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ABSTRACT

In the context of language instruction and learning, L2 willingness to
communicate (WTC) is a relevant factor in learners’ language use. It is viewed as a
volitional process influenced by individual, social, linguistic, and situationally dependent
factors. Foundational research focuses on either trait or state WTC-influencing factors as
separate entities. Current research considers the dynamic relationship that occurs
between the two though less research exists on how WTC manifests in classroom
interaction. This study investigates such differences by examining learners’ self-reported,
perceived trait WTC and situational state WTC. It treats WTC as a dynamic entity which
is shaped by learners’ investment in language learning and the identity they take on as
language learners. It considers the relationship of WTC to its three most influential trait
variables: motivation, L2 perceived competence, and L2 anxiety. It presents findings of
additional variables influencing state WTC. Data were comprised of questionnaire
surveys, focal participant interviews, and classroom observations. Quantitative data
consisted of 39 participants, and qualitative data consisted of 12 focal participants. The
importance of the present study lies in its investigation of WTC in relation to trait and
state factors, and its stance that investment in L2 learning is a key factor in fostering
classroom WTC. Finally, it explores how WTC can be positively fostered to optimize the
learner’s language experience.
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CHAPTER 1
INTRODUCTION
Introduction
This study seeks to explore the affective and social factor of willingness to
communicate (WTC) in language learners taking an intermediate conversation course in a
Spanish program at a large urban university. The purpose of this study is to investigate
WTC as a dynamic part of the language learner that is influenced by both trait and state
influenced factors. It first explores what relationship exists between the most influential
factors in influencing trait WTC: foreign language classroom anxiety, self-perceived
communication competence, and motivation. Next, it examines how these factors
influence individuals’ L2 classroom WTC and what additional factors influence learners
at the state WTC level. Lastly, it explores how L2 learners’ investment in language
learning and L2 identity relate to their WTC. Participants in the study consisted of 39
students with 12 focal participants who were a part of the larger data set.
The introductory chapter begins with background and context framing the setting
for this study. Next, a problem statement is introduced showing the gap in current WTC
research. It is followed by a statement of purpose and the research questions to be
addressed. The research approach, researcher, rationale, and significance are described.
Finally, clarification of key terminology used in this study is provided with an overview
of the proceeding chapters.
Background and Context
The idea to research willingness to communicate is rooted in my own experience
as a second language learner and educator. WTC was first defined by McCroskey and
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Baer (1985) as “a personality-based, trait-like predisposition that is fairly consistent
across a variety of communication contexts and types of receivers” (p. 1). They
acknowledged that it could be also situationally-dependent but believed it was first and
foremost an inherent part of an individual’s personality. As a second language speaker of
Spanish, I know firsthand the hesitation to speak that can come in the classroom. As a
language educator, my primary research interest has been what motivates students to
learn and inclines them to actively participate in the Spanish classroom. In particular, my
interest stems from observing students who exhibit the inclination to speak: those who
know how to answer a question or want to speak the language in front of others, but do
not raise their hand or further the conversation. What holds them back? Student
reticence is often taken as a sign of being unmotivated or disengaged. However, foreign
language classroom anxiety (FLCAS) and self-perceived communication competence
(SPCC) can also hinder learners from speaking even when the inclination to do so is
present. I wondered what additional factors may influence these learners’ decision not to
speak and, more importantly, what factors could help students feel empowered to speak,
whether provided outside of class or once they enter the room.
With this information in mind, I was led to the concept and design of this thesis.
It explores the impact of the most influential variables on WTC: motivation, anxiety, and
self-perceived communication competence. In addition, it explores the influence of
situational variables in and outside of the classroom that impact classroom WTC.
Finally, it considers WTC in relation to learner investment and identity beyond traditional
understandings of language learning motivation, suggesting that opportunities to engage
with the L2 outside of class can foster greater WTC in the classroom. My hope is that in
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understanding the dynamic of WTC in individual learners, I can be more in tune with the
needs of my students and better support their learning experience.
To address the focus of this project, willingness to communicate (WTC) is of
great importance in the field of Instructed Second Language Acquisition (ISLA). When
individual learner differences are taken into account in instructional design, educators can
better support L2 learning. Further, when learners produce the L2, they are able to
improve confidence, fluency, and proficiency. Therefore, fostering an environment that
supports learner WTC is of the utmost importance.
WTC was originally conceptualized by McCroskey and Baer (1985) as a trait
specific quality; that is, one that is inherent to a learner’s personality and therefore not
easily changeable. The body of research on L2 WTC as trait-specific (McCroskey &
Baer, 1985; Zakahi & McCroskey, 1989; MacIntyre & Gardner, 1994; MacIntyre, Noels,
& Clément, 1997; Hashimoto, 2002; Peng & Woodrow, 2010; Lahuerta, 2014) has shown
a strong correlation to three internal affective factors: motivation, anxiety, and selfperceived communication competence in the target language.
However, subsequent research (MacIntyre & Charos, 1996; Zenuk-Shimizu,
2004; Cao, 2009, 2014; Peng, 2014) has shown that WTC can be situationally specific,
meaning that it is contingent on the environment the learner is in and how the learner
interacts with others within that space. These two types of WTC are commonly referred
to by WTC researchers as trait and state WTC. Many factors have been researched that
can contribute to state WTC such as gender of interlocutors, task type, classroom
conditions (such as desk layout), or time of day (a mid-morning class versus an evening
class). Presently, most researchers agree that both trait and state factors co-exist and that
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learners’ WTC is influenced by both to some extent. However, there is not an agreement
as to whether trait WTC is influenced by state-related factors but fundamentally stays
true to the learner’s inherent qualities, or if state factors can completely change a
learner’s WTC regardless of his or her trait tendencies. This research will be described in
the following two chapters in review of the existing literature.
Statement of the Problem
WTC research to date has undergone an evolution in its conceptualization as a
quality influenced by trait to state based factors. Although the research supports WTC as
dynamic, influenced by both types of factors, there is very little research that extensively
explores this relationship over time and the dynamic between the two (Cao, 2009, 2014).
Further, no research has extensively sought to conceptualize WTC using a perspective
other than trait, state, or the “dynamic” interplay other than an article by Peng (2014)
which did so from an ecological perspective within the concept of an imagined
community (Anderson, 1991; Kanno & Norton, 2003). The present study therefore takes
a unique approach to conceptualize WTC as being influenced by a learner’s L2
investment and a part of his or her L2 identity (Norton, 1995, 2000, 2014). It
accomplishes this by focusing on the three most influential variables impacting trait
WTC. Further, it observes WTC taking into consideration additional influencing factors
as garnered through interview results. Finally, it considers learners’ experiences without
conducting experimental treatments to the classroom setting as is found in many existing
WTC studies. It is the first study to focus on investment in language learning as one of
the most impactful variables for influencing WTC, beyond a traditional understanding of
L2 motivation.
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Statement of Purpose and Research Questions
The current belief held by the majority of researchers is that WTC is dynamic.
However, research approaches have been more quantitatively focused, relying heavily on
questionnaires. While valuable information can certainly be gained from learner’s
questionnaire reports, WTC is an individual learner factor that is subject to change based
on emotion and state-based factors. Therefore, a qualitative approach allows for more indepth analysis of what factors impact a learners’ WTC during interaction. The extent of
qualitative research into WTC is sparse, consistently mainly of interview data or minimal
classroom observation. Further, much WTC research focuses specifically on one variable
for the sake of investigative control; for example, gender, age, or proficiency level, in
relation to WTC. Finally, WTC research has not extensively delved into how social
relationships with the L2 community and amongst peers may impact WTC. Therefore, I
see the need for more research at the qualitative level and accounting for the impact of
these interactions on WTC.
I consider WTC from a perspective that has yet to be extensively explored: the
theoretical framework of investment and identity as conceptualized by Norton (1995,
2000, 2014). Within this framework, learners’ communicative tendencies are directly
impacted by the perception they have of their belonging, value, and capability in a speech
group. WTC trait-based research has focused on personality and affective factors but not
how a learner sees him or herself in relation to his peers. Further, although state-based
research has explored the effect of environment and interaction on WTC, it has not done
so using the concept of investment. Therefore, I propose investment as it relates to
individuals’ feelings of belonging and value in their classroom community and future,
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imagined communities (Anderson, 1991; Kanno & Norton, 2003); that is, social groups
students wish to successfully become part of.
With this information in mind, the present study addresses the following research
questions:
(1) How did the variables of foreign language classroom anxiety, self-perceived
communication competence, and motivation relate to trait WTC?
(2) What variables are found to influence state WTC within learners?
(3) How do the learners’ feelings of L2 investment and identity relate to their WTC?
Research Approach
With approval of the University’s Institutional Review Board, I investigated the
classroom experiences and communicative self-perceptions of twelve volunteer
participants enrolled in a conversational Spanish course at the University over the course
of one full semester. Both quantitative and qualitative data were collected for analysis.
Quantitative data were collected at the start of the semester, and correlations of
variables were analyzed in SPSS. The measurement of trait WTC is traditionally found
from learners’ self-reports through questionnaires about their comfort speaking in groups
with different levels of interlocutor familiarity with interlocutors. Questionnaires were
completed for the three most influential factors on WTC: motivation, anxiety, and
perceived language competence.
Qualitative data were collected and analyzed (as described in Stake, 2010 and
Creswell, 2013) primarily through focal participant interviews and secondarily through
classroom notes and observations of participatory behavior. In two interviews, one that
took place once at the beginning of the semester and another at the end of the semester,
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participants were asked questions pertaining to their L2 WTC, motivation, anxiety, and
self-perceived language competence. Additionally, over the course of the semester, a
tally chart was kept for the volunteered responses of all learners in whole class
discussions for every class meeting. Data were also collected through audio and video
footage of each focal participant’s class interactions in pair, small group, and whole class
discussion during eight class meetings. During each week of recording, each of the 12
focal participants met with the investigator for retrospective, ‘stimulated-recall’
interviews in which they watched parts of the recordings and were asked questions about
the week’s classroom interactions (Gass & Mackey, 2000). For the purpose of this study,
only the results from the first and last interviews were used for analysis. Finally,
exploration into the relationship of investment and identity with WTC came from
responses provided by learners in interviews and observation of their interaction with
peers.
The interview portion of the qualitative data was crucial in delving deeper into
WTC as a personal, individualistic quality. Questions focused on feelings toward
language learning and how the learners felt during different peer-grouped activities. The
questions addressed embarrassment, confidence, fear, and nervousness, as well as reasons
for learning Spanish and feelings of belonging as L2 speakers (Norton, 2014; Cao, 2009,
2014).
This study took into consideration the previous quantitative and qualitative WTC
research and used a mixed-methods approach. It followed the research methods of other
WTC researchers that incorporate surveys, tallies, recordings, and interviews (Kang,
2005; Léger & Storch 2009; Cao & Philp, 2006; Cao, 2014; Yashima, MacIntyre &
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Ikeda, 2016; Pawlak, Mystkowska-Wiertelak & Bielak, 2016). The research approach
and data analysis methods are explained in detail in chapter three.
The Researcher
This study was conducted while the researcher was employed as a Teaching
Assistant in the Department of Spanish and Portuguese at Temple University, a large,
urban institution. By being both instructor and researcher, she was able to know the
study participants well. This was beneficial during interviews for creating a relaxed
interview setting. She was also able to conduct the study using practitioner-based
enquiry (as described in Murray & Lawrence, 2010), a way to inform her own practice
through ongoing self-reflection.
The researcher acknowledges that the teacher-student relationship could be of
concern for the investigator-participant relationship. It could possibly cause the
participants to monitor their responses about their classroom experiences, or it could
create a potential bias in the investigator’s interpretations of findings. To address the
issue of potential subjectivity, a systematic procedure for recording interview responses
and for observing classroom interactions was taken. This protocol has been included in
the methodology section. The researcher engaged in ongoing note-taking regarding
participant responses and unbiased interview procedures throughout the data collection
period (Stake, 2010) as well as discussing with her dissertation advisor throughout the
process.
Rationale and Significance
The rationale for this study came from the discovery of the lack of close,
qualitative analysis for investigating the effect of variables on WTC in classroom peer
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interaction and the missing link of WTC to L2 investment and identity. The look into
learners’ feelings and experiences, through interviews and observations, considers both
trait and state influences as dynamically acting together. Further, though investment and
identity are explored in current language learning research, they are not yet explored as
related to classroom WTC. I see the lack of this link as a gap in the research since so
much of learners’ decision to communicate comes from the social situation they are in
and how they feel in relation to others, especially the L2 community. Investment theory
acknowledges that the learner is acting as an individual within a social sphere in contact
with other learners. This interaction possesses a dynamic nature in that WTC can
fluctuate based on whom the learner interacts with and in what context. The significance
in contribution, therefore, lies in considering L2 investment and identity as possible
influences of WTC in place of the static trait of motivation.
Clarification of Key Terminology Used in This Study
The key terminology used in this study that requires clarification includes trait
WTC, state WTC, dynamic, identity, and investment. As WTC is the focus of this study,
the two terms traditionally used to describe it will be heavily referenced, trait WTC and
state WTC.
Trait WTC will be used to refer to a learner’s affective, personality-inherent,
internal WTC (McCroskey & Baer, 1985) and has also been referred to in research as
trait-specific WTC or a trait-specific quality. This measure is considered a part of the
learner such as personality and how the learner self identifies; for example, shy, talkative,
introverted, extroverted. It is traditionally found from learners’ self-reports through
questionnaires and surveys about their comfort speaking in small and large groups,
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interlocutor familiarity, and level of speaking anxiety. Additional variables contributing
to learners’ trait WTC are affective factors; specifically, motivation, anxiety, and
perceived language competence, as discussed in this study.
The term state WTC, also seen as situational specific WTC, state specific quality,
and state-based, refers to any factor not inherent in the learner’s personality but related to
the classroom environment, situation, or interaction the learner takes part in (McCroskey
& Baer, 1985; MacIntyre, Baker, Clément, and Conrod, 2001; Yashima, Zenuk-Nishide,
and Shimizu, 2004; MacIntyre, 2007; Cao, 2009). It is considered an external factor
influencing or acting upon the learner’s trait WTC. It occurs independently of trait WTC.
A nuanced definition of situational specific/state WTC refers to a learner’s emotional
reaction due to a specific event, such as a task type, a put down from a peer, or mode of
communication (presentational, interpersonal). A measure of state WTC is gained from
narrative interview responses from learners describing their language experience and
from analysis of class interactions.
The term dynamic is defined as “(of a process or system) characterized by
constant change, activity or progress” (OxfordDictionaries.com, 2018). In reference to
physics, it is defined as “relating to forces producing motion. Often contrasted with
static” (OxfordDictionaries.com, 2018). In linguistics, it is considered as a verb
“expressing an action, activity, event, or process. Contrasted with stative”
(OxfordDictionaries.com, 2018). The explanation of dynamic as in movement and
process is how it is to be understood when discussing WTC. In WTC research, dynamic
can be used in two instances. First, is used to refer to the interaction between trait and
state variables as constantly changing and interacting with one another within a learner.

