006 and 532 EFL undergraduate students, whose ages ranged 
from 17 to 50, with BA or MA levels of education. To generalize the research results, both 
genders were surveyed, and they mainly came from different provinces of China and Iran. 
The demographic information of the participants is demonstrated in Table 1.

Table 1. Demographic information of the participants

Background Information Chinese Iranian

Gender
Male 407 144

Female 576 378
Others 4 5
Prefer not to specify 19 5

Level of Education
BA 1006 463

1st BA (Freshman) 910
2nd BA (Sophomore) 77
3rd BA (Junior) 19
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Background Information Chinese Iranian

4th BA (Senior)
MA 64
PhD 5
Age Range
17 6
18-20 872 183
21-28 128 310

29-50 39

For the following qualitative phase, through purposive sampling, smaller groups of 43 
and 34 participants were respectively chosen from Chinese and Iranian quantitative samples 
based on their inclination and perceived ability to provide deeper insights about the issues 
under investigation. 

3.3. Instruments

3.3.1. WTAC scale 

This scale, developed by Rajabnejad et al. (2017), measures students’ perceptions re-
garding their willingness to attend EFL classes. It has 25 items, the responses to which range 
from (1) strongly disagree to (5) strongly agree. The items assess components of Teacher 
knowledge (TK) (1, 2, 3, 4, 5, 6, 7), Teacher methodology (TM) (8, 9, 10, 11, 12, 13, 14), 
Teacher care (TC) (15, 16, 17, 18), Teacher characteristics (TCH) (19, 20, 21), and Teacher 
environment (TE) (22, 23, 24, 25) (See Appendix A for items). Reverse scoring should be 
considered for items 4, 20, 21. Rajabnejad et al. (2017) reported a Cronbach alpha coeffi-
cient of .83 for the scale, while in the present study, its Cronbach alpha coefficient was .96. 

3.3.2. Teacher confirmation scale 

Ellis (2000) developed this scale, measuring students’ perceptions of teacher confir-
mation toward them. It has 27 items ranging in their responses from never (1) to almost 
always (5). There scale has four factors of Response to questions (Items 13, 11, 2, 21, 22), 
Demonstrated interest (Items 1, 20, 24, 3, 19, 7), Teaching style (Items 10, 23, 5, 25, 6), 
and Absence of disconfirmation (4, 8, 9, 12, 14, 15, 16, 17, 18, 26, 27). Reverse scoring 
should be applied for items 4, 8, 9, 12, 14, 15, 16, 17, 18, 22, 27 (See Appendix B for 
items). Cronbach alpha coefficients of .95 and .90 were reported for this scale, respectively 
by Ellis (2000) and the present study researchers.

3.3.3. Teacher care scale 

The teacher care scale, developed by Teven and McCroskey (1997) is a bi-polar 10-item 
instrument. The items are responded to on a seven-step continuum. The bipolar items are 
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for example 1) Cares about me/Doesn’t care about me; 3) Self-centered/Not self-centered; 
9) Under-stands how I feel /Doesn’t understand how I feel (See Appendix C for items). 
Reverse scoring should be applied for items 1, 2, 6, 9. Cronbach alpha coefficients of .95 
and .83 were reported for this scale, respectively by Teven and McCroskey (1997) and the 
present study researchers.

3.3.4. Semi-structured interview 

To gather data in qualitative phase, a semi-structured one-to-one interview was held. 
Researchers developed three interview prompts, and to ensure their content validity, they 
presented the items to three expert researchers in applied linguistics. The experts, having 
made some changes to the language and sequence of the items, approved their content and 
linguistic appropriateness. See Appendix D for these interview items. 

3.4. Data collection 

To comply with ethical standards in doing educational research, participants were 
asked to sign a consent letter showing that they voluntarily took part in the study. Chinese 
and Iranian students answered the online questionnaires which were respectively prepared 
through Wenjuanxing and Google Form. For the qualitative phase, the students participated 
in an interview, lasting for around 15 minutes, run via Skype and Tencent Meeting. Data 
collection started in early June, 2021 and lasted for a period of 1.5 months. The participants 
were fully aware of their rights to withdraw from the study at any time for any discomfort. 