11
Next, it is used to explain the changeable moment-to-moment and context-to-context
nature of situational WTC during peer interaction due to context-dependent variables
such as topic, interlocutor, task, and group type.
Identity as a term has been used to refer to one’s sense of self in many different
contexts. In this study, it refers specifically to the learner’s identity as an L2 speaker as
well as a member of the L2 community of speakers, whether other learners or native L2
speakers. Norton (1995, 2000, 2014) defined identity as a phenomenon “constantly
changing across time and space” (Norton, 1995, p. 18). It is comprised of a combination
of factors such as a learner’s major, academic level, socioeconomic status, gender, race,
religion, and language.
Another term used within the same theoretical framework of identity is that of
investment (Norton, 1995, 2000, 2014). Investment is a concept in which learners’
communicative tendencies are directly impacted by the perception they have of their
belonging and value in the speech group. Norton used investment as a term that
“attempts to capture the relationship of the language learner to the changing world” and
considered the learner as having “a complex social identity” (Norton, 1995, p. 17).
Therefore, in linking a learner’s WTC with his or her investment in the language, a
learner is not described as having a specific motivator or fixed personality trait. Rather,
learners are “constantly organizing and reorganizing a sense of why they are and how
they relate to the social world” (Norton, 1995, p. 18). Investment as related to WTC can
account for the multilayered reasons that learners are inclined to learn an L2 and to
engage in speech. The two concepts are tied together in that, when learners speak with
different peers and members of the L2 community, they understand how they fit into the
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communicative space (identity) and what learning the language means to them
(investment). Any other terminology not referenced throughout the thesis but used in
specific chapters will be defined in that particular chapter.
Overview
This dissertation contains six chapters. Chapter one serves as an introduction.
Chapters two and three provide an in-depth look at the literature and research relevant to
this project including prior research, current views on WTC, and theoretical framework.
Chapter four describes the research methodology including data collection rationale,
methodology, and the analysis process. Chapter five is a detailed analysis of the
quantitative and qualitative data information gathered from participants’ surveys,
interview responses, and whole classroom participation tallies. Finally, chapter six is a
discussion of the theoretical and pedagogical findings, including limitations and
recommendations for further research.
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CHAPTER 2
LITERATURE REVIEW PART I
Introduction
This chapter and chapter three review the literature pertinent to the areas of
interest in this study. They contain three parts: first, in this chapter, the original
conceptualization of WTC and the main factors influencing it; second, also in this
chapter, current investigations on and perspectives on WTC as dynamic; and third, in
chapter 3, the relationship between the existing WTC perspectives and the theoretical
framework for this study. The first section narrates the origin of WTC in the L1 and the
empirical understanding of factors influencing L2 WTC. It describes trait WTC as an
inherent disposition, its variables, and how its reconceptualization shifted to incorporate
situationally specific state WTC. The next section critiques the lack of SLA perspectives
on learner affective and situational factors as they are influenced by L2 classroom
interaction as well as the call for more qualitative research at the micro-level. Existing
attempts to address this gap are addressed including the concepts of dynamic WTC and
an ecological perspective. The third section focuses on the current WTC perspectives
beginning with the current theoretical framework attempts and my approach using the
identity and investment theories to account for an all-encompassing understanding of
WTC as a sociocognitive construct.
The Importance of Willingness to Communicate in L2 Learning
What does it mean to be ‘willing’ to communicate? The concept of WTC was
originally introduced as a variable in L1 communication. It can be understood as the
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extent to which a person is inclined to speak or not speak in different conversational
contexts. In studies of human behavior, both psychological and sociological variables
have historically been used to identify characteristics that cause a predisposition for a
certain type of communicative behavior (Burgoon, 1976). The intention to participate in
communication has been both theorized and empirically found to correlate to and be
predictive of L2 communication frequency (MacIntyre, 1994; MacIntyre et al., 1998;
MacIntyre, Baker, Clément, & Donovan, 2002, 2003; Yashima, 2002; Yashima, ZenukNishide, & Shimizu, 2004). The body of empirical evident supports MacIntyre’s (2007)
claim that L2 WTC is a strong factor in facilitating L2 learning.
For L2 researchers and practitioners who believe that communication is
imperative to L2 learning, WTC is an important variable in facilitating classroom
learning (MacIntyre, Dörnyei, Clément, & Noels,1998; MacIntyre & Legatto, 2011).
Communicating with peers allows learners to negotiate meaning (Long, 1996) and
improve their linguistic skills (Nunan, 1989). MacIntyre et al. (1998) believed so
strongly in the importance of encouraging WTC in the classroom that they argued it
should be the primary goal of language instruction. They explained that if an instructor
had the ability to increase a learner’s desire to communicate in the L2, then learners
would communicate more, thus enriching their L2 learning experience and acquisition.
Current studies in Middle Eastern English as an L2 have shown a moderate to strong
correlation between higher L2 WTC and greater success in L2 learning, especially when
given the opportunity to speak with native speakers of the L2 (Baghaei & Dourakhshan,
2012; Rastegar & Karami, 2015).
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For language students, willingness to communicate may aid in learning because it
increases both the frequency and opportunity for processes that build towards proficiency
including speaking, output, and negotiation of meaning. Swain and Lapkin (2001) cited
prior research (Donato, 1994; LaPierre, 1994; Swain & Lapkin, 1998; Tse, 1996) to
support their claim that collaborative talk can be seen as second language learning in
progress. By taking part in communicative tasks that require learners to negotiate
meaning and solve linguistic problems, learners gain proficiency in their language skills.
When learners direct their attention to linguistic forms in collaboratively constructed
tasks, speech must occur in order for them to carry out these tasks. Willingness to
communicate plays a key factor in speech taking place.
Swain and Lapkin (2001) indicated that in tasks requiring learners to work
together toward a goal, later language use is reminiscent of dialogue produced during the
tasks, which can signify that language learning has taken place. In their examples,
collaborative tasks are referenced; however, not all communicative interaction is
collaborative. This means that the type of communicative tasks planned by instructors
must allow learners to collaboratively negotiate meaning and seek mutual understanding
in social interaction so that language learning will be assisted. If the goal of a language
course is to provide learners the opportunity to gain language learning and proficiency,
then opportunities for learners to speak and interact must be provided. Learners’ own
WTC, whether trait or state at play, will be a factor in if they choose to speak or not.
L1 Origins of WTC
In the 1970s, psychologist Judee K. Burgoon sought to create a term for the type
of predisposition she saw in patients with a tendency to avoid and/or devalue oral
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communication. The construct of WTC originated from the concept “unwillingness to
communicate” (Burgoon, 1976) which was developed to represent “a global
predisposition to avoid communication” (Burgoon, 1976, p. 60). Burgoon created a scale
that explained that unwillingness to communicate was predicted by the personality traits
of anomia, alienation, introversion, low self-esteem and general communication
apprehension all as trait-like dispositions (Burgoon, 1976). These traits could have been
psychologically rooted; that is, a person could be introverted by nature, or they could
have originated from social or psychological trauma that led them to become part of the
person’s communicative tendency.
As an example, Burgoon’s definition of an introvert can help understand how a
personality trait was considered to be inherent in a person and thus lend itself to a certain
communicative disposition. She defined “the introvert” as the following:
Characteristically quiet, timid and shy, which may be an indication of anxiety
about communication. Alternatively, such individuals may have less use for
communication. The introvert’s tendencies toward withdraw, introspection,
inner-direction, low dependency on the evaluation of others and low sociability
(compared to extroverts) imply that the introvert places less value on
communication. Whether the behaviors are explained by a lower need for
communication or by anxiety, the evidence indicates that introverts engage in less
interpersonal communication. (Burgoon, 1976, p. 61)
In this example, Burgoon showed that characteristics inherent to a person’s personality;
in this case, introversion, would be indicative of the quantity of communication that
person would produce. Two studies were cited supporting the predication of
communicative behavior on personality trait. One study found that introverts rarely
spoke first and participated in speaking less in small groups (Carment, Miles, & Cervin,
1965). Another found that group leadership behaviors requiring more speech were
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correlated with extroversion, meaning introversion would not be indicative of leadership
or high speech production in groups (Borg & Tupes, 1958).
Still considering L1 contexts, McCroskey and Baer (1985) next developed the
construct of “willingness to communicate.” Unlike its originating term, WTC accounted
for disposition factors along a spectrum from highly unwilling to highly willing to
communicate. It sought to include possible personality and psychological factors that
could influence a person’s WTC in a range of communicative tendencies rather than
studying only those who were unwilling. They defined WTC as a “variability in talking
behavior” which is “rooted in a personality variable” (McCroskey & Baer, 1985, p. 1).
They explained that talk is central to communication beyond the thought processes in
individuals’ minds and nonverbal cues exchanged between communicators. For this
reason, while they were interested in the factors influencing WTC, they were also
interested in the quantity of speech produced based on the level of willingness of the
speaker. This is because speech taking place is dependent upon how willing people are to
engage in the conversation.
Like Burgoon, they agreed that WTC could be viewed as a trait-like personality
construct such as introversion and extroversion in which a person has predispositions to
verbalize and initiate speech or not (1985). As examples, McCroskey cited shyness and
talkativeness as predictors of unwillingness versus willingness to speak (1985; 1992).
Because they considered WTC to be personality inherent, McCroskey and Richmond
(1990) posited that an underlying construct of WTC is that it would remain stable and
constant across all types of communicative scenarios. They acknowledged, however, that
these were only assumptions because a person may be more talkative with a small group
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of friends than in a large group of strangers and not necessarily as shy in one context as
another. To develop their theory further, they developed a scale that is still used today in
the majority of WTC research and the present study.
Based on the original postulations of WTC as a construct, McCroskey and Baer
(1985) created the Willingness to Communicate Scale (Appendix A) of which
McCroskey (1992) later supported the validity and reliability. The instrument was meant
to provide measures in relation to contexts and receivers in communicative situations. It
placed situational conversation items in four communication contexts: public speaking,
talking in meetings, talking in small groups, and talking in dyads (McCroskey & Baer,
1985, p. 6). It presented three types of receivers: strangers, acquaintances, and friends
(McCroskey & Baer, 1985, p. 6). Rather than function as a measurement of
unwillingness to communicate that would measure feelings of introversion, apprehension,
alienation, and self-concept, this scale sought to be “a direct measure of the respondent’s
predisposition toward approaching or avoiding the initiation of communication”
(McCroskey, 1992, p. 17).
The questionnaire was comprised of 20 situations that ask participants to rate their
level of willingness to communicate from a scale of 0%-100% for each situation. For
example, a participant would be asked to rate how willing he would be to communicate in
the following situations: Present a talk to a group of strangers; Talk with an acquaintance
while standing in line; Talk in a large meeting of friends. These questions subtly score
how willing the participant would be to talk in certain contexts with people of varying
degrees of familiarity to the participant. It is also important that these statements are not
measuring if the participant would speak but how willing he would be to do so given free
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choice. For example, a shy person may not want to present a talk to a group of strangers
in a class during the first week of school but might be required to for the class, so his
score might be lower for this answer than an extroverted person with no fear of
presenting to a group of strangers. Given free choice, the shy participant’s score might
be even lower.
The direct approach of statements assumes that the participant is generally aware
of his own tendencies of approaching or avoiding communication. To score a participant,
the instrument was broken down into sub-categories of context-type and receiver-type
scores as well as an overall WTC score. Several filler items were included on the
questionnaire. The norms for the overall score were as follows: Total WTC > 82 High
Overall WTC, <52 Low Overall WTC, with a range in between 52-82 as medium WTC
(McCroskey & Baer, 1985).
By gathering data from studies that had used the scale from 1985-1992 in college
classes, elementary school classes, and work environment settings, in 1992, McCroskey
reported that all of the available data from the studies conducted found the questionnaire
to be both reliable and valid in predicting a person’s WTC. Internal reliability estimates
were reported at .86-.95 with a modal estimate of .92. External reliability through testretest was .86 but only measured based on a sample from one study. Content validity
which asks, does the measurement measure the construct it claims to measure?, was
indicated to be satisfactory through a factor analysis that indicated that the items for each
sub score were highly associated with the tested factor. Construct validity, which seeks
to show that the concept being measured is accurately represented and measured through
the design, was also found satisfactory. Predictive validity, considered by many to be the
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most critical of the three because the instrument itself is meant to predict a certain
quality, was addressed by two studies (Chan & McCroskey, 1987; Zakahi & McCroskey,
1989). Both studies observed the quantity of classroom participation of students in the
“high” and “low” category (in these two studies, the “medium” category was not included
for observation) and found that the quantity of speech production was comparable with
the students’ self-reported categories based on the questionnaire in all context and
receiver types. The scale has since been used in other studies as a predictor (some
examples include Alemi, Tajeddin, & Mesbah, 2013; Baker & MacIntyre, 2003; Cao &
Philp, 2006; and MacIntyre, Baker, Clément, & Conrod, 2001).
However, McCroskey and Baer did not suggest that L1 trait-based WTC readily
transfers to WTC in L2 contexts. MacIntyre (2003) found that the two may be
independent due to variation in communicative competence between the L1 and L2. In
addition, social factors associated with L2 use would make L2 WTC a situational as well
as trait-based variable (MacIntyre et al., 1998). Nevertheless, the WTC scale is
standardly used in both L1 and L2 WTC research as a starting point for insight into
learners’ communicative behavior. Further research has suggested that a link does exist
between L1 and L2 WTC when examining the factors of motivation and anxiety as
personality traits that carry from L1 language behavior to L2 language behavior
regardless of proficiency level (Hashimoto, 2002; Lahuerta, 2014).
Defining WTC in the L2
Using the foundational research of McCroskey and Baer (1985) and McCroskey
(1992) as starting points, subsequent research was needed to examine WTC in the L2
both to identify key variables influencing trait WTC and to account for influence by

21
situational variables. An early definition of L2 WTC was “a readiness to enter into
discourse at a particular time with a specific person or persons, using a L2” (MacIntyre et
al., 1998, p. 547). Oxford defined it as (2007): “a student’s intention to interact with
others in the target language, given the chance to do so” (p. 449). The working
definitions of L2 WTC allowed for the inclusion of influential variables of both trait and
the newly incorporated situational or state types across contexts and with different
speakers. McCroskey and Baer (1985) acknowledged that L2 WTC would most likely be
influenced by external factors as well as internal. Once WTC was accepted in the L2
field of research as an individual learner factor, researchers agreed that both trait and
state factors would be at play, though some researchers felt that it was more influenced
by one factor than another. Regardless, WTC required more research to discover what
variables may interact with one another, especially regarding state variables.
L2 WTC research offers language researchers and practitioners the opportunity to
explore one construct with its affective and situational variables rather than conducting
many investigations on separate variables. The inclusive quality of factors in WTC
research could lead to more fruitful gains in pedagogical practice. For example, rather
than conduct research into how a specific affective factor, such as anxiety, influences
student classroom learning or engagement, multiple factors influence WTC at a given
time and thus fit under the umbrella of WTC which accounts for how their interplay
influences student learning and engagement. As MacIntyre et al. (1998) explained, L2
WTC research “offers the opportunity to integrate psychological, linguistic, educational,
and communicative approaches to L2 research that typically have been independent of
one another” (p. 565). As a construct that encompasses so many of the factors that
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influence student participation and, therefore, learning enhancement, researching WTC in
its entirety as a construct rather than one influential variable can help to inform
practitioners on how to make their students feel more comfortable and capable in
classroom communication.
Several definitions of WTC break from tying it to any specific variables and
consider it to be more an instance of free will, uninfluenced by any internal or external
factor. MacIntyre (2007) has extensively continued to explore WTC as an affective and
social construct, focusing primarily on the influences of anxiety, motivation, and
intergroup communication processes. In his 2007 publication, which ultimately called
for a reimagining of WTC as a volitional process, he included “kernels of wisdom” (p.
567) from prior research to support his rationale:
Does a learner choose to communicate when the opportunity arises? This
question bridges the social processes of interpersonal and intergroup contact, the
educational process of language learning, as well as interpersonal communicative
processes. The question has a clear temporal focus on a specific moment.
Defined as the probability of initiating communication, given choice and
opportunity, WTC integrates motivational processes with communication
competences and perceived self-confidence. (p. 567)
After extensively researching specific variables influencing WTC, primarily anxiety and
motivation, MacIntyre reimagined the construct of WTC explained here as both a
process, taking place within and around the learner, and as a “specific moment” (p. 567),
when the learner chooses to actually initiate speech. Therefore, after acknowledging the
existence and possible influence of variables, he presented the idea of WTC as a
“volitional process” (p. 564), especially for reluctant speakers. This meant that learners’
behavior in class communication was freely chosen based on how they wished to act as
independent beings interacting with those around them. Ellis (2012) likewise used the
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idea of free will in his definition of L2 WTC but included the idea of preparedness,
calling it “the extent to which learners are prepared to initiate communication when they
have a choice” (2007, p. 309). Though Ellis acknowledged, like MacIntyre, that WTC
should have a balanced conceptualization of both trait and state influences, he ultimately
claimed it to be more of a personality factor than a social one (2007, p. 309).
Nevertheless, the majority of current WTC researchers agree that WTC is
situationally dependent more so than trait dependent and can fluctuate across
communicative contexts and with different communicators. Further, while volition may
certainly be the main factor in learners’ whim to raise a hand to speak or make a group
comment in the moment, this is not the case in every speaking context in the L2
classroom. Therefore, the majority of WTC studies incorporate some degree of analysis
of both trait and state analysis. The most current studies are investigating the interplay of
these factors. The following section details the research done to determine the most
prominent variables in affecting both trait and state WTC.
Variables Comprising Trait and State WTC in the L2
To date, a range of learner variables have been empirically researched and
determined primarily through quantitative measures as influencing WTC. As a construct
that encompasses all possible influences on a person’s inclination to initiate speech, it
includes many individual, contextual, and sociocultural factors. The most documented
variables found to be influential in WTC consist of: motivation and attitudes (Hashimoto,
2002; Lahuerta, 2014; MacIntyre, 2007; MacIntyre & Charos, 1996; Peng & Woodrow,
2010), anxiety (Hashimoto, 2002; Lahuerta, 2014; MacIntyre, 2007; MacIntyre &
Charos, 1996; MacIntyre & Gardner, 1994; MacIntyre et al., 1997; Peng & Woodrow,
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2010; Piechurska-Kuciel, 2018; Rastegar & Karami, 2015; Zakahi & McCroskey, 1989),
self-perceived communication/language competence (Fushino, 2010; Hashimoto, 2002;
Lahuerta, 2014; MacIntyre & Charos, 1996; MacIntyre et al., 1997; Piechurska-Kuciel,
2018), self-confidence (Baker & MacIntyre, 2003; MacIntyre, 1994), age, and gender
(LaHuerta, 2012; MacIntyre et al., 2002), international posture (learners’ attitudes
towards the imagined L2 community) (Yashima 2002; Yashima, 2009; Yashima et al.,
2004), level of proficiency (Alemi et al., 2013; MacIntyre et al., 1997) teacher support
(Zarrinabadi, 2014), classroom environment (Peng & Woodrow, 2010), and attitudes
towards the task and class (Dörnyei & Kormos, 2002).
Of the many researched variables, three have been empirically found as
correlating the highest with L2 WTC tendencies: motivation, anxiety, and perceived
communicative competence. Due to existing empirical research’s interest in trait WTC
as is measurable through questionnaires, it is not a surprise that the three most influential
variables in trait WTC are individual learner factors. Ellis (2012) identified three major
sets of learner factors impacting L2 acquisition according to Dörnyei (2009): cognitive
factors such as language aptitude and working memory, affective factors such as
language anxiety and willingness to communicate, and motivational factors. He
explained that, while current SLA acknowledged that there were differences amongst
learners that impacted learning, few studies existed that explored how these factors
influence learners’ behavior in the classroom and less how these factors relate and impact
one another. One can see that WTC is considered an affective factor along with language
anxiety, and that the factors at play in its influence are also included in the affective and
motivational categories.
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The body of research on motivation and attitudes (Hashimoto, 2002; Lahuerta,
2014; MacIntyre, 2007; MacIntyre & Charos, 1996; Peng & Woodrow, 2010), anxiety
(Hashimoto, 2002; Lahuerta, 2014; MacIntyre, 2007; MacIntyre & Charos, 1996;
MacIntyre & Gardner, 1994; MacIntyre et al., 1997; Peng & Woodrow, 2010;
Piechurska-Kuciel, 2018; Rastegar & Karami, 2015; Zakahi & McCroskey, 1989), and
perceived communicative/language competence (Fushino, 2010; Hashimoto, 2002;
Lahuerta, 2014; MacIntyre & Charos, 1996; MacIntyre et al., 1997; Piechurska-Kuciel,
2018) has shown that high motivation, low anxiety, and high perceived communicative
competence predict high WTC, while conversely, low motivation, high anxiety, and low
perceived communicative competence predict low WTC. Before discussing the social
aspect of WTC; i.e., situational and state specific variables, a brief history of the three
most influential trait variables is presented.
Motivation
The most influential origin work in L2 motivation has been that of Gardner and
Lambert’s (1972) and Gardner’s (1985 2010) socio-educational theory and model, and
Dörnyei’s work on L2 psychology and the motivational self system as related to learning
(2003, 2005, 2009).
Gardner (2010) defined motivation as “the driving force in any situation” (p. 89).
His socio-educational model (Gardner, 2010) has been restructured several times over the
past four decades to include many motivating factors. In it, motivation is influenced by
four key orientations: integrativeness, attitude toward the learning situation, motivation,
and language anxiety. He included instrumental orientation and parental encouragement
as additional measurement categories as needed. Integrativeness is referred to in the
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measurement scale of the Attitude/Motivation Test Battery (AMTB) (Gardner, 1985a)
(Appendix C) as integrative orientation. Integrativeness is a genuine interest in learning
the target language in hopes of being able to communicate with members of the L2
community and attitude toward the learning situation. The second motivating influence
is instrumentality, or instrumental orientation, meaning pragmatic reasons for learning
the language such as receiving a good grade or passing a required course. Over the years,
researchers have referred to these two terms as intrinsic and extrinsic motivation,
respectively. However, in his 2010 book, Gardner clarified that misinterpretations and
mistaken conclusions have been drawn as to what the two terms mean. While preparing a
talk on the socio-educational model in 2005, Gardner googled the term “integrative
motivation” to see how it was being used in L2 research and found over 500 citations.
He was surprised at the number but also the variation in interpretations of its definition.
Definitions ranged from being a positive attitude toward the target language to wanting to
be a part of the L2 community. He reiterated his original definition of the term (Gardner,
1985b) as he felt that the original definition was “much broader” (Gardner, 2010, p. 5)
than people understood it to be and had most likely been reinterpreted through various
readings of other researchers’ definitions of it. To ensure that researchers understood that
the term was not meant to be so limiting nor so misunderstood, he clarified:
The concept of the integrative motive includes not only the orientation but also
the motivation (i. e., attitudes toward learning the language, plus desire plus
motivational intensity) and a number of other attitude variables involving the
other language community, out-groups in general and the language learning
context” (Gardner, 1985b, p. 54, as cited in Gardner, 2010, p. 5)
Gardner felt that this definition was a more complete imagining of the term.
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To further the understanding of motivation as explained here, one can see that his
explanation is primarily focused on the cognitive experience of the learner and his or her
feelings of involvement in the target language and culture. For Gardner, to be truly
“motivated” to learn a language, the learner must feel that the language is accessible and
able to be a part of his or her existence. The learner must feel that, at one point in time,
he or she will be a capable communicator in the L2 community. In the socio-educational
model of L2 motivation, “the individual’s openness (willingness or ability) to take on
features of another community must be considered an important part of the second
language learning process. This is viewed as the cultural component of second language
learning and is represented in the construct of integrativeness” (Gardner, 2010, p. 3).
What is most important within the socio-educational model is that external or social
elements like classroom environment, the teacher, and the course material, play a very
small role in the learner’s motivation. What is important stems from a social
psychological perspective that the cognitive and affective matter of what the student
thinks, wants and feels is most important.
For this reason, some researchers (Crookes & Schmidt, 1991; Dörnyei, 2003,
2005; Dörnyei & Csizér, 2002) have critiqued the model. In the early 1990s after it was
introduced, some researchers expressed concern that the socio-educational model was not
adaptable for teachers and practitioners. They argued it was too focused on a social
psychological perspective, meaning that it diverged from motivational constructs in
mainstream psychology, thus limiting its conceptualization and research possibilities.
Though he did not completely agree with this criticism, Gardner and colleagues
conducted many empirical tests of the model to address this concern and found that many
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of the conclusions reached did, in fact, overlap between others’ psychological approaches
and the socio-educational model.
In critiquing the model, Crookes and Schmidt (1991) stated that there was “failure
to distinguish between social attitude and motivation” (p. 501) making it difficult to
accurately use these two concepts in L2 studies. Another criticism was drawn by
Dörnyei and colleagues (Dörnyei, 2003, 2005; Dörnyei & Csizér, 2002) on the concept of
integrativeness and the type of contexts where it would apply to learners. They argued
that this orientation would not be as active in the motivation of those learners who do
have access to members of the L2 speaking community. For example, while there are
areas like regions of Canada where Anglophone and Francophone communities coexist,
there may not necessarily be a salient “integration” of the two in practical situations.
More recently, Dörnyei (2005, 2009) and Dörnyei, Ibrahim, and Muir (2015) have
related the concept of L2 motivation to L2 learner identity, proposing the dynamic learner
self- regulating motivational self system, to be discussed next in this chapter. Gardner
approached the individual-within-the-social-world perspective by stating that research
should not be focused on emphasizing differences between the individual and social
world but rather on what aspects of the cultural background and new L2 culture and
language might influence the relationships the learner could obtain (2010). If Gardner’s
conceptualization of L2 motivation seemed to focus on the learner regardless of his claim
that the social world is accounted for in the model, then Dörnyei has taken a quite
different approach. His conceptualization accounts for learner identity in constant
interaction with the social world and others, and how these interactions shape the learner.
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Gardner’s AMTB (1985a) has been used for measuring motivation influence on
L2 WTC from a quantitative stance and found to be both valid and reliable (DordiNezhad, 2015; Gardner, 1985a; Gardner & MacIntyre, 1993). It serves as a starting point
for insight into learner’s instrumental and integrative motivation toward L2 learning and
opens the opportunity for investigation into L2 investment. Dörnyei’s (2005, 2009)
recently proposed theory of the L2 Motivational Self System is another L2 motivation
theory which, when used in conjunction with Gardner’s, has influenced WTC research in
more qualitative approaches as it requires a closer examination of the nuances of the
individual. The L2 Motivational Self System sought to function as a reformation of prior
L2 motivational thinking by explicitly utilizing psychological theories of the self within
the context of former and present L2 research (Dörnyei, 2009). Dörnyei did not feel that
Gardner’s socio-educational model offered any obvious links to new cognitive
motivational concepts in the field of motivational psychology such as goal theories or
self-determination theory (2009). He also criticized, as mentioned, the integrative
orientation that did not account for all learning contexts (2009). The L2 Motivational
Self System took the mainstream psychological theories of the twenty-first century into
account within an L2 arc.
The motivational theorization of Dörnyei (2005, 2009) centers around the concept
of the ‘self.’ Highly researched in personality trait psychology, Dörnyei took from the
concept of the self and adapted into L2 research the constructs of possible selves and
future self-guides (ideal and ought selves) (2009). Dörnyei explained that, previously,
personality trait psychology viewed traits as stable and/or static dimensions, whereas the
notion of the self as a more dynamic being allows for research into the active element of
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a person and his or her personality. It also lends itself to the idea of a person being in
control of his or her own regulatory system; that is, the motivational self system, where a
person is aware of both internal and external forces influencing decision-making and can
control the extent to which he or she expends energy into achieving a specific task.
Dörnyei borrowed the constructs of possible selves (Carver, Reynolds, &
Scheier, 1994; Markus, 2006; Markus & Nurius, 1986) and future self-guides (ideal and
ought selves) (Higgins, 1987, 1998; Higgins, Klein, & Strauman, 1985; Higgins, Roney,
Crowe, & Hymes, 1994) from mainstream psychology, reimagining how they would
manifest in an L2 learner’s identity. As explained by Carver et al. (1994) and Markus &
Nurius (1986), possible selves are different from a person’s traditional self-concept,
meaning how one views him or herself, because the possible self represents “the
individuals’ ideas of what they might become, what they would like to become, and what
they are afraid of becoming” (Gardner, 2009, p. 11). This can be thought of as unrealized
potential. For example, in the L2, a learner can imagine him or herself to be a capable
speaker of the target language with native speakers from that community. Regarding
motivation, this manner of thinking is a way to envision a future goal to work towards
such as learning the language. It allows the learner to regulate the situation through
setting goals and guiding oneself, which can be effective or daunting depending on the
person. Future self-guides are similar to possible selves in that they always possess the
guiding function that a possible self may or may not have.
Differing from Gardner’s socio-educational model, the possible self visualizes the
future as a real possibility that will happen rather than hoping it might happen. The ideal
self “refers to the representation of the attributes that one would ideally like to possess (i.
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e. representation of hopes, aspirations, or wishes)” (Dörnyei, 2009, p. 13). Finally, the
ought self “refers to the representation of attributes that one believes one ought to possess
(i. e. representation of someone else’s sense of duties, obligations or moral
responsibilities) and which therefore may bear little resemblance to one’s own desire or
wishes” (Dörnyei, 2009, p. 13). The ideal self is often interpreted as a person’s most
perfect image and vision of oneself in the future. It is like asking a person, if you could
describe how you would like your life to be five years from now, what would you see?
The L2 Motivational Self System as designed by Dörnyei (2005, 2009) is a
theoretical framework for understanding L2 motivation and takes into account the
possible selves, future selves, and ideal/ought selves in response to the socio-educational
model’s integrative orientation. It is made up of three components: the ideal L2 self,
ought-to L2 self, and L2 learning experience. The ideal L2 self is who a learner envisions
him or herself becoming when speaking the L2, while the ought-to L2 self is concerned
with what attributes the learner believes one should possess and should avoid to become
an adequate speaker of the language and member of the speech community (2009). The
L2 learning experience takes place in the immediate learning environment and experience
involving the teacher, curriculum, and peers (2009).
To achieve one’s language goals, Dörnyei strongly proposed the use of imagery
and vision-making to guide oneself toward goal-achievement. He proposed drawing up
an action plan to operationalize the achievement of said goal or vision. Dörnyei himself,
along with colleagues, has created several models of the self system. The self system
supposes that the learner’s motivation draws on the notion of imagination, combining the
traditional understanding of motivation with the construct of imagined community
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(Anderson, 1991; Kanno & Norton, 2003). Motivation is socially constructed within the
learner’s immediate environment (again, rather than considered a stable trait factor taking
place within an individual), and can be used to will a speaker toward a future viable place
where he or she can communicate effectively and be a part of the desired community,
whether it be with other L2 speakers or native speakers of the target language. Dörnyei’s
L2 motivational self system can really be understood as another way to envision a
learner’s place in the classroom and desire to belong to a future imagined community.
One WTC study by Piechurska-Kuciel (2018) investigated a unique and
minimally investigated variable that can be seen as relating closely to both integrative
orientation and the motivational self system called openness to experience or openness.
It was explored in relation to WTC, motivation, anxiety, and self-perceived
communicative competence. Openness was defined as follows:
This characteristic includes emotional and motivational traits, like seeking new
experiences and feeling a wide range of emotions, the cognitive traits of
intellectuality and imaginative thinking, social expression through nonconformity
and liberal attitudes, and traits related to self-regulation, such as absorption and
tolerance of ambiguity. Openness can be described by means of six facets: an
active imagination (fantasy), aesthetic sensitivity, attentiveness to inner feelings,
preference for variety, and intellectual curiosity. (Piechurska-Kuciel, 2018, p.
192).
This variable offers another perspective on motivational forces and learner interest in the
target language and community. Openness to experience implies, if not the desire to be a
part of the target community or a target language speaker, at the very least, a positive
engagement with both, readily available to learn and free from bias.
In addition to Gardner and Dörnyei’s models of motivation, Ellis (2012, p. 327)
described demotivating factors in L2 learning that could relate to WTC. First, he cited a
poor relationship with the teacher whether due to the teacher being overly criticizing or
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failing to give clear instructions or explanations. The learner factors mentioned as
demotivating were reflective of both Gardner and Dörnyei’s concepts of motivation
including reduced self-confidence, an experience of failure in the class such as a poor test
grade, negative attitudes toward the L2, L2 community, or both, and negative
relationships with fellow students. Too large of class sizes could be demotivating as well.
Instructional activity type could be found to be demotivating if there was an overload of
activity after activity or if they seemed irrelevant, repetitive, or boring. Lastly, even
students’ dislike of the course textbook could be demotivating if they found it to be too
difficult, not difficult enough, not helpful, overly relied upon, or outdated.
Ellis (2012) fittingly summed up the current trends of L2 motivational research as
emphasizing its dynamic nature that takes into account the individual and the temporal
nature of the language learning (p. 324). Just as traditional motivation theories have
shifted from static trait understandings of the human self to dynamic, situational
understandings of how the human being or learner engages with the world, so too did the
conceptualization of WTC shift. The corpus of research contributions to understanding
motivation’s influence on L2 WTC is robust, and an understanding of the nuances of
learners’ motivation can help to frame why a learner chooses to speak or not in many
learning contexts.
Foreign Language Classroom Anxiety
Another of the three most highly correlated variables to WTC is anxiety. Anxiety
can be understood as an affective factor in psychology as well as an L2 phenomenon
known as foreign language classroom anxiety (FLCA) (Horwitz, Horwitz, & Cope,
1986). Evidence has shown that learners may experience anxiety at some point when
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learning another language. The process of learning a new language requires a person to
be vulnerable. It evokes emotions of unsureness, fear of being misunderstood, threat to
one’s ego, and even anger at the inability to express oneself with the words available to
him or her. The ability for a person to effortlessly articulate feelings or thoughts in the
L1 is taken away in an L2 learning environment where only the L2 is spoken, especially
in a novice-level course. Test performance anxiety can also be a large source of worry
for students. Feelings of low self-confidence and low self-esteem have been used to
explain foreign language anxiety (Clement, 1980). L2 learners can likewise experience
L2 anxiety outside of the classroom in natural settings, such as study abroad, where they
are required to perform at the level of a native speaker and are fearful of being incapable
or misunderstood. Although Scovel (1978) found that anxiety can be facilitative as well
as debilitative because it produces adrenaline and can help a learner to focus on the task
at hand, Dörnyei (2005) found that anxiety had a much higher debilitative effect on the
L2 learner.
Just as with WTC and motivation, anxiety can be characterized as trait anxiety
(personality variable) or state anxiety (apprehension experienced in a certain moment)
(Ellis, 2012, p. 318). While Ellis asserts that language anxiety is an example of the latter
based on studies with language learner diaries and the use of questionnaires, namely the
Foreign Language Classroom Anxiety Scale (FLCAS) (Horwitz, Horwitz, & Cope, 1986)
(Appendix D), a learner who experiences anxiety apart from language learning could
certainly come to class and have the anxiety transfer to that environment. An important
element in L2 anxiety research is identifying what makes learners feel anxious. Common
provokers include speaking in front of peers, especially in front of the whole class, not
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wanting to sound less proficient than others or mispronounce words, being put on the
spot by the teacher, or, for a more proficient learner or heritage speaker, not wanting to
appear like a show-off.
The foundational findings of Horwitz, Horwitz, and Cope (1986) led to the
development of the FLCAS and suggested that the most apprehension was felt by
students required to speak spontaneously in front of their peers, which would most likely
be a situation where a teacher called on a student to respond in front of the class. The
FLCAS measurement was developed out of a “Support Group for Foreign Language
Learning” (Horwitz, Horwitz, & Cope, 1986) for 78 students who met to discuss their
concerns and difficulties in language learning, as well as anxiety management strategies.
Students mentioned signs such as “freezing” in class, waiting outside the class before it
began to get the courage to enter, and blanking on tests (Horwitz, Horwitz, & Cope,
1986, p. 128). Psychosomatic symptoms were reported as well: trouble sleeping and
feeling tenseness, trembling, sweating, and heart palpitations in class (Horwitz, Horwitz,
& Cope, 1986, p. 129). From the students’ reports, the researchers designed the FLCAS
which measures the most commonly reported anxiety symptoms from the group:
communication apprehension, test-anxiety, and fear of negative evaluation in class. Testretest reliability for the original administration of the test showed reliability yielding
r=.83 (p<00.1) (Horwitz, Horwitz, & Cope, 1986). The measurement has been widely
used in L2 anxiety research and its reliability and validity have been continually reported
(Horwitz, 1991; MacIntyre & Gardner, 1988, 1989, 1991). Gardner (1985), who
extensively tested the validity and reliability of the FLCAS, included items in his AMTB
to account for anxiety that have been used in L2 anxiety research as well.
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Gregersen, MacIntyre, and Meza (2014) used a mixed methods approach, parting
from the traditional quantitative, questionnaire/survey approach to measuring affect, and
investigated emotional “vibes” (p. 574) that can produce moment-to-moment changes in
how learners think, feel, and act. The methodological value in this study was in its
triangulation of physiological recordings, interview, and self-report survey data to
observe anxiety triggers. Participants were first video-recorded while giving a
presentation and wearing heart monitors. Then, they self-rated their anxiety on
questionnaires as well as moment-to-moment anxiety while watching their videorecordings. Lastly, they were interviewed on their experience. This study found a strong
relationship between preparedness, planning, and rehearsing, specifically in the
presentational mode in the L2 classroom, as ways to combat FLCA and increase one’s
self-confidence in speaking.
Though classroom language anxiety may be facilitative, when it is debilitative, it
can slow the benefits from instruction by affecting learners’ cognitive ability to process
input and output. Further, it can hinder the social element of the classroom in a learner’s
quality and quantity of participation (MacIntyre & Gardner, 1994). Woodrow (2006)
found the three biggest stressors and anxiety-inducers to be performing the L2 in front of
classmates, giving an oral presentation, and talking to native speakers. The impact of
foreign language classroom anxiety on cognitive processing as well as the influence of
anxiety-driving classroom interactions makes sense when discussed in the context of a
learner’s willingness to communicate.
Studies have shown a significant relationship between anxiety and WTC
(Hashimoto, 2002; Lahuerta, 2014; MacIntyre, 2007; MacIntyre & Charos, 1996;
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MacIntyre & Gardner, 1994; MacIntyre et al., 1997; Peng & Woodrow, 2010;
Piechurska-Kuciel, 2018; Rastegar & Karami, 2015; Zakahi & McCroskey, 1989). The
body of research suggests that high anxiety impacts WTC as it lowers one’s desire to
speak and, in addition, increases one’s L2 errors. The implications for FLCA on WTC
are that students are engaging in less meaningful interaction and conversation if anxiety
is hindering their inclination to speak. Or, if feelings of anxiousness lead one to produce
more errors, a speaker can shut down and not want to engage in communication again for
fear of being misunderstood or ridiculed.
However, Ellis (2012) stated that no definitive link had been found between high
anxiety and lowered proficiency, suggesting that increased communication does not
necessarily mean higher proficiency. Even so, more practice speaking allows learners to
negotiate meaning with others, builds fluency, and increases confidence in the L2. If the
sole purpose of language were only to understand it, write it, and read it, then research
into learner anxiety, motivation, and WTC would be moot. However, speaking a
language is crucial to effectively communicating with other speakers of that language,
and so researching how to best support learners who feel anxious, demotivated, lack in
confidence, and have low WTC merits the time.
Self-Perceived Communication Competence
The third and final variable as a key influencer in WTC is learner’s self-perceived
communication competence (SPCC), interchangeably referred to as self-perceived
communicative/language competence, in the L2. SPCC relates closely to a learner’s
anxiety level because a lower perception of ability can often result from high anxiety.
Learners with low perceived ability might be less motivated to succeed in class. As
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affective factors, SPCC and anxiety relate to a learner’s inclination to speak as both a
personality trait and situationally dependent factor; different contexts might make a
speaker feel less capable and/or more anxious (for example; giving a presentation in front
of the class). SPCC is not an actual reflection of a learner’s ability but rather his or her
perception of ability, whether accurate or not. It can lead to overt feelings of
apprehension in speaking and class tasks as well as over inflated belief in one’s ability
even if proficiency is low.
After creating the WTC scale, McCroskey and McCroskey (1988) developed the
Self-Perceived Communication Competence Scale (SPCCS) (Appendix E). The goal of
the scale was to obtain information concerning how competent a speaker perceived him
or herself to be. It was used as a self-reported measurement similar to the WTC
questionnaire in the L1, assuming transfer of communicative tendencies from the L1 to
the L2. Similarly, the 12-question scale asked participants to rate their level of capability
from 0=completely incompetent to 100=completely competent in a variety of
communication contexts (public, meeting, group dyad) and with a variety of types of
receivers (stranger, acquaintance, friend) (McCroskey & McCroskey, 1988). The alpha
reliability measurement estimate is above .85 and has strong face validity. It has been
found to have a strong predictive validity in observable and quantitative analysis of
learner’s SPCC. The scale has since been used in many SPCC studies, especially those
relating to WTC (Croucher, Rahmani, Sakkinen, & Hample, 2016; Shahbaz, Khan, Kahn,
& Mustafa, 2016). Finally, as with the FLCAS measurements, other researchers have
adapted and created their own measurements of SPCC that are also used in quantitative
analysis (MacIntyre & Charos, 1996; Yashima, 2002).
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The body of research on SPCC and WTC shows a strong correlation of high
SPCC with high WTC (Fushino, 2010; Hashimoto, 2002; Lahuerta, 2014; MacIntyre &
Charos, 1996; MacIntyre et al., 1997; Piechurska-Kuciel, 2018). Clément (1980) posited
that self-confidence was directly correlated to high perceived competence and a lack of
anxiety. MacIntyre et al. (1998) discussed these variables in terms of state; that is, state
self-confidence in a particular activity (perhaps the learner has practiced a presentation
many times and feels very prepared), state perceived competence (perhaps the learner has
had success with a particular interlocutor or activity in past class sessions), and finally, as
described earlier, state anxiety that is not necessarily considered to be related to trait
anxiety (though it could be), but more related to the specific task, situation, or context at
hand. In a regression analysis, MacIntyre et al. (1997) found that anxious students
tended to underestimate their competence whereas non-anxious students overestimated
theirs. This could be considered a learner’s own bias regarding his or her own ability but
not reflective of actual capability. However, if the importance of L2 communication is to
gain proficiency, fluency, and confidence, then regardless of one’s self perception of
ability, a goal of language instructors would be to increase the perceived competence of
anxious or low-confidence speakers. Instructors would also wish to foster better
communicative strategies and competency of those students who are already confident in
their ability- never to diminish a student’s confidence.
One study (Peng & Woodrow, 2010) found additional influences on SPCC in the
classroom environment. Peng and Woodrow (2010) used structural equation modeling
(SEM) with six different questionnaires to measure the effect of variables on WTC
learners in a Chinese EFL context. They found that the classroom environment was
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indicative of not only learner WTC but also SPCC. This is of interest because theirs was
the first study to assess the relationship between classroom environment with learner
beliefs and to incorporate multiple individual learner variables. In this study, collegeaged L2 students’ perceptions of utility of classroom tasks, how well the teacher
supported them and boosted their enthusiasm, and the extent of feelings of cohesiveness
with their classroom community, all impacted both their perceived ability in the language
and their actual learning behaviors (Peng & Woodrow, 2010).
LaHuerta (2012) also conducted a quantitative study with questionnaires and a
standardized English test examining the relationship between the three key variables of
motivation, anxiety, and SPCC in 195 participants. Regression analysis showed that
higher motivation and higher SPCC correlated to higher WTC while higher anxiety
correlated with lower SPCC. However, this study only confirmed that significant
relationships exist, but it did not take any qualitative measures to get into depth as to how
these variables played out in classroom interaction.
WTC as a Dynamic Entity
One can see that the social element of communication tendencies is always
present when examining WTC in relation to trait-based factors. However, the majority of
research into the social, situational factors mentioned earlier has been conducted through
quantitative analysis using survey and questionnaire responses. While beneficial in
identifying which factors are most influential, the traditionally quantitative nature of L2
WTC research has not offered the same insight into learners’ interactions and
explanations of their WTC in class as qualitative research can (Creswell, 2013; McKay,
2006; Murray & Lawrence, 2000; Stake, 2010). For example, little research exists
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comparing how task type and peer grouping impact situational WTC, and even less exists
on how it interacts with trait WTC. More investigation is required at the micro-level,
classroom context, to examine the nuances of these factors at play. Qualitative analysis
can help to learn more about how the three trait variables are influence or are influenced
by the classroom context or a specific peer interaction.
Since the late 1990s, the term “dynamic” has been used to describe the situational
nature of WTC in the classroom. Just as trait variables were thought to be static and
unchanging, “dynamic” has been used to describe the WTC construct itself as something
not stable nor static. It accounts for two realities: first, that many factors are at play at
any given time in a person’s classroom WTC and can be, at the same time, trait and
situational, one or the other, or one exerting more influence on the other. Second,
dynamism suggests action and change which better describes what takes place in a
learner from moment-to-moment in the classroom with the constant change of peer
groupings, speaking contexts, levels of comprehensibility, and other classroom
environment factors.
At the trait level, this can include affective, cognitive, and motivational individual
learner factors; however, to consider WTC as a dynamic entity means allowing for the
reality that all of these variables can be affected and changed by external forces. For
example, an introverted learner may feel more comfortable in a group of friends, so the
external element of peer grouping, out of the learner’s control, can now account for a
change in the expected WTC of the learner at the trait level. Affective factors such as
anxiety and SPCC may be considered trait but can also be situationally affected; for
example, a different mode of communication (such as presentational versus
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interpersonal) may impact the learner’s anxiety differently or not at all. The same can be
said for SPCC based on whom the learner is speaking with and if the learner perceives a
peer’s proficiency to be higher, the same, or lower than his or hers. At the state or
situational level, all possible external influences might influence a learner at any given
time. Therefore, to view WTC as a dynamic entity accounts for this reality and, though it
makes observation and analysis more difficult than questionnaires might, it allows
investigators to see what takes place in a learner’s WTC in the moment.
To explain the dynamic nature of trait and state factors influencing WTC, one of
the most influential frameworks was proposed by MacIntyre et al. (1998) in the Heuristic
Model of Variables Influencing WTC (Figure 1). The model is helpful to any WTC
researcher because it is the first to acknowledge and visually conceptualize individual and
social factors as simultaneously influencing a learner’s WTC. In the model, “individual”
factors are those relating to personality, while “social” factors are those related to the
intergroup climate including influences called state and situational variables. The model
supposes that both the affective and social spheres act simultaneously within and around
the learner and impact his or her desire to communicate in the L2.
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Figure 1. Heuristic Model of Variables Influencing WTC (MacIntyre et al., 1998).