3.5. Data analysis

For quantitative data, statistical analyses based on SPSS software (Version 22) were 
conducted to answer the first and second research questions. Next, qualitative data were 
inductively analyzed by both researchers to ensure investigator triangulation (Nassaji, 2020). 
To this aim, MAXQDA (Version 2020) software was employed. Coding qualitative data was 
informed by Gao and Zhang’s (2020) model through which researchers (1) clean the data, (2) 
create open codes, (3) categorize relevant codes under sub-themes, (4) arrive at overarching 
themes, and (5) report and discuss the obtained codes and themes. To increase the trustwor-
thiness of findings, the audit trail technique was employed. The inductive approach to content 
analysis was employed to analyze qualitative data. In contrast to deductive content analysis 
through which codes and themes are derived from existing frameworks or studies, in the 
inductive approach, codes and themes entirely are generated from the data (Creswell, 2012). 

4. RESULTS

4.1. Quantitative Results 

Before initiating the analysis, some pre-processes were to remove problematic data. 
Initially, 1538 (532 Iranian and 1006 Chinese) solid answers were obtained. No missing 
answer was found, and data were inspected for patterns. Thus, 195 cases (51 Iranian and 
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144 Chinese) with constant patterns, 37 cases (8 Iranian and 29 Chinese) with increasing 
patterns, and 15 cases (9 Iranian and 6 Chinese) with decreasing patterns were identified 
and removed. Subsequently, the standard deviation of participants’ answers was calculated, 
and those with values below 0.5 were inspected for unengagment. Only one such case was 
found, leaving the final sample with 1290 cases (464 Iranian and 826 Chinese). 

To ensure construct validity, Confirmatory Factor Analysis (CFA) was performed. The 
initial model had three constructs (WTAC, Confirmation, and Care), two of which had a 
number of components, making the model a second-order one. First, each construct was 
probed for non-significant loadings in unstandardized estimation and/or low estimates (below 
0.45) in standardized estimation (Appendix E shows the results). 

As reported in Appendix E, no non-significant unstandardized estimates were found. 
However, 10 items, i.e., two items (W01 and W04) from teacher knowledge, two items 
(W20 and W21) from teacher characteristics, one item (W23) from teacher environment, one 
item (T22) from response to question, one item (T26) from the absence of disconfirmation, 
and three items (C03, C05, and C06) from teacher care had standardized estimates below 
0.45; thus, they were excluded. Moreover, as the exclusion of W20 and W21 from teacher 
characteristics left this component with one item (W19) with no strong standardized estimate 
(i.e., .477), we decided to exclude this component from the analysis.

Next, modification indices with the threshold of 10 were checked, and suggestions that 
were not contradictory to the literature were applied. Figure 3 delineates the final modified 
CFA model. 

Figure 3. The final modified CFA model with standardized estimates
 

Figure 3. The final modified CFA model with standardized estimates 
 

After applying modifications, the model’s goodness of fit was examined. According to 
Hu and Bentler (1999), for the model to have goodness of fit, a number of criteria have to 
be met. These criteria, alongside values obtained from the data, are reported in Table 2. 
 

Table 2. Evaluation of the CFA goodness of fit 
 
Criteria 

 Threshold  
Evaluation Terrible Acceptable Excellent 

CMIN 3478.87     
Df 1209     
CMIN/df 2.877 > 5 > 3 > 1 Excellent 
RMSEA .056 > 0.08 < 0.08 < 0.06 Excellent 
CFI .928 < 0.9 > 0.9 > 0.95 Acceptable 
TLI .924 < 0.9 > 0.9 > 0.95 Acceptable 
SRMR .051 > 0.1 > 0.08 < 0.08 Excellent 
 

Results reported in Table 2 indicate acceptable to excellent goodness of fit. To make 
sure that the proposed model is applicable to participants from both cultures, measurement 
invariance was tested. The results of running the test on culture for the unconstrained model 
was χ2(2418) = 5043.8 and for the constrained model was χ2(2433) = 5063.1. Difference 
(Δχ2(15) = 19.3, p = .20 > .05) among the cultures at the model level was not significant. 
Therefore, the invariance of the model was ensured.  