The importance of this model lies not only in that it is the first to present trait and
state factors as acting together, but that it suggests the order in which the factors
influence one another as they influence instances of L2 use. The authors proposed six
categories referred to as “layers” in the model. Moving from top to bottom, or Layer I to
Layer VI, the first three layers represent situation-specific influences on WTC at a given
moment while the latter three layers represent stable, trait-like influences on WTC.
In the model, the first three layers explain the immediate factors that influence a
learner’s WTC and encompass variables in communication behavior, behavioral
intention, and situated antecedents. Communication behavior is any L2 use taking place,
behavioral intention is actual willingness to communicate, and situated antecedents are
both the desire to communicate with a specific person and the state communicative selfconfidence. According to the model, L2 use, or the need/act of speaking the language, is
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the ultimate, immediate action and goal in class conversation, and it is first influenced by
WTC, which is influenced by desire and confidence in the moment.
The bottom three layers are motivational propensities, affective-cognitive context,
and social and individual context. The motivational propensities are comprised of
interpersonal motivation (the individual motivation of each group member), intergroup
motivation (the motivation of the group holistically as they negotiate and work together
with collective attitudes), and self-confidence which influences one’s motivation. The
bottom two layers represent the most trait-like variables and are at the bottom to show
that they are not as easily changeable, are more stable, and more enduring in influencing
L2 communication. While they are influenced by and in interaction with, at the top layer,
whatever the context is at that moment, a learner’s personality and sense of where he or
she fits into the class is always in mind. The affective-cognitive context is comprised of
the intergroup attitudes, social situation, and communicative competence of the
individual. The social situation is included in this category because, as the authors
explained, the learner’s L2 confidence stems from his or her experience with members of
the L2 community and other learners, so “this experience may become part of a
generalized attitude concerning the pleasantness of speaking in the L2” (MacIntyre et al.,
1998, p. 553). The way the learner feels is always tied to what is taking place in the
given social context. The learner most likely knows that there is an expectation of how
he or she should participate in the given context, such as contributing his thoughts in a
small group discussion. However, the affective and cognitive factors making up his or
her individual identity are present, and the extent to which he or she feels comfortable,
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welcomed, knowledgeable, accepted, capable, etc. all factor into the performance given at
that particular moment. These are the factors that a learner brings to the social setting.
The largest category is the social and individual context, made up of the
intergroup climate and learner personality. The intergroup climate is made up of the
group members’ perceptual and affective correlates and the structural characteristics of
the group in relation to power (MacIntyre et al., 1998). For example, in a group task,
learners may either be given roles by the teacher, use their actions and words to assert
dominance as the leader, or feel tension if they are disagreed with. Attitudes, prejudices,
and biases, as well as cultural and experiential differences, are brought to the group.
These can affect the intergroup climate and how willingness a learner is to speak.
Personality in the context of this model still refers to trait tendencies such as shyness or
outgoingness, but it includes personality patterns of how an individual reacts in certain
situations, whether passively, aggressively, or elsewise, how ethnocentric (believes one’s
ethnic group is superior) or emic (holding thoughts from inside one’s social group, not
viewing from an outsider’s perspective) an individual might be (MacIntyre et al., 1998).
Openness to experience (Goldberg, 1993; Piechurska-Kuciel, 2018) as a personality trait
can also impact the group climate and one’s WTC. The authors posited that the
intergroup context and personality of the learner “set the context in which language
learning occurs” (MacIntyre et al., 1998, p. 558) because they quickly determine the
harmony or lack therefore in group interaction, though they are “less directly involved in
determining a learner’s WTC at a given time” (MacIntyre et al., 1998, p. 558).
To conclude the overview of this model and its importance, its greatest strength is
in attempting a model of interaction amongst both trait and state factors impacting WTC
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and presenting a hierarchy of how the factors influence one another. It is helpful that,
though the authors considered personality and the climate of the group members’
attitudes and personality impacting one another to be at the foundational level of one’s
WTC, they considered the moment at hand to be the foremost influential factor in learner
classroom WTC. By placing L2 speech as the goal, with desire to speak or willingness to
do so immediately after, the interaction amongst learners was considered the most
immediate factor to either promote or hinder actual communication. This opened a new
possibility in L2 WTC research: the value in researching what takes place at the microlevel in peer interaction, where the dynamic of factors is constantly at play.
Finally, this chapter has described the origin of WTC and its use
conceptualization in L2 learning. It has described the three most influential variables on
WTC and given a brief history of each as related to L2 learning: motivation, anxiety, and
self-perceived communication competence. This chapter has also explained the current
state of WTC as dynamic. It has offered examples of researcher conceptualizations of
WTC as such. The next chapter describes the current research on WTC as a dynamic
entity. It will also show how WTC as dynamic lends itself to investigation of its
relationship to peer interaction, as well as a new understanding within the theories of
investment and identity.
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CHAPTER 3
LITERATURE REVIEW PART II AND THEORETICAL FRAMEWORK
Current Conceptualizations of WTC and Peer Interaction
Over the past twenty years, many studies have been conducted to gain insight into
the nature of learner L2 classroom WTC. As an affective factor that influences the extent
to which a learner engages in L2 communication, WTC research is of interest to language
practitioners and researchers in many regions of the world where an L2 is learned. The
majority of studies have been conducted in an English Foreign Language (EFL) context.
Examples include Canadian French L1 speakers (Baker & MacIntyre, 2000), China (Peng
& Woodrow, 2010), Hungary (Dörnyei & Korsmos, 2000), the Middle East (Baghaei &
Dourakhshan, 2012; Rastegar & Karami, 2015), Poland (Mystkowska-Wiertelak, &
Pawlak, 2017; Pawlak, Mystkowska-Wiertelak, & Beilak, 2016), Spain (LaHuerta, 2014),
and Chinese, Korean, Japanese, and German L1 speakers in New Zealand (Cao, 2009;
Cao & Philp, 2006). Studies have been conducted in the US as well, such as L1 English
speakers in French L2 classrooms (de Saint Léger & Storch, 2009; MacIntyre et al.,
2002) and L1 Korean speakers in ESL classrooms (Kang, 2005).
As seen in the trait versus state discussion, research has employed primarily
quantitative methods with qualitative methods only in more recent years. Quantitative
measurements are crucial to WTC research in finding relationships amongst variables and
reflecting on psychological and affective processes that may not be readily observed
(Peng, 2013). However, to examine the dynamic nature of WTC in peer interaction and
explore these processes while they are taking place, qualitative research has been needed.
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With these two types of research approaches, much information has been gained about
trait and state variables influencing WTC.
From these studies, new approaches to understanding WTC have been presented
from a micro-perspective; that is, examining WTC using a qualitative approach and
getting to know what takes place within individual learners. One approach focuses on
that of the aforementioned dynamic nature of WTC (Cao, 2009; Kang, 2005; MacIntyre
et al., 1998; MacIntyre & Legatto, 2011), the other provides an ecological perspective
which segues into the idea of the imagined community (Cao, 2011, 2014; Pawlak,
Mystkowska-Wiertelak, & Bielak, 2016; Peng, 2012, 2015; van Lier, 2002, 2008;
Yashima & Zenuk-Nishide, 2008) from a sociocognitive approach. Discussed later in
this chapter, the conceptualizations of WTC as dynamic, ecological and sociocognitive
are related to the theories of investment and identity.
Instructed Second Language Acquisition research for the past several decades has
suggested that learners acquire a second language better by participating in
communicative tasks that require negotiation of meaning. Further, learners can benefit
from practice in different peer interaction contexts, such as whole-class, pair, and group.
However, within the scope of WTC research, few studies exist that analyze the WTC
experience of the individual learner when changing different interaction groups. A look
into differences in learner WTC based on peer interaction could provide valuable
information for instructors when grouping students and planning instructional tasks. For
example, a learner with a low trait-based WTC learner might be receptive to
opportunities for speech in one group setting more than another. Different peer
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groupings can create an environment of group interdependence that can influence
individual WTC in a positive way (Cao, 2009; Cao & Philp, 2006; Kang, 2005).
One of the first studies to investigate WTC as dynamic and to employ a
qualitative approach examining peer interaction was that of Kang (2005) in the article
“Dynamic emergence of situational willingness to communicate in a second language.”
Kang was one of the first WTC researchers to use an exclusively qualitative approach to
exploring WTC. Kang gathered data using videotaped stimulated recall interviews and
videotaped classroom conversations. Using an ESL context with L1 Korean speakers in a
North American university classroom, the study showed how situational willingness to
communicate dynamically emerges and fluctuates during classroom peer interaction.
Results showed that situational L2 WTC emerged from three psychological conditions
interacting simultaneously in class conversations: excitement, responsibility, and
security. Further, these conditions were co-constructed by influence from three
situational variables which interacted and influenced WTC: topic, interlocutors, and the
conversational context. Based on these findings, Kang concluded that the complex
relationship of variables created a dynamic emergence of situational WTC.
Further, Kang found that learner security in their WTC and speaking ability
decreased as the number of speakers in a group increased. Social support from group
members and familiarity increased security and situational WTC while new groupings
created the need to establish power dynamics and thus decreased WTC in some speakers.
Some participants felt responsibility to keep the conversation going and thus spoke more
to help boost the confidence in their peers to speak more. The perception of others’
proficiency played a role in insecure speakers’ WTC who felt less capable. Background

50
knowledge on topic and feeling comfortable in the conversational context; i. e., knowing
when to take turns and how to answer questions, made speakers feel more willingness
and confidence to engage in speaking. Finally, excitement to speak and excitement to
discuss the topic for the first time made learners more willing to speak. For example, the
topic of passing the driver’s test in the US was an experience that all interlocutors had
experienced, and one participant reported excitement to talk about his own experience
because he got hurt during the test (Kang, 2005). Having peers who shared in excitement
was reported to boost the participants’ WTC because they shared in the common goal of
discussing their experiences in English. Kang found that situational WTC was jointly
constructed amongst group members through their interactions.
Kang’s study showed that inductive methodology, allowing the theory to emerge
from the data, allowed for a descriptive analysis of the dynamic nature of WTC. Many of
the variables in this study can be related back to MacIntyre et al.’s (1998) dynamic
model. Personality and beliefs of self-ability set the background for what learner brought
to a classroom situation (security can just as well be compared to state communicative
self-confidence), while the relationship and co-construction of a communicative system
amongst group members had an influence on each’s WTC. Gardner (1985, 2010) and
Dörnyei’s (2009) models of motivation can both be recalled here in the idea of
excitement. Excitement elicits openness to speak and the desire to be a speaker of the L2
in that the speakers experience joy when able to use the L2 to talk about their
experiences. As important as Kang’s presentation of qualitative research into WTC and
contribution to the conceptualization of WTC as a dynamic nature were, of equal
importance was Kang’s attention to peer interaction and co-construction of WTC based
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on the group context and interrelationships of its members. For this reason, Kang’s study
has influenced the work of later researchers (Cao, 2014; Pawlak et al., 2016; Peng, 2015)
who explore peer interaction and its influence on WTC. It is of great interest to the
project at hand both for theoretically and methodological purposes.
The continuous contributions of top WTC researchers Cao (2009, 2014), Cao and
Philp (2006), Peng (2007a, 2007b, 2012, 2013, 2015), and Peng and Woodrow (2010)
have been crucial in methodological approaches and theoretical contributions. As
mentioned, many WTC researchers have opted for a quantitative approach. One highly
influential structural equation modeling (SEM) analysis, a type of multivariate statistical
analysis that analyzes the relationship between two measured variables, was conducted
by Peng and Woodrow (2010). In their study, they determined self-perceived
competence, motivation, confidence, and anxiety to be the greatest trait predictors of a
learner’s level of WTC. In addition, they found that learners’ perception of the classroom
environment itself, specifically of their relationship to the instructor and whether they
liked certain activities or working with certain peers, had a direct effect on trait WTC.
Though their methodology was different than Kang’s (2005) study, theirs also showed
that classroom environment and the relationship amongst class members were key factors
in individuals’ WTC. Though two different methodological approaches found that the
relationships existed, Kang’s (2005) approach allowed for more insight into what these
relationships look like.
The impactful research of Cao and Philp (2006) and Cao (2009, 2014) was the
first of its kind to explore the dynamic of WTC in different peer groupings. First, Cao
and Philp (2006) conducted a study of eight non-native English speakers in a New
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Zealand school over the course of four weeks to find if there was any relation between
trait and state WTC in whole class, small group, and dyadic classroom interactions (p.
385). They used McCroskey’s (1992) trait WTC questionnaire to measure trait WTC and
observation of participatory behavior using a coding scheme and interviews to measure
state WTC. Their findings showed that there was not a clear correlation between
learners’ self reports for traits on questionnaires with their observed WTC through
participatory behavior. They found much variation within learners and within the three
types of contexts. They did, however, find more of a correlation between trait and state
WTC in pair and group work than with whole-class discussion: the behavior of learners
in the whole-class activity was least predictable in relation to their trait WTC (p. 485). In
general, their research showed that peer interaction does have an influence on individual
WTC and that WTC may change in the classroom across interactional contexts. They
found that WTC could be strengthened or weakened according to the specific situation,
topic, interlocutor, and confidence of the learner relative to the task (Cao & Philp, 2006,
p. 489). To date, not many studies have been carried out that examine how WTC
changes in different peer interaction classroom contexts as this study did (Cao, 2009; Cao
& Philp, 2006; Kang, 2005).
In addition, in Cao’s 2009 study, she identified three possible factors that could
have an impact on situated level of WTC. These included individual learner
characteristics, such as self-perception and self-confidence, L2 proficiency, and aspects
of the classroom, ranging from the type of activity, relationship with the teacher, to the
class structure (Cao, 2009). Cao used a qualitative approach, interviewing learners and
asking about their participatory behavior in several video recorded group settings.
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Interviews included stimulated recall, where students watched video recordings of their
participation in class, and general questions. The stimulated recall interview portion
sought to elicit information about the students’ feelings in the moment of each activity,
such as nervousness, confidence, and comfort. The general interview portion had
questions about their attitudes, beliefs, feelings, and motivating factors for language
learning in general. After analysis, she claimed that a learner’s WTC could not be
predicted, but patterns of behavior could be found in pair and group settings like the
findings of the study conducted with Philp (Cao & Philp, 2006).
She further concluded that the classroom WTC construct was best considered a
dynamic and situational variable rather than a trait disposition. This is due to it being
subjected to so many different environmental factors: lesson topic, task type, variability
of interlocutors’ communicative competence, personality, nationality, familiarity, and the
instructor’s teaching style. Further, her findings showed strong interdependence between
individual characteristics and classroom conditions, including with whom the learners
were grouped, their sense of camaraderie with the peer(s), and their comfort with the
task.
Knowing that state L2 WTC could be influenced by so many factors, Cao (2009)
described it as a “dynamic notion of interdependence”. She grouped these factors into
three possible categories. The first dealt with individual learner characteristics, mainly
self-perception and self-confidence. The second factor encompassed linguistic aspects,
namely proficiency. Similar to Ellis’s (2012) categorization of individual learner
differences, all of these factors would fall under the trait-based WTC category. However,
the final factor included aspects of the classroom ranging from task type, relationship
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with the teacher, and the structure of lessons (Cao, 2009). Therefore, Cao’s identification
of WTC accounts for classroom aspects, i. e., social interaction and their impact on
learner WTC. In contrast to previously conducted WTC research, hers served as an
example for analyzing the dynamic between both trait and state based WTC as related to
peer interaction at the qualitative level. Her later research (2014) continued to adopt a
more state-based perspective and qualitative approach. Using classroom observations,
stimulated recall interviews, and reflective journals, she finally suggested that classroom
WTC is a dynamic situational variable that cannot be considered as a trait disposition.
The investigations described in this section have contributed greatly to a shift in
how WTC is researched. One of the many values gained from a quantitative approach in
previous WTC research is that it allowed researchers to find the most influential factors
in trait WTC: motivation, anxiety, and perceived communication competence. From this
work, current researchers are now able to explore the nuances of these variables in
relation to WTC as well as state variables. In addition, they have been able to investigate
it as taking place not only within the individual but as it is impacted by interaction with
others. The qualitative approaches have allowed researchers to gain firsthand accounts
from learners as to their feelings when speaking the L2. By taking the latter approach,
researchers can determine what classroom factors impact and support learner WTC. In
the next section, I will describe the theoretical frameworks surrounding current WTC
research and my proposal of employing investment and identity theory. Due to the trend
in WTC research toward qualitative, individual-within-the-social-realm narrative
approaches, these theories allow for greater gains in research and a richer understanding
of learner WTC.
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Theoretical Framework
Keeping in mind prior research into WTC as a dynamic entity, the theoretical
framework used for this study is that of investment and identity theory (Norton, 1995,
2000, 2014). The decision to use these connected theories stems from the research
progression from the quantitative study of variables affecting WTC to the call for more
qualitative-based peer interaction research of WTC. Some researchers are taking a shift
toward the ecological perspective, or WTC as explored through the learner-within-thesocial-classroom setting. A commonality between Gardner’s (1985, 2010) and Dörnyei’s
(2009) models of motivation is the need for the L2 learner to want to learn the language
for purposes beyond extrinsic and pragmatic factors. The learner will become engaged in
the language learning process and be more willing to participate with peers if he or she
has a deeper desire to either become a capable speaker within the L2 community or
dedicates so much time and effort into the language learning that it becomes a part of his
or her identity. Both of these ideas lend themselves to the theories of investment and
identity as discussed in the following sections.
In addition, the call for more research on peer interaction and WTC addressed not
only the importance of how interaction with others influences an individual learner’s
WTC. It also signaled the impact of community building in L2 classroom learning and
WTC. Anxiety, self-confidence, motivation within a group, common goals, and power
all play into how a learner perceives his or her place in a given interaction and in relation
to the other group members. This acknowledgement lent itself to what current
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researchers are investigating as the ecological perspective (Cao, 2011, 2014; Peng, 2012,
2015; van Lier, 2002, 2008; Yashima & Zenuk-Nishide, 2008).
The Ecological Perspective
To delve deeper into Cao’s (2009, 2011, 2014) significant stance on the
situational, dynamic, and interdependent perspective of WTC, she explained a different
approach taken by herself, other SLA researchers, and other WTC researchers (de Saint
Léger & Storch, 2009; Peng, 2012, 2015; Yashima & Zenuke-Nishide, 2008) termed the
ecological perspective. A theory in SLA, Cao (2011) explained it as presented by van
Lier (2000, 2002, 2004, 2008) as follows:
From an ecological view, the notion of context in language learning is a central
and focal theme, which is considered as socially constructed and dynamically
negotiated on a moment-by-moment basis. The ecological perspective, of which
the notion of interdependence is the central idea, sees a web of intertwining
relationships between students, teachers and their surrounding micro classroom
contexts and macro institutional environments. All components in the web of
relationship or the network are interconnected and inseparable. An ecological
view requires exploration of how each component in a context relates to the
others. An ecological approach to research on language learning is
contextualized, situated and observation-based research which focuses on
contextual analysis, close attention to learners’ actions in the context and search
for patterns that connect in complex processes of interaction. (Cao, 2011, p. 469)
Based on the ecological perspective, WTC researchers take first and foremost the
interactions amongst peers as the key to understanding WTC tendencies. The ecological
perspective is a socially informed approach that incorporates the investigation of
cognitive and social variables interacting with one another. In the case of WTC, this is
accomplished by analyzing observable peer interaction. Cao (2011) operationalized
WTC through observation of voluntary communication. She analyzed the variables of
topic, task type, interlocutor, teacher, class interactional pattern, perceived opportunity to
communicate, personality, self-confidence, emotion, language proficiency, and reliance
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on L1. Cao’s (2011) study is the first to present the ecological perspective as a new way
to both think of and investigate the dynamic, situated nature of WTC.
In her doctoral dissertation, Cao (2009) explained the ecological perspective and
its notion of interdependence as an inextricable web of interrelated factors, all acting on
another at once. She describeded the classroom learning environment as having
classroom-internal and classroom-external worlds. This concept is a reminder that
learners take part in interactions with peers within their classroom, forming a community
of learners, while also wishing to take part in an imagined community of L2 speakers
beyond the classroom. The ecological perspective is a far cry from the trait-based
cognitive/affective approach to WTC and more akin to the theory of investment. Like the
dynamic approach, the ecological perspective accounts for interaction with others,
outside factors (such as motivational aspects), and classroom factors. In both theories, no
single variable is acting independently on the learner’s WTC, but rather, all are
interrelated.
Finally, in her 2014 article, “A Sociocognitive Perspective on Second Language
Classroom Willingness to Communicate,” Cao explained the ecological perspective in
more detail as it falls within the sociocognitive perspective in SLA. She critiqued the
long-standing issue in WTC research of the lack of syntheses of individual and contextual
variables (Cao, 2014; Peng, 2012) and reiterated the value of the ecological perspective
in accounting for both factors. She considered this approach to be more “contextsensitive” (Cao, 2014, p. 792) than traditional WTC research and, even beyond the reach
of the dynamic approach (Kang, 2005; MacIntyre et al., 1998) because it incorporates
psychological and social aspects in three dimensions (individual, linguistic, classroom
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environment). As explained by Atkinson (2002, 2011), a sociocognitive perspective
provides “a view of language and language acquisition as simultaneously occurring and
interactively constructed both ‘in the head’ and ‘in the world’” (Atkinson, 2002, p. 525).
Further, his take on the sociocognitive perspective is developed as “a view of language
and its acquisition as social phenomena- as existing and taking place for the performance
of the action in the (socially-mediated) world” (Atkinson, 2002, p. 525) which also takes
into account the cognitive nature of language acquisition taking place during
communication and interaction. Finally, the sociocognitive perspective “posits that
cognition of language is intertwined with and inseparable from experiences, cultural
knowledge, emotions, and social identity” (Cao, 2014, p. 792). Some researchers (de
Saint Léger & Storch, 2009) approached WTC from the similar sociocultural perspective
while others (Peng, 2012, 2015; Yashima & Zenuke-Nishide, 2008) took the same
approach of an ecological perspective within the sociocognitive realm but incorporated
further the idea of an imagined community within the classroom and future L2 scenarios.
Imagined Communities Within the Ecological Perspective
The first of three studies that explore the notion of imagined communities in
relation to WTC within a sociocognitive perspective is that of Yashima and ZenukNishide (2008). Their longitudinal study analyzed the effects of learning contexts on
proficiency development, attitudes, and behavioral changes in Japanese L1 speakers in an
EFL context. They compared the experiences of study abroad and stay-at-home groups
during the participants’ first and third years in the EFL program and found that the study
abroad group had greater advances in all three of the variables analyzed. They concluded
that the development of the study abroad participants occurred largely due to their
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participation in the target community, which lent itself to their relating of WTC and
international posture (Yashima, 2002) connected to an imagined international
community.
Based on the research of Norton (2000, 2001) and the similar findings of
Yashima, Zenuk-Nishide, and Shimizu (2004), an imagined community represents “what
immigrant learners with varied backgrounds envision beyond classroom walls” (Yashima
& Zenuk-Nishide, 2008, p. 569). This is a community where L2 learners envision
themselves beyond the classroom context as belonging to, integrating, and becoming part
of the L2 community where they can interact with L2 speakers and participate
successfully in cultural practices (Anderson, 1991; Kanno & Norton, 2003; Norton, 2000,
2014). The experience of study abroad, therefore, “should lead to changes in intergroup
attitudes, interest in international activities and communication behavior” (Yashima &
Zenuk-Nishide, 2008, p. 569). The researchers found that the study abroad students had
higher WTC and international posture after their experience living in Australia, Canada,
New Zealand, UK, and the US.
Next, Peng (2012, 2015) conducted two studies investigating trait WTC as an
affective and individual factor through an ecological perspective. The studies looked at
the relationship between the micro-level (classroom) and macro-level (institution).
Questionnaire data and not qualitative data were used in each. Her 2015 study, “L2
Motivational Self System, Attitudes, and Affect as Predictors of L2 WTC: An Imagined
Community Perspective” was the first study to examine WTC within the concept of an
imagined community as imagined from the L2 classroom (Anderson, 1991; Kanno &
Norton, 2003) and in relation to Dörnyei’s (2005, 2009) motivational self system. Kanno
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and Norton (2003) defined imagined communities as “groups of people, not immediately
tangible and accessible, with whom we connect through the power of the imagination” (p.
241). Recalling that Dörnyei’s (2005, 2009) theory supposes that the learner’s
motivation draws on the notion of imagination, combining the traditional understanding
of motivation with the construct of imagined community, Peng explained “this theory
posits that learners’ vision of their future selves as L2 users engaging in interaction with
members of a given community provides motivational impetus for L2 learning” (Peng,
2015, p. 434).
Peng’s (2015) study surveyed Chinese L1 speakers in an EFL context to gain
insight into their imagined vision of what being an English speaker in the L2 setting
would be. She found that, though not having experienced time abroad, the learners had
formed perceptions and even idealizations of the L2 and L2 community through other
mediums such as television and songs in the L2 (Peng, 2015). Further, they envisioned
how they themselves would fit into their construction of the L2 community and its
language use. Would they be capable speakers? Would they be successful in
communicating? Would they be accepted and ‘fit in’?
Conclusions focused on the idea of international posture (Yashima, 2002) in
which learners imagined their successful membership of a global community. She
related this to Dörnyei’s (2005, 2009) descriptions of the ought to and ideal self. The
imagined self would be the ideal self, in which L2 learners see themselves as socially and
communicatively capable to perform in an authentic L2 setting. This image of oneself
was motivated through socially constructed representations of the L2 within the
classroom in discussions with other students, and L2 WTC was motivated through this
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imagination. In this way, the L2 motivational self system can be understood in
conjunction with the classroom environment and projected ways of being of the L2
community. It is another way to envision a learner’s place in the classroom and desire to
belong to a future imagined community. This study supports Norton’s concepts of
investment and identity (1995, 2000, 2014) in which learners’ communicative tendencies
are directly impacted by the perception they have of their belonging and value in the
speech group.
A New Conceptualization of WTC: Identity and Investment Theory
To review, the trajectory of WTC research has shifted from trait to situational,
situational to dynamic, and currently utilizes the concept of a dynamic nature within
different perspectives and methodologies: the ecological perspective as related to
sociocognitive theory, and the imagined community perspective as an impetus for
promoting WTC. The micro and macro levels are included in most recent WTC
investigations, acknowledging that its dynamic nature takes into account the individual
and his or her context, the cognitive and the social, and the internal and external factors
of motivation. The ecological perspective welcomes investigation into peer interaction in
recognizing the importance of such interaction in building group-constructed rapport,
confidence, motivation, and efforts toward a common goal. These realizations, along
with Dörnyei’s (2005, 2009) motivational self system and theorizations of L2
construction within the imagination, harken to the same concept of imagined
communities within the L2 classroom. Individual WTC within the social construction
and interaction of L2 classroom WTC lends itself, therefore, to exploration within the
theories of identity and investment (Norton, 1995, 2000, 2014).
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Apart from the links presented in the previous studies, the connection between
WTC to identity and investment (Norton, 1995, 2000, 2014) has not yet been investigated
in detail. Thus, it provides a rich possibility as a framework for WTC research. Norton’s
seminal article, “Social Identity, Investment, and Language Learning” (1995) in TESOL
Quarterly addressed the lack of a comprehensive theory of social identity of the language
learner considering both affective and social elements. Norton explained that SLA theory
had not adequately described how power relationships affect the interaction between
language learners and speakers. Just as WTC researchers (Kang, 2005; MacIntyre et al.,
1998) have shown that power dynamics play a role in individual WTC in peer
interactions, Norton explained that members of a group position themselves as more or
less proficient than others, more or less knowledgeable than others, or as having more of
a voice in the group. Using the experiences of female immigrant ESL workers and
heritage learners as examples in her study, for example, some ESL immigrant workers
were in a lower power position than their English-speaking bosses at work, whereas
others who had better relationships with the bosses were at a higher power position than
those who did not. For the latter, this hindered their desire to become a part of the L2
community and their inclination to speak in group contexts.
To frame the need to account for one’s identity within a group and the extent to
which a speaker felt invested in, or part of, the L2 speech community, Norton focused on
the traditional understanding of motivation as it relates to language learning (Gardner,
1985; Gardner & Lambert, 1972). She stated it was insufficient in explaining the forces
that encourage learners to speak or hold them back. The extent to which Gardner (2010)
explored the possibility of an L2 identity with respect to the socio-educational model of
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motivation and language learning was by stating that “to the extent that individuals
develop a high level of proficiency in the language, they might also experience changes
in their self-identity and find themselves identifying in part, at least with the other
community” (Gardner, 2010, p. 2-3). He did not, however, develop the idea further as to
how a learner would identify or, more importantly, how the social aspect would shape
their identity. Norton therefore shifted motivation theory to the socially inclusive theory
of investment.
Norton found the social psychology conceptualization of L2 motivation (Gardner,
1985; Gardner & Lambert, 1972), particularly the instrumental and integrative
orientations, to be insufficient in both encompassing and attempting to investigate what
takes place within an L2 speaker as he or she envisions becoming part of the L2
community. While Norton agreed that integration of the learner into the speech
community, as well as integrative motivation, were pivotal in language learning, she did
not feel the model fully accounted for what takes place in social interaction and the
intricacies of how it influenced or hindered this experience. Her concept of investment
relates more closely to the proposal of Dörnyei (2005, 2009) within the motivational self
system (as seen in Peng, 2015) as it draws on the necessity of imagination and
interaction.
Norton proposed the concept of investment in relation to identity and imagined
communities to fully account for the experiences of the people she interviewed. She said
that motivation should not be considered a “fixed personality trait” or “property of the
owner” (Norton, 1995, p. 17). Rather, she explained that the concept of investment
“attempts to capture the relationship of the language learner to the changing world” and
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considers the learner as having “a complex social identity” (Norton, 1995, p. 17).
Therefore, when learners speak, they are not simply pushed by motivation to earn a high
grade or use the language on vacation. They are also not fixed on language learning with
a specific motivator or personality trait. They are “constantly organizing and
reorganizing a sense of who they are and how they relate to the social world” (Norton,
1995, p. 18). Norton explained investment in the target language is just as much
investment in a learner’s own social identity as an L2 speaker. Lastly, she characterized
identity as “constantly changing across time and space” (Norton, 1995, p. 18), a useful
approach to understanding the likewise dynamic quality of WTC.
While investment and identity are abstract concepts, they allow a researcher to
more fully account for all the variables impacting a learner’s willingness to communicate.
Norton as well as Cao operationalized these concepts through the use of interviews.
From firsthand accounts from the ESL workers she interviewed, Norton found that the
factors for speaking or not speaking in their work sphere went beyond explanations of
instrumental or integrative motivation. By asking questions about their feelings of
adequacy in speaking, how they believed they fit into the workplace, and their reasons for
learning the target language and speaking or not speaking, she was able to touch on
emotions of anxiety, fear, and self-doubt. The construct of investment goes beyond the
traditional understanding of motivation and accounts for more personal and nuanced
factors in relation to the social sphere. The construct of identity allows for exploration
into the impact of a learner’s perception of his or her belonging in the classroom or a
particular group.
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In addition, the concepts relate to the sense of an imagined community (Anderson,
1991; Kanno & Norton, 2003), the social environment in which learners imagine
themselves successfully communicating. While Anderson described an imagined
community in terms of nation-building, Norton uses the concept to refer to a learner’s
imagined identity as a member of the L2 group, whether of native speakers or of L2
learners in the classroom. In the classroom, this can mean being able to successfully
complete a peer task in a classroom activity. Outside of the classroom, it can mean the
ability to converse with a native speaker. Therefore, rather than considering affective
factors as trait-based and social factors as state-based, these concepts allow for a much
broader understanding of the intricacy of WTC. When considering a learner’s long-term
investment in his or her language learning, imagined community and the feeling of
personal belonging, it may account for why a learner chooses to communicate or not
communicate in class more so than trait-based factors or of the moment state-based
factors. To learn more about why students choose to participate or not, personal
interviews are crucial beyond relying solely on the use of questionnaires.
Norton’s research on identity, investment, and imagined communities is
considered foundational in applied linguistics (Beinhoff & Rasinger, 2016; Block, 2007;
Darvin & Norton, 2015; Kramsch, 2013) and has been continually refined through work
with a range of scholars (Darvin & Norton, 2015; De Costa & Norton, 2016; Kanno &
Norton, 2003; Norton & McKinney, 2011; Norton & Toohey, 2011; Pavlenko & Norton,
2007). Her research has its origins in the theories of Bourdieu (1977; 1991) in that
investment in a language occurs with the understanding that a learner is part of a larger
system of social power since language is a tool of power. A learner will also receive
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cultural capital, the social assets of a person (such as education, intellect, speech and
mannerism style, ability to command a conversation) if he or she is able to function
within social systems of exchange, of which language is always part (Bourdieu 1977,
1991). In recent years, Norton (2014) has included technology as another systemic tool
that influences cultural capital. An L2 learner, as he or she attempts to become a part of
the L2 speech community, always has something to gain or something to lose.
For this reason, positioning plays a crucial part in the capital a speaker is able to
gain access to as a high or low stakeholder in the power system of the particular ideology.
A speaker can position him or herself or be positioned by others based on competency,
qualities (introversion, extroversion), race, gender, class, or sexual orientation. The
instances in which a speaker is able to position him or herself as valuable to the group or
deserving of time or space are called affordances, which can also be opportunities the
learner has to speak and increase his or her knowledge and ability. Finally, the ideology
of a particular culture or social class is at play in the extent to which a non-member is
allowed into the L2 group (Darvin & Norton, 2015). Darvin and Norton (2015) proposed
the Model of Investment that presents the interrelationship between identity, capital, and
ideology within investment theory. Norton’s three characteristics of identity relevant to
SLA are as follows: the multiple, non-unitary nature of identity; identity as a site of
struggle; and identity as changing over time. Identity as multiple is important because
one’s identity as a speaker within a group can change based on interlocutors in that it is
non-unitary. This has implications for L2 learners’ progress based on how they are
grouped with peers in the class. It can be a site of struggle when one is attempting to
position oneself in a power position, or if one is positioned in a lower power position by
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other speakers. One’s identity and growth are impacted by being in a place of unsurety.
In the case of WTC in the L2 classroom, the concepts of positioning and affordances are
most pertinent to the particular setting.
The work of Weedon (1997) was also influential in Norton’s theories. Weedon
considered language the medium through which a person “negotiates a sense of self
within and across a range of sites at different points in time, and it is through language
that a person gains access to – or is denied access to – powerful social networks that give
learners the opportunity to speak” (Norton, 2011, p. 319). In the L2 classroom, Norton
felt that it was the task of the educator to provide learners with the opportunity to
consistently speak, read, write, and have identity positions in which they are able to use
their voices. Foucault’s (1980) idea of the human as an entrepreneur of one’s own self in
the modern, millennium market is echoed in the learner’s need to learn the L2 to be a
capable, competent actor in the L2 community (De Costa & Norton, 2011).
When thinking of L2 learner identity in the classroom and investment in learning
the language, Norton’s research poses helpful ways for researchers to frame their studies.
Bourdieu’s (1977, 1991) construct of investment rejected traditional dichotomies of
learner identity such as motivated/unmotivated, shy/outgoing, and instead recognized
how power in communicative contexts can position learners in various ways, many times,
unequally. Rather than think of learners’ identity (i. e. personality, characteristics) in a
dichotomous sense (as trait WTC research did), Norton’s research frames the learner as a
“social being with a complex identity that changes across time and space and is
reproduced in social interaction” (Darvin & Norton, 2015, p. 37).
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Identity and investment theory in SLA, particularly for the situation of the L2
learner in the non-authentic L2 speaking world (the classroom), account for the struggle
site of identity and learning how to position oneself and others as having equal rights in
speaking the L2. Bourdieu did not feel that there should be “legitimate” and
“illegitimate” speakers, but that all group members should have the “right to speech” or
the “power to impose reception” (Bourdieu, 1977, p. 648). Russian philosopher and
scholar Bakhtin (1981) thought of dialogue as a site of struggle as well in speakers’
attempt to constantly create meaning through interaction with listeners. He thought of
this situation in two senses; the first of writer addressing readers, the other, through actual
communities of speakers. Therefore, both in written and oral speech, Bakhtin saw
interaction as a chain of speech communication in which a speaker and listener are
positioned within a dialogue. For the L2 classroom learner, both the L2 identity and the
L2 dialogue are sites of struggle. The learner must continually work to formulate his or
her L2 identity and use his or her voice in the new language. Doing so allows the learner
to gain proficiency and confidence in communication.
Further, her research implores investigators to ask: “In addition to asking ‘Are
students motivated to learn a language?’ Norton suggests the following: ‘Are students
and teachers invested in the language and literacy practices of a given classroom or
community?” (Beinhoff & Rasinger, 2016, p. 587). If an L2 learner can see him or
herself as a competent speaking member of the target language and community, and is
surrounded by likewise invested learners, there is no doubt that WTC will be boosted and
language learning enriched.
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Summary
This chapter traced the trajectory of WTC from its L1 origins in primarily
personality-trait based variables to its redefinition in the L2 to include the social realm,
particularly peer interaction. It explained the three key cognitive and affective individual
learner variables: motivation, foreign language classroom anxiety, and self-perceived
communication competence. Next, this chapter explained how the shift took place in
WTC research toward a dynamic approach in which both trait and situational factors are
at an interplay, acting symbiotically off one another. The notion of being a dynamic
construct also accounted for the idea of constant movement and action in moment-tomoment changes that take place within a learner during conversation interaction.
The dynamic entity construct lent researchers to realize the lack of and need for
greater analysis of peer interaction to explore these moment-to-moment changes as well
as how learners’ interactions influence each other. The ecological perspective, under the
sociocognitive perspective, gave researchers a way to explore this side of WTC and
included the idea of imagined communities, moving beyond Gardner and Dörnyei’s
conceptualizations of motivation toward a socially inclusive view of human interaction
and how it impacts speech.
Finally, Norton’s identity and investment theory provides a new approach to
WTC research. It encompasses the ecological perspective but allows for an in-depth
analysis of the concepts of imagined communities and belonging in the L2 community.
Since Norton’s rationale for investment was to account for the lack of a nuanced and
social understanding of motivation, as well as how the individual sees him or herself
within the social sphere, WTC can likewise be understood as something more personal
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and dynamic than the trait and state constructs account for. Investment encompasses all
the emotions involved in a learner’s willingness to engage with others including
motivation, perception of self-competence, and anxiety, and the moment to moment
changes that may influence them. It is liberating for a researcher of learner emotions and
interactions because it considers the learner as an individual within the social realm of the
classroom. Finally, identity theory allows a researcher to learn more about learners’
beliefs regarding their own actions and participation.
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CHAPTER 4
METHODOLOGY AND DATA COLLECTION
Introduction
The purpose of this study was to examine the most influential variables linked to
individual L2 learners’ WTC in the L2 classroom. This was made possible through the
use of questionnaires and focal participant interviews, and classroom observation. In
addition, the study investigated how the learners’ L2 investment and L2 identities were
related to their WTC.
This chapter begins with the research design and research questions. It describes
the participants and class context. Next, it outlines the mixed-methods quantitative and
qualitative instrumentation and collection procedure. Then, it explains the methods of
data analysis. Lastly, it acknowledges ethical considerations and summarizes the chapter.
Research Design
The design concept was informed by a research study conducted by this
investigator in Spring 2016 to determine if trait and state WTC differed in any way
within individuals in whole-class, teacher-led instruction versus peer-led interaction.
This earlier study was conducted over the course of two weeks. It included the WTC
questionnaire used in the present study and 12 one-session interviews with 4 participants
of each WTC category as self-reported on the questionnaire: high, medium, and low. The
investigator quantified participation through hand-raising in the teacher-led activity and a
tally of times spoken in the peer-led activity. From this study, the investigator realized
that more measures of WTC were necessary: questionnaire measurements in addition to
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the WTC questionnaire, more thorough interview questions with focal participants, and a
longer duration of time for the entire study.
The research design follows the approach of other WTC researchers who have
investigated WTC in using a mixed-methods design, particularly those studies that served
as a model for qualitative approaches to interviews. The studies that served as both
inspiration and design models are the following: Cao (2009, 2014) and Cao and Philp
(2006) for their modeling of how to jointly analyze class observation and individual
interviews; de Saint Léger & Storch (2009), who utilized one of the first focus groups on
general WTC tendencies in a semi-structured interview; Kang (2005), whose study
modeled one of the first semi-structured interview schemes for WTC; Pawlak et al.
(2016), who modeled the combined use of both qualitative surveys and quantitativelyanalyzed questionnaires; and Yashima, MacIntyre & Ikeda (2016), who likewise used
mixed-methods with surveys, written reflection questions, and interviews.
The methodological contribution of these seven studies lies primarily in their
modeling of successful qualitative analysis of WTC through survey and interview data, in
combination with traditional WTC questionnaires (specifically on motivation, anxiety,
and SPCC) to gain quantitative data to inform the qualitative approaches. Since a call for
more qualitative peer-based WTC research has been made by these researchers (e.g., Cao,
2009, 2011; Cao & Philp, 2006; Pawlak et al., 2016; Peng & Woodrow, 2006), this
project can also be considered a response to that call.
For the present study, the primary sources of data come from questionnaires
completed at the beginning of the semester, two focal participant interviews conducted at
the beginning and end of the semester, and tabulation of whole class participation over
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the course of the semester. The mixed-methods approach is a reliable method of analysis
due to the triangulation of data (Creswell, 2013; Dörnyei, 2007; Mackey & Gass, 2005;
McKay, 2006; Murray & Lawrence, 2000; Stake, 2010). For the total participant sample
(N = 39), questionnaire data were collected to gain baseline information on trait WTC
regarding its three greatest predictors (independent variables): motivation, anxiety, and
self-perceived communicative competence. The three variables believed to influence
trait WTC were analyzed through quantitative statistical analysis of the questionnaire
data. Qualitative data were collected through interviews with focal participants (n = 12)
of the total sample population. Video and audio recordings of eight class sessions were
also collected as a part of the study but not used as the primary source of analysis.
Observation notes were recorded by the investigator over the course of the semester.
They included a whole-class participation tally, the lesson topic and activities for each
recorded class session, and which participants worked together on each day.
Stake’s (2010) approach to qualitative research and design informed procedures
of data collection for this study as he explained that “perhaps the most important
methodological differences between qualitative and quantitative are twofold: the
difference between (1) aiming for explanation and (2) aiming for understanding” (Stake,
2010, p. 19). Though large-scale, quantitative research has its place when seeking
explanations, qualitative approach allows for a natural language description and
interpretation in “ethnographic, naturalistic, phenomenological, hermeneutic, or holisticstudy” (Stake, 2010, p. 19). He urged qualitative researchers to take any case, activity, or
event as both common in that, for example, language classrooms occur all over the world
each day, but also as unique, in that, in order to understand each individual and case, the
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researcher must not generalize but acknowledge that each learner’s experience is unique
to him or her (Stake, 2010). Qualitative studies can help inform other researchers and
lead to general understandings that can be applied to their own classrooms while still
taking into account the uniqueness of their class and learners. Therefore, the quantitative
portion of this study was used to inform the qualitative piece with focal participants but
not to extrapolate generalizations about the larger population of L2 language learners.
Stake’s (2010) qualitative research advice also aligns with the call for the type of
studies needed for investment and identity research (Beinhoff & Rasinger, 2016; Norton,
2000, 2001, 2011, 2013, 2014; Norton & McKinney, 2011). This research is needed to
account for the voice of participants through interview narratives of their experiences, to
investigate how identity is developed through specific speech events, and to place more
emphasis on narratives of classroom life.
Therefore, for the qualitative data instrumentation, collection, and analysis this
dissertation employs a narrative research approach to the interviews (Creswell, 2013;
Stake, 2010) in order to meaningfully explore WTC as an individual learner construct. In
keeping with the procedures for conducting narrative research as outlined in Creswell
(2013), this approach relies on the stories and experiences of interviewees as described in
relation to the field context, in this case, the classroom. The defining feature of this type
of qualitative approach is that of the story (Creswell, 2013, p. 71). When a story is told
by a participant, it may shed light on the identity of the individual and how they see
themselves. In this study, interviews served as the primary source of data.
Throughout the qualitative data collection process, the investigator was mindful to
have empathy and awareness of each learner’s context. Empathy in research helped in
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remembering that language learning is an emotional experience. L2 learners are
vulnerable and, above being learners, they are people. Stake (2010) urged qualitative
researchers to describe their research setting and learners’ contexts well, in order to do
justice to the participants’ feelings toward their learning and performance, to have an
empathetic understanding that their experience was unique to them, and to compare
present interpretations with those in the research literature with the goal of furthering the
theoretical and practical contribution for the field (Stake, 2010). This approach is
therefore taken from an emic perspective; that is, prioritizing the depiction of reality from
a participant’s perspective. I kept this and the empathetic, holistic imperative in mind
throughout the process.
Research Questions
Keeping in mind the goals of this study, the following research questions are
reiterated:
(1) How did the variables of self-perceived communication competence, anxiety, and
motivation relate to trait WTC?
(2) What variables are found to influence state WTC within learners?
(3) How do the learners’ feelings of L2 investment and identity relate to their WTC?
Participants
The total sample of participants for the quantitative portion of this study were 39
undergraduate students in two intact university classes of intermediate Spanish (Spanish
2001 Conversational Review) at Temple University. Temple University is a large, public
research university in Philadelphia, a major city in the northeastern US. Spanish 2001 is
a fourth-semester course following the sequence of Spanish 1001, 1002, 1003, and 2001.
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The subjects were between the ages of 18 and 29, with a mean age of 20 years and 5
months. The subjects in the classes ranged from first-year to fifth-year university
students.
With respect to language demographics, 30 of the participants were L1 native
speakers of English. Of the other nine participants, three were heritage Spanish speakers
of varying proficiency levels. Six were fully bilingual in a language other than English or
Spanish and currently spoke the other language at home. The languages spoken by these
six bilingual participants were Haitian Creole, Hebrew, Jamaican (Patois) Creole,
Malayalam, Russian, and Vietnamese.
Class 1 consisted of 19 subjects with five males and 14 females. None were
freshmen; five were sophomores, eleven were juniors, and three were seniors. Of the 19
participants in Class 1, 12 had taken all three sequential courses in the Spanish track
(Spanish 1001, 1002, 1003) leading up to Spanish 2001. Three had taken only one
semester (placed into Spanish 1003), three had taken two semesters (after having been
placed into Spanish 1002), and one student had placed into the current course.
Concerning learning Spanish in an academic context prior to college, all participants had
taken Spanish classes at some point during their K-12 education at the primary, middle,
or high school level. There were several reasons why learners were taking the course: as
a major requirement of four semesters of a language; as a class toward a Spanish major,
Spanish minor, or Spanish certificate; or as an elective.
Class 2 consisted of 20 subjects with one male, one gender non-binary person,
and 18 females. Two were freshmen, nine were sophomores, six were juniors, two were
seniors, and one was in the fifth year. Of the 20 participants in Class 2, 14 had taken all
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three sequential courses in the Spanish track (1001, 1002, 1003) leading up to Spanish
2001. Four had taken only one semester after having been placed into Spanish 1003, and
two had taken two semesters after having been placed into Spanish 1002. With regard to
learning Spanish in an academic context prior to college, all had taken classes at some
point at the K-12 level.
Twelve learners were selected as focal participants for the qualitative portion,
with six participants from each class. The participants were selected by the following
procedure. First, once the participants completed the questionnaires during the first week
of class, all self-reported WTC trait scores were tabulated to place learners into a
category of low, medium, or high WTC as determined by McCroskey and Baer (1985)
and explained in Chapter 2. All participants were contacted through e-mail to ask if
anyone was interested to volunteer. The first two participants to respond from each class
from each category of high, medium, and low per class were selected as focal
participants. This way, there were two focal participants in each class, for each trait
category, totaling 12 participants. Three participants were male and nine were female.
The focal participants expressed varying types and degrees of motivation, anxiety,
and perceived communication competence. Nine of the participants were L1 English
speakers with no knowledge of other languages. Two of the participants were heritage
Spanish speakers, one fully bilingual and one who only spoke Spanish when talking to
her grandmother. One of the participants spoke Haitian Creole and English as a child.
The information is presented as follows in Table 1.