Next, as indicated in Table 3, discriminant validity and composite reliability (CR) for 
each factor were examined. CR values of all variables were above 0.7, which reveal 



Yongliang Wang and ali derakhshan Theacher confirmationand caring in Chinese...

175

After applying modifications, the model’s goodness of fit was examined. According to 
Hu and Bentler (1999), for the model to have goodness of fit, a number of criteria have 
to be met. These criteria, alongside values obtained from the data, are reported in Table 2.

Table 2. Evaluation of the CFA goodness of fit

Criteria

Threshold

EvaluationTerrible Acceptable Excellent

CMIN 3478.87
Df 1209
CMIN/df 2.877 > 5 > 3 > 1 Excellent
RMSEA .056 > 0.08 < 0.08 < 0.06 Excellent
CFI .928 < 0.9 > 0.9 > 0.95 Acceptable
TLI .924 < 0.9 > 0.9 > 0.95 Acceptable
SRMR .051 > 0.1 > 0.08 < 0.08 Excellent

Results reported in Table 2 indicate acceptable to excellent goodness of fit. To make 
sure that the proposed model is applicable to participants from both cultures, measurement 
invariance was tested. The results of running the test on culture for the unconstrained model 
was χ2(2418) = 5043.8 and for the constrained model was χ2(2433) = 5063.1. Difference 
(Δχ2(15) = 19.3, p = .20 > .05) among the cultures at the model level was not significant. 
Therefore, the invariance of the model was ensured. 

Next, as indicated in Table 3, discriminant validity and composite reliability (CR) 
for each factor were examined. CR values of all variables were above 0.7, which reveal 
acceptable reliability. The average variance explained for each factor was safely above .5, 
and the maximum shared variance (MSV) for each factor was below its AVE. These two 
conditions support the convergent validity of the model. Additionally, the square root of 
AVE (the bold values in the table) was above inter-correlations of the factors, indicating 
discriminant validity according to Fornell and Larcker (1981). 
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Table 3. Validity and reliability of the factors

Fornell - Larcker Criterion

CR AVE MSV Teacher Care Willingness Confirmation

Teacher Care 0.837 0.502 0.462 0.708

Willingness 0.962 0.863 0.589 0.607** 0.929

Confirmation 0.901 0.849 0.589 0.679** 0.768** 0.921

** Correlation is significant at p < .01

Inspection of correlations (values not in bold under Fornell-Larcker Criterion) docu-
mented that there are significant correlations between all pairs of factors. Strong correlations 
were found between confirmation and WTAC (r = .768), confirmation and care (r = .679), 
and WTAC and care (r = .607). 

Using regression imputation, data in the CFA model was imputed for use in subsequent 
analysis. Regression imputation works like the calculation of average scores for each com-
ponent, yet it is a more accurate measure as it considers the weighted share of each item 
in calculating average. Each item is weighted based on its share of explaining the average 
variance of its component. Table 4 presents descriptive statistics for the imputed constructs.

Table 4. Descriptive statistics of the scores after regression imputation (N = 1290)

N Min. Max. Mean SD Skewness Kurtosis

Teacher Care

Iranian 464 2.19 6.76 4.9949 .87801 -.292 -.164

Chinese 826 2.50 6.77 5.2816 .93937 -.150 -.721

Total 1290 2.19 6.77 5.1785 .92770 -.162 -.503

Willingness

Iranian 464 1.53 4.45 3.4410 .50556 -.644 .626

Chinese 826 1.42 4.49 3.6598 .53277 -.707 1.133

Total 1290 1.42 4.49 3.5811 .53340 -.623 .834

Confirmation

Iranian 464 1.25 4.74 3.6415 .57284 -.540 .564

Chinese 826 1.18 4.75 3.9204 .56607 -.666 .576

Total 1290 1.18 4.75 3.8201 .58385 -.585 .461

As reported in Table 4, distributions of scores showed normality as both skewness and 
kurtosis values were below absolute value of 3. To answer the first research question, a 
regression analysis using structural equation modeling was run to examine the predictabil-
ity of WTAC by care and confirmation. The measurement model is presented in Figure 4. 
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Figure 4. The measurement model