Table 1
Focal Research Participants

Justine

Self-Reported
WTC
Low

1

20

F

Spanish

English/Haitian Creole

Juana

Low

1

24

F

Criminal Justice

Spanish

Stephanie

Low

2

20

F

English

Alexa

Low

2

20

F

Matt

Medium

1

21

M

Parker

Medium

1

20

M

Kyle

Medium

2

20

F

Political Science
Certificate: Spanish
Global Studies
Minor: Spanish
Criminal Justice
Certificate: Spanish
Global Studies
Minor: Business
International Business

Lilly

Medium

2

20

M

English

Lindsey

High

1

19

F

Noelia

High

1

20

F

English
Certificate: Spanish
Criminal Justice
Certificate: Spanish
Mechanical Engineering

Candice

High

2

21

F

International Business

English

Meghan

High

2

20

F

Speech Language Hearing

English

Pseudonym

Class

Age

Gender

Program of Study

L1

English
English
English
English

English
English/Spanish
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Class Context
The context for both classes was an intermediate-level, Spanish 2001 course titled
Conversational Review. It is the fourth course in a sequence of Spanish courses with the
previous courses being Beginner 1001, Beginner 1002, and Intermediate 1003. The
instructor also served as the investigator in the two classes in the study. Both classes met
twice a week on Tuesdays and Thursdays for 80 minutes each session during the 16-week
Spring 2018 semester. The two classes were conducted at 9:30am and 12:30pm, and
there were no significant differences in pacing or lessons from day to day. Both courses
were conducted almost entirely in Spanish.
The focus of the course was to strengthen oral skills and review key grammar
points in support of communicative goals. The seven communicative goals for the course
followed the course text, Punto y aparte: Spanish in review moving toward fluency
(Foerster & Lambright, 2015). They were the following: description, comparison,
narration in the past, reactions and recommendations, talking about likes and opinions,
forming hypotheses, and talking about the future. The course material was broken down
by chapter. Four chapters were covered over the course of the semester. Each chapter
lasted three to three and a half weeks. The chapter topics were as follows: 1) perceptions
and impressions of others including stereotypes, future careers and the workforce in a
global market; 2) romantic and platonic relationships; 3) immigration and ancestry; and
4) technology in the modern world. Each chapter had cultural discussions of different
Spanish-speaking country with one focal country or region per chapter.
Since the primary goal of the course was to strengthen communicative skills,
activities were centered around interpersonal, collaborative discussion: whole-class,
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group, and pair activities. For the majority of activities, students worked collaboratively
on open-ended conversational questions based on the class topic. New material was
introduced using the course textbook and workbook. Supplemental materials provided by
the instructor included websites, news articles, news videos, photographs, social media
accounts, audio clips, and YouTube videos. Vocabulary and grammar for the class
incorporated previously-learned skills which were strengthened in the course through
homework exercises and communicative class activities, as well as new vocabulary and
grammar which were introduced at the beginning of a class lesson and practiced
throughout the session.
Activities included matching new words with descriptions in Spanish, deciding if
one agreed or disagreed with a statement and explaining why, responding to hypothetical
situations, stating preferences, debate-style discussions, and, for the majority of questions
in whole class, group, and pair contexts, answering open-ended questions about one’s
own stance or experience. All students were required to give one oral presentation on a
topic related to the Spanish-speaking world during the semester, which facilitated
subsequent class discussions.
Students in both sections followed the same class structure, task format and lesson
schedule throughout the semester. They were assigned the same tasks. Since many of
the activities were discussion-based, the direction of the conversation was determined by
the responses of the students. Therefore, one class may have been more involved or
excited in discussing one topic than the other class. Though activities, exercises, and
supplemental materials were not changed between the two classes, and the pacing and
structure of the two courses remained the same, there were differences in the nature of
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class discussion based on the individuals’ participation and engagement in different
topics.
Instrumentation and Collection Procedure
Instrumentation used for data collection included quantitative and qualitative
measurements. The following sections provide a thorough explanation of the
instrumentation and collection procedure.
Quantitative Measurements
Quantitative instruments were the demographic profile and four self-reported
questionnaires completed by all participants of the total sample (N = 39) as explained in
the next section.
Questionnaires and Demographic Data
During the first week of the semester, all participants filled out a language learner
demographic profile (Appendix B). This profile provided background information on
students’ native language and time and context spent learning Spanish. It included
questions on their age, year of study, place of birth, and course goals. The profile
allowed the investigator to gain background information on all class participants to create
a holistic perspective of the classroom environment and different experiences of the
learners.
Also during the first week of the semester, all participants completed four
separate questionnaires in one sitting. These questionnaires were used to gather
information about WTC and the three greatest predictors of trait-WTC: motivation,
foreign language classroom anxiety, and perceived communication competence. The
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validity and reliability of the questionnaires has been tested and verified as described in
Chapter 2. The measurements were as follows:
Willingness to Communicate (WTC) Scale Questionnaire (Appendix A) - The first
questionnaire was the original 20-item WTC Questionnaire (McCroskey & Baer, 1985),
which has been used in the majority of WTC studies to gain data on self-reported trait
WTC. As explained in the literature review, the score is determined using a scoring
scheme for researchers included with the questionnaire. The questionnaire has questions
on different group contexts, such as small group and large group, and at different comfort
levels, such as talking with a stranger or with a close friend. Learners are placed into
groups based on the scoring scheme on a 0-100 scale: above 82 as highly willing to
communicate, below 52 as highly unwilling to communicate, and a range of medium
WTC for those in the middle.
Attitude/Motivation Test Battery (AMTB) (Appendix C) – The second questionnaire was
the AMTB (Gardner, 1985) with adaptations made from questions intended for French
L2 learners in Canada to questions for Spanish L2 learners in the US, changing terms for
“French” to “Spanish” and “Hispanic.” The AMTB measures integrative and
instrumental orientation. The 79-item Likert scale has 7 values for the first six categories
and 3 values for the last category. It asks learners to rate their level of agreement with
statements under the following categories: (1) perceptions of US Hispanic people, (2)
interest in foreign languages, (3) views of native Spanish speakers, (4) attitudes toward
learning Spanish, (5) personal goals, (6) family encouragement, and (7) motivational
intensity.
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The Foreign Language Classroom Anxiety Scale Questionnaire (FLCAS) (Appendix D) –
The third questionnaire was the 33-item FLCAS (Horwitz, Horwitz, & Cope, 1986). The
Likert scale format has 5 values and measures learners’ reported level of anxiety
communicating in the foreign language classroom. The questions focus on physical and
emotional aspects related to classroom speaking anxiety.
Self-Perceived Communication Competency Scale Questionnaire (SPCC) (Appendix E) –
The fourth and final questionnaire was the 12-item SPCC Scale (McCroskey &
McCroskey, 1988). As described in the literature review, this contains similar questions
to the WTC questionnaire, assumes transfer of L1 communicative tendencies to L2
tendencies, and is scored using the same 0-100 self-reported scale. Then, researchers are
provided with a scoring scheme in which above 87 is high SPCC and below 59 is low
SPCC as determined by McCroskey and McCroskey (1988). It measures learners’ beliefs
about their abilities communicating in Spanish and examines the contexts of anxiety
when talking with strangers, acquaintances, and friends.
Qualitative Measurements
The qualitative measurements used during this project were based on focal
participant interviews, investigator notes on class observations of classes which were
audio and video recorded, and a tally chart for the amount of volunteered responses for
all students during whole class discussions throughout the duration of the semester.
Interviews and Observations
The interview questions, which appear on the Interview Questions Sheet
(Appendix F), were comprised of general questions related to WTC and classroom
interaction (Part I) (adapted from Cao & Philp, 2006), followed by stimulated-recall

84
questions (Part II) (Gass & Mackey, 2007; adapted from Cao, 2009, 2014), and finally,
any follow-up questions specific to the participant’s experience based on information that
he or she gave during the interview (Part III). Stimulated recall entailed having a student
watch the video recording and listen to the audio portion of his or her participation not
long after the class ended while the experience was still fresh in his or her mind (Gass &
Mackey, 2000). While in the moment of remembering that experience, I asked pointed
questions about the interaction. This technique has been used in WTC research, such as
in Cao’s (2009, 2014) L2 classroom research. In the present study, the questions asked
were about the learner’s feelings and behavior during the different peer interactions.
These questions, along with the general interview questions, asked about the
student’s feelings regarding classroom language learning and speaking including
motivation, embarrassment, confidence, fear, and nervousness in each communicative
interaction. The questions touched on emotions and constructs related both to WTC and
feelings of belonging and value as a speaker in the language classroom, allowing the
researcher to analyze the participants’ responses in relation to investment and identity
theory (Norton, 2014; Cao, 2009, 2014).
After obtaining consent from the 12 focal participants, I first met with them
individually for the first interview. A total of eight interviews, one every other week,
were conducted throughout the course of the semester. The first and last interviews of
the semester were the longest, averaging 20 minutes. The first and last interviews
contained the questions from Parts I, II, and III. The six interviews between the first and
the last contained the questions from Parts II and III. Interviews took place within three
days of the class session which was recorded.
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Findings from the interview data were used in answering Research Questions 1, 2,
and 3. Interview questions were taken from Cao and Philp (2006) and Cao (2009) (See
Appendix F). A question was added by the investigator, specific to L2 identity. The
interview questions were comprised of three parts.
Part I contained 17 questions which focused on the participants’ motivation for
learning Spanish, their self-perceived communication competence, speaking anxiety, and
their preferences for pair, group, or whole class work. The participants were asked these
same questions in the first interview session of the semester and the last interview session
of the semester.
Part II contained six stimulated-recall questions. Participants watched parts of
their class interaction on the video recordings. The questions asked if they enjoyed the
tasks, which they enjoyed most and why, if they thought they did well, if they found the
task useful for learning, and how they liked working with their pair and group. The
participants were asked these questions at all eight of the interview sessions.
Part III was meant for any additional questions that arose during the interview
based on responses from the participant or observation by the investigator. Specifically,
the prompt for Part III was “Ask individual learners to comment on their self-report
WTC, behavior in group/pair, and whole class situations.” Participants were not always
asked additional questions.
The next data instrument was classroom observation of peer interaction on video
and audio recordings. Throughout the collection period, copious notes were taken on the
focal participants’ interactions. Video recordings of natural class sessions took place
eight times throughout the semester in Class 1 and Class 2. One recording was taken
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every other week starting the second week of the semester, for a total of 16 recordings.
Approximately twenty hours of footage were recorded. A Microsoft Word document was
created with the date, lesson plan for the day, class activities (1 whole class, 1 group, and
1 partner), who each focal participant worked with, and the seating chart. In addition, I
kept a log over the course of the semester of how many times each learner participated in
whole class discussion for all class meetings over the duration of the semester. Though
only the WTC of the focal participants was analyzed for the qualitative portion of this
study, video recordings allowed the investigator to hear and see the entire class session,
such as whole-class discussion, which could be difficult to capture and observe through
voice recording only.
Through the mixed-methods approach to data collection, I obtained a full
semester’s timespan of data with five data points: questionnaires, interviews, observation
notes, classroom video recordings, and classroom audio recordings. Because of the
ample amount of qualitative data, I selected the first and last interview only for
transcription and development of narrative themes. These two interviews contained the
questions related to trait WTC, investment, peer interaction, and identity as well as the
stimulated recall and additional questions section. From investigator notes on classroom
observations throughout the semester, I was able to trace developing themes for elements
that aided in or inhibited learner WTC and check the observations with the participants’
interview responses.
Data Analysis
Data from the four questionnaires were converted from paper questionnaires to
numerical data in Microsoft Excel sheets. Data were analyzed for the entire sample size

87
(N = 39). Using the program SPSS, the data were analyzed through statistical analyses of
Cronbach’s alpha and multiple regression to find the consistency of variables and
correlation amongst them. The correlations assessed whether there was a statistically
reliable relationship between WTC and motivation, anxiety, and self-perceived
communication competence, as well as whether they were related to one another.
Findings from the questionnaire data were used in answering Research Question 1.
For the qualitative data, I transcribed the first and last interview (Parts I, II, and
III) of each participant manually in Microsoft Word. Interview responses to Part I from
the first and final interviews were grouped into categories based on the questions. The
categories were: (1) self-perceived communication competence, (2) foreign language
classroom anxiety, (3) motivation and investment, (4) peer grouping preferences, and (5)
identity.
Next, within the categories, I used an open coding approach (Creswell, 2013) to
identify the salient variables impacting participants’ WTC, whether by boosting or
hindering it. I color coded participant responses to the interview questions in Microsoft
Word to find common themes. Then, I created broad categories based on responses; for
example, “interest in task topic,” “use of tools and resources in class,” and “L2
interaction outside of classroom.” For example, any response that described the use of a
resource as helpful for speaking in activities was categorized under “use of tools and
resources in class.” I considered resources to be things like a dictionary, the textbook,
collaboration with a peer, or asking the teacher for help. For example, one focal
participant stated: “Maybe I’ll get a little nervous as to what I’m supposed to be
responding to, but then, I can just look up the word on word reference and then I’ll be
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able to get it and answer properly.” Next, I grouped the responses together to count how
many participants referenced the particular category factor, and formed a list of the
influential variables based on their responses. I compared participants’ interview
responses with their self-reported WTC, motivation, SPCC, and FLCA on the
questionnaires. I noticed that, regardless of self-reported WTC level, there were
variables mentioned by all or nearly all participants that influenced their state WTC
which are reported in the findings. Finally, I used the same approach for questions
related to motivation, investment, and identity. I sought to find if a relationship existed
between learners’ investment in learning Spanish, the identity as an L2 speaker they may
have, and how these factors influenced them to communicate in class.
Ethical Considerations
The semester prior to conducting the data collection, I received approval from the
IRB to conduct the research with the proposed setting, participants, and methods. The
requirements to conduct a human subjects study were fulfilled concerning participant
consent and confidentiality. All participants received the IRB approved confidentiality
and consent forms to give their permission or decline to participate in the questionnaires,
video recordings, audio recordings, and interviews prior to any data being collected. All
participants either selected or were given an alias to maintain confidentiality for this
project. Finally, all research-related physical and digitized materials were stored in
secured locations and password-protected.
To address any concern of subjectivity on the part of the researcher or biases on
the part of the participants, several measures were taken to ensure objectivity and control
during the data collection and analysis. First, collection of data through multiple sources
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and means of analysis allowed for a more holistic perspective of the participants’
experience. Next, the researcher maintained notes on each participant after the interviews
to track the conversations and collaborated with her dissertation advisor on findings of
possible patterns or skewing.
In addition, the researcher consulted best practices for qualitative inquiry
(Creswell, 2013; Stake, 2010) regarding the maintenance of non-biased interview practice
and confirmability of findings through appropriate data analysis. One of these practices
included documentation of procedures, meeting times, class lesson plans, questions, and
notes on responses during the interview process. During the interview process, the
researcher maintained the interviewer-participant relationship as separate from the
instructor-student relationship by sticking to questions and not engaging in discussion
beyond the questions asked or responses given. Finally, the empathetic researcher
approach explained by Stake (2010) was always kept in mind, that the participants were
language learners and college students who were dedicating their time to aid in a research
project. No judgements or comments were made, only listening and graciously accepting
the time and experience-sharing of the participants.
Summary
This chapter provided a structure of the methodological approach based on
current WTC research and calls for more micro-level, L2 classroom-based qualitative
research on WTC and L2 identity. The mixed methods approach is described with an
explanation of the value in quantitative, questionnaire-based data to gain insight into
participants’ trait-level WTC as a baseline to compare with qualitative, interview-based
trait and state-level WTC. The setting, participants, instruments used and methods of
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data collection, and methods of analysis were described. The methodology and data
collection processes were carefully selected to ensure the most beneficial findings for
analysis and theoretical contributions.
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CHAPTER 5
RESEARCH FINDINGS
Introduction
This mixed-methods study sought to investigate the dynamic nature of WTC in
individual learners in the L2 classroom as related to their investment in language
learning. It addressed three research questions: (1) How did the variables of selfperceived communication competence, anxiety, and motivation relate to trait WTC?; (2)
What variables are found to influence state WTC within learners?; and (3) How do the
learners’ feelings of L2 investment and identity relate to their WTC? To answer the
research questions, quantitative data were analyzed from questionnaire results for the
total sample population (N = 39), and results from focal participant questionnaires (n =
12) were reported. Next, responses from two focal participant interviews (n = 12) were
transcribed and analyzed. Results are reported on the relationship between WTC with
trait variables, state variables, and investment in the L2.
Quantitative Results
The quantitative results of the total participant sample and the focal participant
sample are presented as follows for the questionnaires used in this study: WTC
(Willingness to Communicate) Scale, AMTB (Attitude/Motivation Test Battery), FLCAS
(Foreign Language Classroom Anxiety Scale), and SPCC (Self Perceived
Communication Competence) Scale. WTC and SPCC were calculated on a 0-100 scale
where 0=not willing to communicate and not confident in communication competence
and 100=highly willing to communicate and highly confident in communication
competence. FLCAS was calculated on a 1-5 scale where 1=not at all anxious and
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5=severely anxious. Motivation on the AMTB was scored on a 1-7 scale for the first 58
items, considered “total” motivation, and a 1-3 scale for the remaining 21 items,
considered “motivational intensity”, respectively, so that 1=strongly unmotivated,
3=neutral, and 7=strongly motivated, and 1=unmotivated, 2=neutral, and 3=motivated.
Lastly, participants’ responses were recorded as instrumental or integrative for the
orientation index question as described in the literature review.
Total Sample Results
The quantitative component of this study had a total sample size of N = 39
comprised of two individual classes (n = 19, n = 20). The data were screened for missing
values or outliers. No missing values were found. However, it was found that, for the last
question on the AMTB, “I am studying Spanish because…”, seven of the participants
selected all four possible responses for the question. After a class meeting, these learners
were asked to select one response. Two of the learners were focal participants, and so
their choice to select four possible influences in their reasons for studying Spanish is
discussed later in this chapter. Next, Statistical Package for Social Science (SPSS)
Version 25 was used for statistical analysis. A multiple linear regression was calculated
to assess the relationship between willingness to communicate and motivation, anxiety,
and self-perceived communication competence as self-reported trait variables.
First, tests of internal consistency were conducted for the two Likert-item
questionnaires (WTC and SPCC), the 33-item FLCAS questionnaire, and the 79-item
AMTB. The tests for the AMTB were conducted for the total questionnaire, comprised
of the seven subcategories, and for each subcategory individually. The seven
subcategories consisted of 10, 10, 10, 10, 8, 10, and 21 items. Cronbach’s alpha (α) was
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found to be excellent for the FLCAS and Total AMTB, and acceptable to excellent, with
the α coefficient above 0.7 for four of the seven AMTB subcategory of the
measurements, as displayed in Table 2.
Table 2
Reliability for FLCAS and AMTB Measurements
Measurement

Cronbach’s alpha (α) reliability

FLCA

.958

AMTB Total

.920

AMTB: Perceptions of US Hispanics

.852

AMTB: Interest in Foreign Languages

.652

AMTB: Views of Native Spanish Speakers

.933

AMTB: Attitudes Toward Learning Spanish

.878

AMTB: Personal Goals

.699

AMTB: Family Encouragement

.860

AMTB: Motivational Intensity

.645

Cronbach’s alpha was highly reliable for the FLCAS and the AMTB in four
subcategories: (1) Perceptions of US Hispanics; (2) Views of Native Spanish Speakers;
(3) Attitudes Toward Learning Spanish; and (4) Family Encouragement. Three of the
AMTB measurements were within the .60-.69 range: (1) Interest in Foreign Languages,
(2) Personal Goals, and (3) Motivational Intensity. Although under .7, these findings
were consistent with those of Gardner (1985a) who found that a median value coefficient
below .7 was not uncommon for any of the subcategories. Gardner explained that the
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coefficients are still acceptable and should be retained for their potential value because
every attempt was made in constructing the scales to develop questions that addressed the
constructs in question. Larson-Hall (2010) explained that the .7 coefficient is more likely
to be reached with a greater number of items (more than 20), and for these reasons, the
.60-.69 range is acceptable.
Next, multiple regression analysis was conducted to test if the three factors most
often found to influence WTC (self-perceived communication competence, foreign
language classroom anxiety, and motivation) significantly correlated.
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Table 3
Results of Regression Analysis with Correlates of WTC

Self-Perceived Communication Competence

Pearson
Correlation
.598

Foreign Language Classroom Anxiety

-.254

.059**

AMTB Total

.258

.112

AMTB: Perceptions of US Hispanics

.235

.075**

AMTB: Interest in Foreign Languages

.058

.362

AMTB: Views of Native Spanish Speakers

.207

.103

AMTB: Attitudes Toward Learning Spanish

.089

.296

AMTB: Personal Goals

.146

.188

AMTB: Family Encouragement

.221

.088**

AMTB: Motivational Intensity

.013

.469

Predictor Variable

Regression
Residual
R² = .632

Model Summary
df
F
Sig.
12
3.722
.002
26

*indicates that p is significant at the .05 level
** indicates that p is approaching significance at the .05 level

Significance
.000*
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The regression model found an overall significant relationship among the variables (F
(12, 26) = 3.722, p < .002). An R² value of .25 or greater is a large effect, meaning that
there is a strong relationship between the variables and indicates statistical significance
for the sample size (Larson-Hall, 2010). The regression analysis found a large effect size
of R² = .632. Of the nine correlates with WTC, one presented statistically significant
results for the relationship between self-perceived communication competence and
willingness to communicate at p = .000. A p-value of less than .05 signifies a less than
5% probability that the correlation between SPCC and WTC were due to chance (LarsonHall, 2010). The higher a learner’s self-perceived communication competence, the
higher his or her willingness to communicate; conversely, the lower a learner’s SPCC,
the lower his or her WTC. These findings are consistent with those of previous research
(Fushino, 2010; Hashimoto, 2002; Lahuerta, 2014; MacIntyre & Charos, 1996;
MacIntyre et al., 1997; Piechurska-Kuciel, 2018).
Three correlates approached significance: foreign language classroom anxiety,
perceptions of US Hispanics, and family encouragement. The findings of a nearsignificant relationship between FLCA and WTC are consistent with prior research
(Hashimoto, 2002; Lahuerta, 2014; MacIntyre, 2007; MacIntyre & Charos, 1996;
MacIntyre & Gardner, 1994; MacIntyre et al., 1997; Peng & Woodrow, 2010;
Piechurska-Kuciel, 2018; Rastegar & Karami, 2015; Zakahi & McCroskey, 1989). This
relationship means that learners would be less willing to communicate the higher their
classroom anxiety. Conversely, learners with low classroom anxiety would be more
willing to communicate. The findings from the AMTB correlation indicate that neither
motivation, as a whole, nor the subcategories had a statistically significant relationship
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with WTC. Only two, perceptions of US Hispanics and family encouragement, had a
near significant correlation with willingness to communicate. These results and their
implications are discussed in Chapter 6.
Regarding the overall WTC results, a score over 82 is considered highly willing to
communicate and below 52 is considered highly unwilling to communicate on a 0-100
scale (McCroskey & Baer, 1985). The average WTC score of the total sample size was
60.05 with class 1 average = 63.63 and class 2 average = 56.47. If a 67 score falls
exactly in the middle of a high WTC learner and a 52 low WTC learner, this suggests that
the overall score of both classes fell within a middle ground of neither highly nor not
highly willing to communicate. However, both classes trended toward lower WTC.
Since self-perceived communication competence was statistically significant as a
predictor of WTC, the class average was calculated. High SPCC is indicated at or above
87 and low SPCC at or below 59 on a 0-100 scale (McCroskey & McCroskey, 1988).
The average SPCC was 73 (class 1 = 73.81; class 2 = 72.20), exactly at the medium level
of 73. This reveals that the learner average was that of a medium level of self-perceived
communication competence in Spanish. Although both classes self-reported slightly
lower willingness to communicate than self-perceived communication competence, both
classes fell within an average range on both measures: between 52 and 82 for WTC and
between 59 and 87 for SPCC.
Focal Participant Results
Next, the quantitative results of each focal participants’ questionnaire responses
were analyzed. The same variables from the questionnaire battery were included:
willingness to communicate, self-perceived communication competence, and motivation.

98
For the AMTB, responses are presented as 3 separate components: the first 6
subcategories of the AMTB as the total motivation score; motivational intensity, which
was the seventh subcategory of the AMTB, and whether the participant selected
integrative or instrumental motivation as the primary motivating factor for the last
question on the motivational intensity subcategory.
As found in the total sample results, several overall trends emerged amongst the
focal participants. First, self-perceived communication competence did increase with
higher WTC. Regarding anxiety, though FLCAS approached a statistically significant
relationship with WTC, there was not a discernible trend toward greater or lower anxiety
based on level of WTC. Finally, all learners regardless of WTC level reported a strong or
very strong level of motivation in language learning. The numerical results are listed in
Table 4 followed by the interpreted results in Table 5.
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Table 4
Numerical Results of Focal Participant Questionnaire Responses

FLCAS

AMTB
Total

AMTB:
Motivational
Intensity

73.33

3.64

6.45

2.35

50

76.67

1.84

6.71

2.5

Matt

70.42

81.67

1.54

5.60

2.3

Parker

75.42

91.67

2.39

5.88

2.45

Lindsey

85.42

85.83

3.69

6.26

2.25

Noelia

91.25

76.67

1.54

6.55

2.3

Class 2
Stephanie

16.67

39.17

2.09

6.03

2.7

Alexa

29.17

79.17

3

5.62

2.6

Kyle

63.75

60

2.30

6.84

2.45

Lilly

68.75

62.5

3.09

6.48

2.55

Candice

84.17

95

3.33

5.62

2.3

Meghan

92.5

100

2.21

6.29

2.22

Participant
Alias

WTC

SPCC

Class 1
Justine

22.17

Juana

100

Table 5
Interpretive Results of Focal Participant Questionnaire Responses
Participant
Alias

WTC

SPCC

FLCA

AMTB Total

AMTB:
Motivational
Intensity

AMTB:
Orientation
Index

Class 1
Justine

Low

Medium Neutral to Moderate
moderately

Strong

Integrative

Juana

Low

Medium Not at all

Moderate/strong

Instrumental

Matt

Medium Medium Not at all

Slight/moderate

Very
strong
Strong

Parker

Medium High

Slight/moderate

Strong

Integrative

Not

Integrative

Lindsey High

Medium Neutral to Moderate
moderately

Strong

Integrative

Noelia

Medium Not at all

Strong

Integrative

High

Class 2
Stephanie Low

Low

Alexa

Low

Medium Neutral

Kyle

Not

Moderate/strong

Moderate

Integrative

Medium Medium Not

Very
strong
Slight/moderate Very
strong
Moderate/strong Strong

Lilly

Medium Medium Neutral

Moderate

Integrative

Candice

High

High

Neutral to Slight/moderate
moderately

Very
strong
Strong

Meghan

High

High

Not

Strong

Integrative

Moderate

Instrumental
Instrumental

Integrative
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To analyze the relationship of the three trait variables to WTC, the 12 focal
participants were grouped based on their WTC self-reports on the questionnaire: four
high, four medium, and four low. Participants were selected by contacting through email and selecting the first two participants who responded from each category for each
class. This resulted in two focal participants in each class for each of the three trait
categories, totaling 12 participants. Next, each representative group’s WTC results were
compared with the three trait variables.
Recalling that self-perceived communication competence had a statistically
significant relationship with WTC in the total sample, results indicated that the focal
participants’ willingness to speak was related to their self-perceived communicative
ability in Spanish. Eight of the participants reported medium SPCC. Of the four low
WTC participants, one reported low SPCC, and three reported medium SPCC. In the
case of the low WTC participants, though three believed themselves to be at least of an
average level of competency in speaking, this did not mean they would choose to speak if
given the opportunity. Further, with no learners reporting high SPCC in this group,
learners with a low inclination to speak in class did not have a high belief in their L2
competency. Three of the four medium WTC participants reported medium SPCC while
one reported high SPCC. This shows that most of the learners with an average
inclination to speak, neither unwilling nor overly outspoken, had confidence in their
ability but were neither insecure nor highly confident in their speaking ability. Of the
four high WTC participants, two reported high SPCC, and two reported medium WTC,
showing that SPCC and WTC correlated closely. The relationship between SPCC and
WTC is explored in greater detail in the qualitative results.
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Next, the correlation between FLCA and WTC approached significance. Several
patterns emerged from the data. First, nine of the 12 focal participants reported little to
no anxiety in the language classroom. The remaining three reported a neutral to
moderate level of anxiety. One was a low WTC participant, and two were high WTC
learners. No one reported a high level of anxiety. These findings suggest that high
anxiety is not necessarily an indicator of low willingness to communicate and that
anxiety did not deter the learners from speaking in class even when they felt tense or
nervous. Feelings of anxiety did not necessarily mean that learners would be less willing
to communicate, as evidenced in the reports of two high WTC participants, Lindsey and
Candice. These results are explored further in the qualitative section, below.
Concerning the relationship between WTC and overall motivation, no participants
reported low or no motivation. All 12 participants reported some degree of motivation
ranging from strong to from slight, moderate, or strong motivational tendencies toward
language learning. Next, motivational intensity is used as a measure of effort put forth in
language learning. All 12 participants reported a strong or very strong motivational
intensity. Of the four who reported very strong motivational intensity, three were low
WTC participants, and one was a medium WTC participant. This finding shows that high
motivation does not necessarily correlate with high WTC, at least not on self-reported
questionnaires. The final component of the questionnaire was the response to the
orientation index toward language learning as integrative or instrumental. Recalling that
integrative reasons are those related to an interest in the culture, and instrumental reasons
are those related to a practical use such as a career, the question asked participants to
select their most influential factor in learning Spanish as follows:
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Example 1
Orientation Index Question on AMTB, Motivational Intensity (Appendix C)
I am studying Spanish because:
a) I think it will someday be useful in getting a good job.
b) I think it will help me to better understand Hispanic people and way of life.
c) It will allow me to meet and converse with more and varied people.
d) A knowledge of two languages will make me a better educated person.
Responses a and d were coded as instrumental, and responses b and c were coded as
integrative. Nine of the 12 participants selected an integrative reason for studying
Spanish indicating that a personal, intrinsic reason for learning Spanish was a stronger
motivating factor than a goal related to academics or career. Reasons considered to be
integrative by participants are explored further in the qualitative analysis. When the
questionnaires were screened for missing values, it was found that seven of the 39 total
participants selected all four responses for the question. This decision suggests that
learners have multiple reasons for learning Spanish not limited to one driving factor.
Two of the participants were focal participants, Lilly and Meghan. After a class meeting,
they were asked to select one response only. Both participants chose an integrative
response.
Finally, based on the questionnaire data alone, one cannot deduce that a low
anxiety, high SPCC, and strong motivation necessarily indicate that a learner is more
willing to communicate. For example, one of the lowest WTC self-reported participants,
Juana, reported no speaking anxiety, medium SPCC, strong motivation, and strong
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motivational intensity. A report of the qualitative results on the relationships amongst
variables in individual learners follows.
Qualitative Results
The 12 focal participants took part in two interviews, one in the beginning of the
semester and one at the end of the semester (Appendix F). Interview questions were
grouped into four categories: (1) self-perceived communication competence; (2) foreign
language classroom anxiety; (3) motivation, investment, and identity; and (4) peer
interaction. Interview responses were transcribed, and patterns in responses were
identified using an open coding approach, as explained in Chapter 4, to identify the
salient variables impacting participants’ WTC within the four categories (Creswell,
2013).
To enrich understanding of participants’ responses, whole class participation over
the course of the semester was tabulated by counting the number of volunteered
responses by all participants during whole class discussion activities for every class
meeting. In addition, documentation was kept over the course of the semester including
seating charts, who each focal participant worked with, task type, and task topic. The
whole class participation chart appears below in Table 6.
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Table 6
Whole Class Participation Chart

Participant Alias

Class 1
Mandy
Lindsey*
Justine*
Olga
Jessica
Mark
Parker*
Kira
Julie
McKenzie
Lina
Juana*
Matt*
Jena
Ariana
Tara
Jeremy
Noelia*
Tyler
Average # of responses
*focal participant
Class 2
Samantha
Jemma
Sandra
Kyle*
Stephanie*
Lilly*
Sabina
Zara
Tanya
Candice*
Kelly
Natalie
Nicky
Lana

Number of
Volunteered Responses

1
2
3
4
7
8
8
8
9
10
11
11
12
13
24
26
27
28
32
12.8, rounded to 13

0
1
1
3
5
8
9
11
12
13
17
19
19
22
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Table 6
Continued

Participant Alias

Becky
Nancy
Meghan*
Alexa*
Jackie
Cassie
Average # of responses
*focal participant

Number of
Volunteered Responses
23
28
29
30
31
33
15.7, rounded to 16

This information allowed me to see how frequently all learners, particularly the
focal participants, volunteered to speak in whole class discussion contexts. It served as a
reference point for comparing trait and state based WTC. For example, if a low selfreported WTC learner was a frequent volunteer, this information showed that trait and
state WTC did not align. This showed that the questionnaire results were not indicative
of the participants’ state WTC, and that state WTC was influenced by additional factors.
The class averages for volunteered responses were 13 for Class 1 and 16 for Class 2.
This table will be referenced when analyzing responses from individual participants.
Next, the presentation of qualitative findings from interviews is organized
according to participants’ responses grouped by WTC self-reported learner category: low,
medium, and high, and in order of the variables discussed: SPCC, anxiety, motivation,
and peer interaction. Throughout the discussion of the three variables, the additional
factors that arose from interview patterns are presented. The organization of selfreported learner category is not meant to draw generalizations about learners within the
same category but to explore the individuals’ self-reported trait WTC from questionnaire
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responses in relation to state-influenced WTC from interview responses. Finally, the
interview data served to gain insight into influential factors in state WTC for all learners
regardless of trait-reported level.
Interview Results on Factors Influencing WTC
To explore the relationship between the three trait WTC correlates (SPCC,
anxiety, and motivation), interview questions were geared at learning about participants’
perceptions of their competency, levels of anxiety, and factors in motivating them to
learn Spanish. The interview questions sought to find how learners’ trait self-reports
compared to the way they described their actual learning and participation behaviors in
the classroom. Questions on SPCC were as follows:
(1) How good are you at learning Spanish?
(2) What do you think your Spanish level is like? What about your speaking
skills in particular?
(3) How competent do you think you were communicating in Spanish during this
course?
(4) Do you feel that other students speak Spanish better than you in the class?
Four of the interview questions sought to elicit information as to learners’ anxiousness in
the Spanish classroom. They were:
(1) Are you afraid that other students will laugh at you when you speak Spanish?
(2) Do you get nervous when your Spanish instructor asks you a question?
(3) Are you ever afraid that your instructor is ready to correct any mistake you
make?
(4) Does it embarrass you to volunteer answers in class?
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Three additional questions provided information about the participants’ speaking anxiety
as well as their self-perceived communicative competence as follows:
(1) How would you describe your personality?
(2) Do you feel very sure of yourself and relaxed in this class?
(3) Do you feel confident when you were speaking Spanish in class?
Three interview questions addressed motivation and investment as follows:
(1) How important is it for you to learn Spanish?
(2) How motivated were you during this language course?
(3) In general, why do you study Spanish? What motivates you to do so?
Finally, one question asked participants to comment on their preference for classwork in
relation to peer group size:
(1) In what situation do you feel most comfortable to communicate: in pairs, in
small groups, with the teacher in a whole class? Why?
Responses were transcribed and organized by participant self-reported WTC
level: low, medium, and high. After coding common themes in responses to questions on
each variable, a final list of the most influential factors on classroom state WTC was
created. The following presentation of findings is organized first in order of WTCinfluencing variable (SPCC, anxiety, motivation). Second, within the findings from
responses to questions concerning the three variables, the presentation is organized by
how the additional factors related to the three variables and influenced state WTC. These
variables are presented in Table 7. Finally, responses are grouped based on WTC
participant level (low, medium, high).
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Table 7
Factors Influencing WTC from Interview Responses
Factor
1. Perception of Grammar Proficiency
2. Use of Tools/Resources in Class
3. Preparedness
4. Perception of Proficiency in Comparison with Peers
5. Desire to Use Spanish in the Future
6. L2 Interaction Outside of Classroom
7. Topic Interest
8. Comfort Level with Peers
9. Location in the Classroom