Table 5 reports the results of the analysis. It should be noted that, in running the anal-
ysis, the imputed values extracted from CFA were used.
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Table 5. Results of multiple linear regression analysis with SEM 

   Weight S.E. C.R. P β 
R2 Multiple 

correlation 
R2 

Willingness <--- Teacher Care .081 .014 5.931 .000 .141 .020 .689 

Willingness <--- Teacher 
Confirmation .656 .022 30.136 .000 .718 .516 

Teacher 
Care <--> Teacher 

Confirmation .410 .019 21.680 .000 .758   

 
As reported in Table 5, after taking into account covariance between confirmation and 

caring, the variables could jointly predict 68.9% of the variance in WTAC. Both variables 
were significant predictors of WTAC, among which confirmation was a better predictor (β 
= .718, p = .000 < .01), uniquely explaining 51.6% of the WTAC variance.  

To answer the second research question, three sets of independent samples t-tests were 
run. As reported in Table 4, distributions showed normality, legitimizing running this kind 
of parametric test (Table 6). 
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As reported in Table 6, for all variables, difference was significant at p < .01 with the 
Chinese participants significantly outperforming the Iranians. 

4.2. Qualitative Results 

Regarding the third research question, analysis of qualitative data revealed that 39 and 
4 Chinese students believed that care predicts WTAC respectively to a great extent and to 
some extent. Moreover, 38 and 5 Chinese students believed that confirmation predicts WTAC 
respectively to a great extent and to some extent. Appendix F presents Chinese students’ 
excerpts highlighting the role of care and confirmation in WTAC. Similarly, 30 and 4 Iranian 
students believed that care predicts WTAC respectively to a great extent and to some extent. 
Besides, 31 and 3 Iranian students believed that confirmation predicts WTAC respectively to 
a great extent and to some extent. Appendix G presents Iranian students’ excerpts signifying 
the role of caring and confirmation in WTAC.

Figure 5 and Figure 6 present the analysis of the data pertaining to the fourth research 
question revealing different categories of factors mentioned by both groups to influence WTAC. 

Table 6. Independent samples t-tests
 

Table 6. Independent samples t-tests 
 

 

Levene's 
Test for 
Equality of 
Variances t-test for Equality of Means 

F Sig. T Df 

Sig. 
(2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

95% 
Confidence 
Interval of the 
Difference 

Lower Upper 
Teacher Care Equal 

variances 
not 
assumed 

7.238 .007 -
5.487 

1014.457 .000 -.28669 .05225 -
.38922 

-
.18417 

Willingness Equal 
variances 
assumed 

.830 .363 -
7.212 

1288 .000 -.21888 .03035 -
.27842 

-
.15934 

Confirmation Equal 
variances 
assumed 

.015 .904 -
8.455 

1288 .000 -.27887 .03298 -
.34357 

-
.21416 

 
As reported in Table 6, for all variables, difference was significant at p < .01 with the 

Chinese participants significantly outperforming the Iranians.  
 

4.2. Qualitative Results  
Regarding the third research question, analysis of qualitative data revealed that 39 and 

4 Chinese students believed that care predicts WTAC respectively to a great extent and to 
some extent. Moreover, 38 and 5 Chinese students believed that confirmation predicts 
WTAC respectively to a great extent and to some extent. Appendix F presents Chinese 
students’ excerpts highlighting the role of care and confirmation in WTAC. Similarly, 30 
and 4 Iranian students believed that care predicts WTAC respectively to a great extent and 
to some extent. Besides, 31 and 3 Iranian students believed that confirmation predicts 
WTAC respectively to a great extent and to some extent. Appendix G presents Iranian 
students’ excerpts signifying the role of caring and confirmation in WTAC. 

Figure 5 and Figure 6 present the analysis of the data pertaining to the fourth research 
question revealing different categories of factors mentioned by both groups to influence 
WTAC.  

 

 
 

Figure 5. Factors affecting Chinese students’ WTAC 



Yongliang Wang and ali derakhshan Theacher confirmationand caring in Chinese...

179

Figure 5. Factors affecting Chinese students’ WTAC
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More particularly, According to Figure 5 and Figure 6, both Chinese and Iranian 
participants referred to a range of student-, teacher-, context-, and task-related factors. 
Likewise, for both groups, the teacher-related factors category involved the largest portion 
of answers, including sub-categories of interpersonal, personal and professional factors 
playing role in WTAC. Furthermore, in line with the quantitative findings, for teacher 
interpersonal factors, both Chinese and Iranian groups referred to teacher-student rapport, 
teacher caring, confirmation, and support as communication instances enhancing WTAC.  
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Furthermore, the positive role of confirmation for WTAC in this study is in congruence 
with findings of other studies reporting that instructor confirmation, as an example of 
instructor relationship-building behavior, improves students’ motivation (Croucher et al., 
2021), achievement (Hsu, 2012), engagement (LaBelle & Johnson, 2020), satisfaction 
(Goodboy et al., 2009), willingness to communicate, and involvement (Sidelinger et al., 
2010). In fact, this finding is justifiable by the rhetorical/relational goal theory which 
explains that when teachers employ confirmation cues like answering students’ questions, 
indicating concern for students’ learning, and using an interactive teaching style (Burns et 
al., 2017), they convey this message to students that they are valuable. Thus, when students 
feel that teachers confirm their presence and importance, they are more prone to be present 
in classes.  

Similarly, the positive influence of care on WTAC in this study first empirically 
supports rhetorical/relational goal theory (Mottet et al., 2006) and second is in congruence 
with results of previous studies which found that high levels of teacher care lead to 
students’ improved performance, engagement, satisfaction, respect, learning, well-being, 
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More particularly, According to Figure 5 and Figure 6, both Chinese and Iranian partic-
ipants referred to a range of student-, teacher-, context-, and task-related factors. Likewise, 
for both groups, the teacher-related factors category involved the largest portion of answers, 
including sub-categories of interpersonal, personal and professional factors playing role in 
WTAC. Furthermore, in line with the quantitative findings, for teacher interpersonal factors, 
both Chinese and Iranian groups referred to teacher-student rapport, teacher caring, confir-
mation, and support as communication instances enhancing WTAC. 

6. dISCUSSIoN

To address the recent call for studying teacher interpersonal behaviors in L2 education 
(Xie & Derakhshan, 2021), in this research, by drawing on rhetorical/relational goal theory 
(Mottet et al., 2006), we did a cross-cultural comparison of the role of instructor care and 
confirmation in Chinese and Iranian EFL students’ WTAC. 
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Concerning the first research question, results indicated that both confirmation and care 
were significant positive predictors of Chinese and Iranian EFL students’ WTAC. These 
results find further empirical support to this theoretical proposition of rhetorical/relational 
goal theory that positive instructor interpersonal behaviors favorably influence students’ ed-
ucational outcomes including WTAC (Xie & Derakhshan, 2021). Furthermore, the positive 
role of confirmation for WTAC in this study is in congruence with findings of other studies 
reporting that instructor confirmation, as an example of instructor relationship-building 
behavior, improves students’ motivation (Croucher et al., 2021), achievement (Hsu, 2012), 
engagement (LaBelle & Johnson, 2020), satisfaction (Goodboy et al., 2009), willingness to 
communicate, and involvement (Sidelinger et al., 2010). In fact, this finding is justifiable by 
the rhetorical/relational goal theory which explains that when teachers employ confirmation 
cues like answering students’ questions, indicating concern for students’ learning, and using 
an interactive teaching style (Burns et al., 2017), they convey this message to students that 
they are valuable. Thus, when students feel that teachers confirm their presence and impor-
tance, they are more prone to be present in classes. 

Similarly, the positive influence of care on WTAC in this study first empirically sup-
ports rhetorical/relational goal theory (Mottet et al., 2006) and second is in congruence with 
results of previous studies which found that high levels of teacher care lead to students’ 
improved performance, engagement, satisfaction, respect, learning, well-being, and motivation 
(Derakhshan et al., 2019; Xie & Derakhshan, 2021). Thus, it seems that when teachers show 
caring behaviors like being empathetic toward students, maintaining equal eye contact with 
all, and showing interest in students’ learning (Gabryś-Barker, 2016), students’ emotional and 
psychosocial needs are met (Noddings, 2012). Thus, they are more inclined toward being 
regularly present in classes.

Regarding the second research question, the results of three sets of independent samples 
t-tests showed significant differences between the two groups for their perceptions of care, 
confirmation, and WTAC, with Chinese participants, significantly outperforming Iranians. 
This result is in line with that of Pishghadam et al. (2021), showing a significant difference 
in Iranian and Iraqi students’ perceptions of instructor credibility, stroke, effectiveness, and 
WTAC. This result can be explained by taking mentioning that while Chinese and Iranian 
cultures are both instances of Asian cultures, they have unique systems of thinking, conceiv-
ing, and acting (Wang, Derakhshan, & Rahimpour, 2022). Thus, Chinese and Iranian EFL 
students’ different perceptions of care, confirmation, and WTAC are justifiable as the culture 
in which people live directly affects their belief systems (Klassen, 2004). Furthermore, the 
two groups’ different levels of perception might be related to this argument that the cultural 
context in which teachers live constantly constructs and reconstructs the way they think, 
act, and teach and also the way their actions are perceived by students (Richards, 2014). 

Concerning the third research question, content analysis of qualitative data revealed that, 
in line with the quantitative results, the majority of Chinese and Iranian students believed 
that both care and confirmation were significant predictors of WTAC. More particularly, in 
line with Nodding’s (2012) conceptualization of care as an interpersonal behavior used to 
meet students’ emotional and psychological needs, Chinese students explained that caring is 
a basic psychological need and if this need is satisfied, students are more willing to attend 
classes. This finding supports rhetorical/relational goal theory which posits that teachers’ 
use of interpersonal behaviors helps meet students’ relational goals, which in turn results in 
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better academic outcomes like WTAC (Mottet et al., 2006). Similarly, they mentioned that 
when teachers show confirmation of students’ presence and value by respecting, loving, and 
paying attention to students, teachers could create a friendlier classroom atmosphere, which 
promotes enthusiasm for class presence. This finding is in line with those of Pishghadam 
et al. (2019) and Pishghadam et al. (2021) which showed that credibility and stroke as two 
teacher positive interpersonal variables could increase Iranian and Iraqi students’ WTAC. 
In the same vein, in this study, Iranian students believed that teachers’ caring for students’ 
needs and enacting confirming behaviors that improve the relationship with students moti-
vate students to attend classes regularly. This finding supports previous empirical evidence 
which showed that teacher confirmation and care can positively predict students’ academic 
outcomes (Croucher et al., 2021; Derakhshan, 2022a). 

As for the fourth research question, analyses of further qualitative data revealed that 
both Chinese and Iranian participants named a spectrum of student-, teacher-, context-, and 
task-related factors as predictors of WTAC. Similarly, for both groups, teacher-related factors 
involved the largest portion of answers. As mentioned by Borg (2018), teacher effective 
professional practice is one of the essential cornerstones of building a successful educational 
system. Furthermore, in line with the quantitative findings, among the teacher interpersonal 
factors, both Chinese and Iranian groups referred to teacher-student rapport, teacher car-
ing, confirmation, and support as communication instances enhancing WTAC. This finding 
implies that a number of factors influence students’ WTAC. However, the prominence of 
teacher-related factors in both groups’ findings reflects the crucial role of teachers in stu-
dents’ academic performance. This is in line with the findings of Derakhshan, Doliński, et 
al. (2022) which found that for both Iranian and Polish groups of EFL university students, 
teacher interpersonal factors were the most contributing elements to their engagement. 

Overall, all quantitative and qualitative results indicate that teachers’ interpersonal behaviors 
permeate every aspect of education, one of its most important ones is WTAC (Pishghadam 
et al., 2021). In line with this finding, McIntyre et al. (2020) state that “teachers make 
great impact … in every moment of classroom learning” and “teachers’ moment-to-moment 
behaviours create an ever-evolving picture of who the teacher is” (p. 1). More particularly, 
as revealed through the results of the fourth research question, among the teacher qualities 
raised by Chinese and Iranian EFL students, teacher positive interpersonal communication 
behaviors were the most significant contributors to WTAC. This finding is associated with 
those of previous studies, highlighting the desideratum of teacher positive interpersonal 
behaviors for enhancing students’ attendance, functioning, and learning (e.g., Croucher et 
al., 2021; Xie & Derakhshan, 2021). 

6. IMpLICATIoNS

The results obtained in this study can enhance the knowledge and practice of stakeholders 
in L2 education. To start with, by pursuing such new findings in the area of instructional 
communication research, EFL teachers can broaden their perspectives toward responsibilities 
in classroom and understand that teachers’ effectiveness encompasses not only successful 
conveying of L2 knowledge but more importantly quality interpersonal relationships with 
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students. By becoming aware of positive communication behaviors like confirmation and 
caring, teachers are empowered to provide an enjoyable classroom environment and as a 
result increase WTAC. Furthermore, such findings can guide the practice of teacher educa-
tors as they can regard knowledge of how to effectively communicate with students as an 
essential lynchpin to what they teach in teacher education programs.

Teacher educators are expected to attend to teachers’ continuing professional develop-
ment needs in such programs (Derakhshan et al., 2020) by preparing teachers for skillfully 
tackling the day-to-day challenges of language teaching, one of which is how to maintain 
students’ enthusiasm for regularly attending classes. Accordingly, teacher educators can 
develop teachers’ knowledge of communication behaviors like care, immediacy, clarity, or 
confirmation. Besides, our findings can aid students’ parents to better understand reasons for 
students’ (dis)inclination to attend classes and understand the significant role that teachers 
play in this process. Finally, through these findings, policymakers and instructor recruitment 
committees can place communication behaviors in the spotlight when employing EFL teachers.

The present study investigated the role of care and confirmation in WTAC. Future stud-
ies can address the role of other teacher communication behaviors like immediacy, clarity, 
humor, or interactional justice for reaching a more comprehensive view of different teacher 
relationship-building tendencies in EFL classes. Second, this study targeted students from 
China and Iran. Future researchers can engage in multi-cultural investigations of students 
from other cultures like those in Japan, Italy, Poland, Spain, or Germany. Third, in the 
current research, only students’ perceived WTAC was investigated. Other researchers can 
explore what influences teacher communication behaviors have on students’ actual rate of 
class attendance. Fourth, this study unraveled students’ WTAC where the target language was 
English. Future studies can replicate the current study in classes of other foreign languages 
such as Chinese, Arabic, Italian, or French. Moreover, such a replication study can be done 
in English as a medium of instruction context where English is used as a means to convey 
content knowledge to students in higher education.
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Appendix C. Teacher Care Scale. Each item provides a seven-step continuum
for the response (Teven &McCroskey, 1997)
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Appendix E. Unstandardized and standardized estimates of the initial CFA model
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Appendix F. Chinese students’ opinions regarding the role of teacher
caring and confirmation in students’ WTAC 
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Appendix G. Iranian students’ opinions regarding the role of teacher caring
and confirmation in students’ WTAC
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