The first theme that emerged considering the relationship between self-perceived
communication competence and WTC was learners’ perception of their proficiency in
grammatical structures. All four of the low self-reported WTC participants stated that
they would like to improve their grammatical knowledge. Stephanie, for example, was
the lowest self-reported WTC focal participant. She believed that grammar and verb
tenses were a problem in her ability to communicate with others because she would
choose not to speak if she did not feel completely confident in her accuracy. Similarly, of
the medium WTC participants, Kyle and Matt expressed difficulty with verb conjugations
and therefore refrained from speaking if they were unsure of a conjugation. All four of
the high WTC participants also considered grammar to be their weakest language ability.
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Candice reported high WTC and high SPCC on the questionnaires but expressed lack in
belief in her grammar abilities. Though the focal participants had different self-reported
WTC, ten of them considered their self-perception of grammar proficiency to be
influential in their decision to talk or not. This finding shows that, regardless of how
willing learners are to speak, if they do not feel they are able to produce accurate speech,
they may hold back and thus miss an opportunity to try speaking entirely.
Noelia was one of the two Spanish and English bilingual focal participants, with
high self-reported WTC and medium SPCC, who had grammatical concerns. Her parents
came to the US from the Dominican Republic before she was born, and she had grown up
speaking primarily English. She used Spanish when speaking to family members in the
Dominican Republic on the telephone, especially her grandmother. Noelia stated that
learning grammatical structures and using grammar accurately in speech was difficult for
her. Although it did not keep her from describing herself as “highly competent” in
classroom speaking, it impacted her identity as a heritage speaker. She did not identify as
a legitimate speaker of Spanish when comparing herself to native speakers:
What I usually say when I tell people that I know Spanish like I’m above kids
who learn Spanish through high school, like I already know what to do, but
compared to like, actual Spanish speakers, I’m sort of below them. So I’m sort of
in the middle.
Her lack of grammatical proficiency seemed to cause a lower self-perceived competency
when speaking with native Spanish speakers. However, Noelia was the most frequent
participator in whole-class discussions (Table 6). The average amount of times for
whole-class participation per student was 13, and Noelia participated 28 times throughout
the semester. Therefore, in her case, grammar concerns did not appear to impact her
SPCC when speaking with non-native L2 learners in class. Noelia’s example shows that
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state WTC can be different within individuals based on the context they are in,
specifically with whom they are interacting and what level of proficiency they believe
they possess in relation to others.
The second theme that emerged in relation to SPCC was that participants gained
speaking confidence when classroom tools and resources were available. Participants
reported higher levels of self-perceived competence in speaking contexts when they had
either prepared before class through study and practice, or when they had resources
available in class for support, such as the textbook, online dictionaries, and the support of
peers. When having practice and/or resources available, participants expressed a greater
likelihood to attempt speaking.
Alexa, a low self-reported WTC, medium SPCC participant, described herself as
having “the type of personality where I get really nervous in class” and as being a “shy
person.” She believed that practice made her more competent:
I have to spend a lot of time in my dorm room like rereading and going through
my head and going through my notes and practicing homework, um, I try my best
to learn it but I have a hard time learning […] I just like to practice as much as I
can, and the more practice I have, the more it’s easier for me to learn […] Then I
feel more confident and prepared for class.
Despite her low WTC self-report and image of herself as nervous and shy, Alexa was the
third most frequent participator in whole class discussion (Table 6) and reported the
desire to use pair and group work as an opportunity to improve her Spanish. Practice
through use of class materials such as the textbook, class notes, and homework allowed
her to feel more capable to speak in class.
In promoting classroom WTC, all participants mentioned using some in-class
resource to help them feel more confident in speaking: the online textbook,
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www.wordreference.com, and, although not recommended for class use, Google
Translate. Having the tools available may contribute to lowered classroom anxiety as
well since learners feel more capable to speak if they are able to look up unknown words.
In addition, tools can make a learner feel more comfortable and make for an enjoyable
learning experience, thus improving the learner’s approach to future communicative
scenarios and long-term learning.
In addition to having tools available, preparedness was mentioned by several
participants as helping them to feel more confident, less anxious, and more apt to speak.
Preparedness was referenced by three of the four low WTC participants (Justine, Alexa,
and Stephanie) and by five of the eight medium and high participants. Justine and Alexa
said they felt more capable when they came to class prepared. Matt attributed feeling
more at ease in class to “going over it in my head” and “preparing the night before.” He
felt that it was necessary to go over class materials beforehand to participate to the best of
his ability.
While preparing required class materials is an expectation of all students, students
do not always prepare the required materials ahead of time, and even fewer practice
significantly beyond the requirement. Alexa, Parker, and Matt, for example, cited texting
with Spanish-speaking friends, interacting on Spanish-language social media, and
listening to Spanish-language songs as additional means to learn and engage with the
language with the hopes that it would enhance their classroom communication. Justine
practiced her responses to the lesson topic questions to be ready to respond in class. The
participants believed that practice would help their fluency. Many cited their language
goal as being able to converse with native speakers. Therefore, preparation as a tool to
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aid in WTC could be considered a manner of increasing proficiency because learners
practiced the concepts they found most difficult then could better hone their skills in
class.
A final factor in the relationship between SPCC and WTC was how the learners
felt their proficiency compared to that of their peers. Generally, the focal participants
expressed feelings of mutual support and believed their class to be a safe place because
they were all at the same proficiency level. Even if the participants believed another
student was a better speaker, most stated that it did not prohibit them from speaking. For
example, medium self-reported WTC participant Parker thought that the two bilingual
heritage speakers in his class “sounded more fluent,” but not that they knew more than he
did, and so he was not hesitant to speak in their presence. He felt that he and his peers
helped one another and could understand one another’s learning frustrations.
Another medium self-reported WTC and SPCC focal participant, Lilly, had a
specific classmate in mind with Spanish background who she perceived as “very calm”
and “versed in the language” who was able to communicate “better” than she could.
When asked if the student’s proficiency affected her participation, Lilly stated that it did,
but not because it made her feel less capable or more nervous. She saw the learner’s
proficiency as an advantage so she could check her answers with what the learner
volunteered. In this example, Lilly was still able to gain knowledge through the
interaction. Although she did not speak in these situations, she felt that she was learning.
From the high self-reported WTC group, Meghan identified as an outgoing person
who did not embarrass easily or feel intimidated by others. She did not consider her
success in learning Spanish to be contingent on her proficiency but rather on her
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willingness to take risks: “Some words I trip over or if I don’t know it, it’s a little
uncomfortable but like, I think it’s more uncomfortable if you whisper your answers.
Like if I look around at people and I know they know the answer and they don’t say it,
like they’ll whisper it, I think that’s weird. I think it’s better to just say it.” Meghan was
the second highest participator in whole-class discussions and took the position of group
leader in her small groups and pairs. Her perception of peer proficiency did not impact
her willingness to speak in a detrimental way.
The second trait-related factor explored was foreign language classroom anxiety
(FLCA). From the self-reported questionnaires, seven of the 12 focal participants
responded that they were not anxious in class, and five responded that they were neither
anxious or not anxious (neutral), or that they were moderately anxious. No participant
reported having high anxiety in the L2 classroom. When responding to the interview
questions, all of the participants indicated low to no level of anxiety in the classroom.
Since FLCA had a near statistically significant relationship with WTC in the
questionnaire data, this indicated that lower anxiety promoted greater WTC amongst
learners.
One of the three learners who did express moderate anxiety was Lindsey.
Lindsey’s description was intriguing because she self-reported very high WTC on the
questionnaire but described herself as a shy person in her interviews. She was part of a
sorority and explained that she had to be outgoing in certain situations and more reserved
in others, with class being one of the more reserved situations. She stated that she was
“shy but outgoing once I get to know people. But around people I don’t know, I’m pretty
shy.” In class, she felt “shy and timid.” She was the second least frequent volunteer in
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whole class participation, volunteering a response two times. Lindsey’s description of
her communication tendencies and her infrequency of participation are helpful in viewing
WTC as dynamic, not always contingent on personality, and in that it can change based
on the situation or moment.
The third influential factor on WTC that was addressed in interview questions was
motivation and investment. All 12 focal participants stated that it was important to them
to learn Spanish and that they were motivated to do so. This is evident in that half of the
focal participants were completing a major, minor, or certificate program in Spanish,
having made the decision to incorporate Spanish in their academic career. The three
most mentioned reasons for learning Spanish amongst all focal participants were a desire
to use the language in the future workplace, to travel, and to be able to connect with
native speakers. Some participants gave detailed responses with multiple motivating
factors for learning Spanish.
Of the low WTC group, Justine provided an example of multiple reasons to learn
Spanish:
I grew up in a house that spoke Creole; my parents are from Haiti. And being able
to speak Creole was important for me in helping my parents as well as being able
to communicate with family. So when it came to thinking about learning another
language, I wanted to be able to also speak with other people and help them. I
want to go into healthcare as well so, I thought that was important, […] to be able
to work with people in the future.
Additionally, Alexa cited intrinsic reasons tied to her identity as a Spanish speaker. She
had completed religious volunteer work missions to the Dominican Republic and
Nicaragua and talked weekly on Skype and through texting to friends she had made there.
She wanted to be able to travel and communicate as well, and knew that Spanish would
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benefit her career path as a major in Global Studies with a minor in Spanish. She
explained:
Learning Spanish and being in this class motivates me to learn it more because if
I don’t, then I can’t communicate with them, and I really care about them. And
also I want to travel to Spanish speaking places for a career, and third […] was
for my job and career, living in the United States I think is helpful.
Justine and Alexa’s responses serve as examples that the participants’ reasons for
language learning are multi-faceted, neither only instrumental nor only integrative in
nature. Both learners knew that they wanted to use Spanish in their careers but saw the
significance of speaking the language beyond its economic value. By linking the
language and their improvement in it with the ability to connect with native speakers,
whether as nurturing members of society or as friends, both participants considered
Spanish as valuable to their identities.
An additional example can be seen in medium self-reported WTC participant
Matt, who had completed an internship at the Mexican Consulate in Philadelphia aiding
Spanish-speaking residents alongside police officers. He believed that learning Spanish
was important to affect change in a field of need and saw it as a means to “connect with
others” and have a “deeper connection rather than just knowing English.” He believed
speaking the language could help in “building ties within the community because it’s so
important to the law enforcement aspect of things.” From a motivational perspective,
Matt’s response shows a link to integrative reasons, i.e., wanting to become an effective
speaker to form connections within a community, and instrumental reasons, i.e., relating
to his career. When asked how Spanish class related to his goals, he viewed the class as a
tool because it counted toward his certificate program in Spanish. He felt obliged to
participate in class as a certificate student.
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Meanwhile, another focal participant, Parker, believed he should take advantage
of the opportunity to learn Spanish in a classroom. He considered it a “valuable
experience.” He was hopeful to use Spanish in his career as a Global Studies major but
also enjoyed the language for travel and connecting to others:
I’d love to travel to Spanish speaking countries. It just kind of makes the
experience more valuable. You get to learn the culture more. I love interacting
with people, like especially people I don’t really know if it’s a new country, so
you can kind of do that with Spanish. And then, my major’s Global Studies so it
has to do with the global inter-connectedness that we live in now, and Spanish is
one of the four, five languages in the world that’s like, spoken and well like, you
know predominantly spoken. It’s not going to die out anytime soon you know, it’s
growing, so it’s very valuable to employers too, so, it’s good. Both personal and
career.
Parker’s example shows that the ability to connect to a large number of people is
important to him. When pressed as to whether learning the language was more for
personal enjoyment or professional growth, he stated that the personal enjoyment he felt
was more rewarding than career prospects. He placed importance on his own enjoyment
over career benefits:
I follow some Spanish accounts, like Instagram account that’s ESPN Béisbol, and
everything’s in Spanish, so it’s just fun to know that I’m like, able to understand
it, so it’s just kind of like, a good feeling, and, or like speak it to myself (laughs)
like when I’m alone or something. So I would think personal enjoyment but keep
the professional aspect of it in my back pocket if I need it.
Parker’s twofold motivational reasons for learning Spanish are similar to those of Matt’s
and support the idea that motivation for language learning can be multidimensional.
These anecdotes demonstrate not only motivating factors in language learning but
also long-term visions of competent and successful communicators in a future group of
Spanish speakers (Norton, 2000, 2001). Further, the imagined communities they describe
serve as examples of L2 investment. The participants viewed speaking Spanish as an
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experience that would allow them to connect with other people in a myriad of ways.
Regarding WTC, all the focal participants expressed desire to be able to speak with
native speakers in a future scenario and believed they would be able to do so with
continual in-class practice.
The participants’ optimism harkens back to Gardner’s statement that, in order to
work toward language learning, a learner has to believe the language is accessible and
that the language can eventually be a part of his or her existence (2010, p. 3). This desire
and belief, whether the learners are currently engaging with native speaker groups or not,
are enough to keep them invested in their language learning and promote motivated work
ethic. Kyle offered a concrete instance where he could imagine being part of a group of
native speakers:
Sometimes when you see other people in the department that know Spanish more
fluently it’s kind of like you want to be at that stage where they’re talking, like
back and forth conversation and you kind of just want to be in on what they’re
saying and you want to be, I guess, that’s where I want to be.
Kyle’s example demonstrates a desire to learn Spanish beyond career goals. The hope of
fitting in with L2 speakers was exciting. Learner identity is shaped as he thinks about
what type of speaker he wants to become.
A final unique finding was the motivation and investment of the two bilingual
speakers in the group, Juana and Noelia. Both had parents who immigrated from the
Dominican Republic. Juana, a highly proficient speaker whose parents did not speak
English, viewed her bilingualism as an inherent part of her identity. She also believed
that its primary benefit was as a tool for obtaining a job in her desired career path.
Therefore, taking the class was a means to graduation and a way to market herself as
bilingual in the workforce. Although she felt competent in her speaking ability, she did
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not want to seem a show-off in class, so she did not volunteer often or speak for too long
in group interaction unless she felt very strongly about the topic.
Noelia valued her identity as a Latina, speaking with pride about her family’s
roots and the importance of Latino culture in American society. However, she expressed
unease with her abilities, believing she was not a truly competent Spanish speaker. She
believed her lack of proficiency could detract from the Latina identity she put forth when
speaking with native speakers. However, Noelia’s confidence in herself superseded any
feelings of inadequacy in speech. She was a top participator in whole-class discussions.
In Noelia’s case, her classroom state WTC could have been high because of her position
as a heritage speaker in a class of L2 speakers except for one other student. Both
speakers’ WTC, low and high, respectively, show that motivation did not play a factor in
making them more inclined to speak. Personality traits of shyness and extroversion,
however, played a role in their participation.
Finally, several factors arose over the course of the interviews that were not
specific to just one trait variable (SPCC, anxiety, or motivation) and influenced
participants’ state WTC. The most frequently mentioned factors were topic interest,
comfort level with peers, and location in the classroom (Table 6).
All 12 focal participants mentioned the task topic as influencing their desire to
speak. If learners felt they had something to say on a topic, they were more inclined to
speak. If the topic was interesting to them, they wanted to talk about it more than if they
found the topic to be boring. Finally, if the topic was familiar to them, especially if they
had facility of the necessary vocabulary, they felt more capable and thus willing to
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communicate. Overall, it was easier to talk about topics they knew more about or were
interested in, and the conversation flowed more naturally.
For example, in her second interview, Alexa said that she had felt more “excited”
and “more natural” speaking in activities during a chapter on family heritage. Because
she talked about her family with her Dominican friends often, she felt more capable and
knowledgeable about the topic in class than she did about previous topics. Even if she
had not prepared much beforehand, her excitement made her feel less worried about
errors and more focused on saying what she wanted to say. She did not feel preoccupied
with grammatical errors nor refrain from participating if she liked the topic. If there was
a thought she really wanted to verbalize, her speech was more automatic. Task topics
that are interesting to the learner group can encourage learners to take speaking risks and
work towards a higher level of speech complexity.
Matt explained that he felt more excited to talk if a topic was more “real,” while
Meghan had enjoyed one class discussion more than any of the others because it focused
on the younger generation’s use of social media. She stated: “it’s really cool when the
topics relate to real life in another language.” These findings support those of Kang
(2005) and Dörnyei (2009) relating topic and task interest to increased WTC. Kang
(2005) termed task interest as “excitement,” a feeling of elation when having positive
engagement in L2 interaction. Dörnyei (2009) similarly referred to topic interest as
curiosity or engagement. Both researchers suggested that these feelings promoted greater
situational WTC and could lead learners to experience what they called joy, creating a
long-lasting positive memory of the language and speaking with others. This positive
association could prompt the same learner to engage in future L2 interactions.
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Another topic that arose was learner comfort level with peers. In general, when
participants felt that their partner or group were easy to get along with, they were more
willing to speak. Participants were asked to comment on what peer grouping they felt
most willing to communicate: pairs, small groups, or whole class. Seven of the
participants chose pairs as their preferred group setting: low WTC participants Justine
and Janna, medium WTC participants Lilly and Matt, and high WTC participants
Lindsey, Meghan, and Candice. Two participants selected small groups as their preferred
setting: low WTC participant Stephanie, and medium WTC participant Kevin. Three
participants cited whole class settings: low WTC participant Alexa, medium WTC
participant Parker, and high WTC participant Noelia. The results indicated that there was
not a preference for one type of peer setting for each group of WTC participants, but that
pairs were the most preferred grouping among all focal participants.
When asked to explain why they felt more comfortable speaking in their preferred
grouping, most participants mentioned comfort with peers whether due to ease in taking
turns after getting to know one another or feeling supportive of one another. Lilly, a
medium WTC participant, said that working with a peer with whom she had a good
rapport made her feel more willing to speak than working in small to large sized groups.
Juana stated that she felt that the classmates were supportive of one another. This made
her feel more comfortable when speaking, even though she was a typically reserved
person. Cao (2009) and Kang (2005) similarly found that learners felt more inclined to
speak when they felt more camaraderie and comfort in their peer groups, calling it
“security.”
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A final factor mentioned by several participants was environmental: their physical
positioning in the classroom or the room layout itself. As a shy person, Alexa
intentionally sat at the front of the class and near the instructor so she would not have to
see students looking at her when she volunteered and could focus her attention on the
instructor. Further, she could hear the instructor better, so she felt more prepared and
comfortable in both speaking and listening opportunities. Alexa’s case shows that some
learners give thought to how they can be successful in a language class and actively
employ methods to help them maximize the language learning opportunity. Though a
low self-reported WTC learner, Alexa was one of the highest whole class discussion
participators in the class.
In addition, Parker commented that the class layout, which consisted of an oval
conference-room type desk, lent itself nicely to whole group discussion. To him, the
class environment felt conducive to the whole class activities, and he felt a part of
authentic, communal conversation. When asked to expand on this comment, he
explained that his previous Spanish classes had larger classrooms where the students
were more spread out, or single desks facing the front of the class, so they did not feel
spatially inclined toward whole class conversation. In this case, it is evident that the
layout of the class can have an impact on the learners’ psychological interpretation of the
space and approach to the task.
In conclusion, findings from interview responses provided useful insight into the
relationship of SPCC, FLCA, and motivation to learners’ trait-state WTC, supporting the
notion that WTC is dynamic. The use of interviews allowed me to gain a more in-depth
perspective into influencing factors on WTC beyond the questionnaire data. The data in
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Table 6 showed that, regardless of trait-reported WTC, the participants shared similar
stories in what helped or hindered their WTC. Additional factors can promote WTC,
whether they are implemented by instructors or by individuals themselves. Specifically,
on the part of the instructor, several factors could help increase learner WTC: the
availability of resources in class, the creation of a comfortable, collaborative learning
atmosphere, and the provision of task topics pertinent to students’ lives. Additionally,
learners reported two elements that made them feel less willing to speak and negatively
impacted their self-perceived competence: their perception of grammar proficiency and
their perception of overall L2 proficiency in comparison with peers. Two factors allowed
learners to feel more capable, less anxious and inclined to speak: preparedness prior to
class and their location in the classroom. Finally, the desire to use Spanish in the future
and L2 interaction outside of the classroom aided in classroom motivation to speak and
influenced WTC in the case of several participants, though not all. The influence of these
factors, as well as the role of motivation and investment in WTC, is described in the
following section.
Identity, Investment, and WTC
Recalling the existing research on the relationship between motivation and WTC
as described in the literature review, this project takes the stance that Norton’s (2003,
2014) theories of investment and identity are better suited for exploring the relationship
between WTC and motivation than are traditional conceptualizations. Two key L2
theories of motivation are that of Gardner (1985) within psychology and that of Dörnyei
(2005, 2009) of the individual’s motivational self system and imagined, future self. Both
theories consider individuals as independently motivated apart from their relationship to
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and interaction with others. Currently, in Norton’s theories, investment and identity
explore how individuals view themselves as belonging in a community of L2 learners,
impacted by the real-life communicative situations they find themselves in as well as the
imagined scenarios in their future. I relate this idea to imagined communities (Anderson,
1991; Kanno & Norton, 2003; Norton, 2000, 2014) in that, while a part of a presentmoment interaction, learners are constantly shaping how they envision themselves
beyond the classroom context.
Interview responses provided insight into participants’ investment in learning in
Spanish and the identity they had as L2 speakers. The interview questions were those
related to motivation with another question related to identity. Because this project takes
the stance that investment is a better suited theory for exploring WTC, rather than
motivational theories, analysis of participant responses acknowledged motivational
theories but more closely analyzed them using investment theory:
(1) How important is it for you to learn Spanish?
(2) How motivated were you during this language course?
(3) In general, why do you study Spanish? What motivates you to do so?
(4) Ask individual learner to comment on his or her identity as an L2 speaker: Do
you feel that the Spanish language or culture is a part of your identity? Do you
identify as a learner and/or speaker of the language?
The most relevant responses were those that deal with their future goals for using
Spanish. Participants’ reasons for learning Spanish and feeling motivated to speak in
class were closely aligned with their imaginations of a future, Spanish-speaking self.
Participant responses showed that they envisioned themselves as competent speakers of
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the L2 in the future who could become part of a wider community of Spanish speakers.
Their responses support the questionnaire results of a near significant statistical
relationship between the AMTB: Perceptions of US Hispanics (p=.075) with WTC. All
twelve of the learners expressed a positive view of native Spanish speakers and wanted to
be able to communicate with them. Further, many of the participants had firsthand
experiences with the opportunity to speak Spanish outside of the classroom that
encouraged them to want to speak more in class.
Recalling Justine’s (low WTC participant) desire to speak Spanish, she was
propelled by her childhood experience as a native speaker of Haitian creole who served
as an English translator for her parents. The translation experience allowed her to
witness firsthand the power of being able to communicate in a dominant language
(English) as well as the exclusion of not being able to do so in the case of her parents.
Her investment in learning Spanish was due to already understanding the emotional and
societal implications that knowing or not knowing the dominant language can have.
In addition, when asked about what motivated her to learn Spanish, Justine began
with the above anecdote and then related it to her desire to help Spanish speakers in
healthcare. Justine’s hope to become part of an imagined community of which she was
not yet a part, but to which she could relate with regard to her parents feeling excluded
and not able to access to the benefits of the dominant language group in the past. As
identity and investment in L2 learning are related, Justine’s identity as a language learner
is that of one who hopes to help others with her knowledge of the language from a
position of both power and equality. First, she would enter the healthcare industry as a
college-educated person able to use her experience and skills to help others. However,
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her education would place her in a higher social position than those in the community she
would serve, an immigrant population of non-native English speakers. But, her former
experience as a speaker of Haitian creole with non-English-speaking parents would give
her the sensitivity and understanding of the vulnerable population she wishes to serve.
Justine’s desire to use Spanish in the future impacted her WTC in that she viewed
peer interaction as precious time to practice the language. Though she self-identified as
low trait WTC, and did not participate frequently in whole class discussions, she stated
that she enjoyed speaking as much as possible in partner work. When asked how good
she thought she was at learning Spanish, she stated, “I’m decent. I think I could get
better. I can get better. I will get better. Yeah.” Justine’s out loud self-talk showcases a
learner’s view of herself from the present moment to the future, ought-to and ideal self,
able to improve (by using the resources available to her in the present moment,
particularly Spanish class), to reach her goal. Further, as a Spanish major, she stated that
she wanted to be able to communicate with her native Spanish speaking professor of
another class, as well as native speakers.
Likewise, Matt (medium WTC participant) expressed similar goals and had
outside-of-class experience with another language; in his case, Spanish. His internship
with the Philadelphia police at the Mexican Consulate had provided him with
opportunities to converse with Spanish-speakers. He wanted to improve his Spanish for
his career in law enforcement, working with the Spanish-speaking community. He felt it
was important to communicate with people “on a different level than where you’re
already at,” meaning using English, because he believed it was “very important and
deep” to communicate with people in their native language. He viewed class time as a
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valuable space to practice and improve his language learning. Finally, he used resources
outside of class, listening to Spanish music and watching Spanish-language movies, to
feel closer to the L2 community and improve comprehension.
Two final excerpts from participant interviews came from Kyle (medium WTC
participant) and Candice (high WTC participant). Kyle described an interaction where he
was stuck in traffic with an Uber driver from the Dominican Republic. This resulted in a
bilingual conversation for the duration of the drive. Kyle said that he was happy to have
taken the opportunity but that, at first, he would not have initially told the driver he was
learning Spanish if not for the waiting time in the car and working up the courage to try
to speak the language. He was excited that the driver was kind to him and encouraged
him to speak. If he could speak with a native speaker on a drive, he felt he could
certainly speak up in class and practice Spanish a more “safe” environment with regard to
risk-taking. Kyle’s experience shows how out-of-classroom experience enriched his inclass WTC. Candice had similar experiences in Miami. She was surprised that the Uber
drivers were Spanish-speaking only and proud that she could describe locations in order
to reach her destination. Candice integrated into the L2 community to successfully
interact and participate in the cultural practice of speaking Spanish (Anderson, 1991;
Kanno & Norton, 2003).
As suggested by Yashima and Zenuk-Nishide (2008), those actively learning the
L2 who have opportunities such as the Uber conversations will likely undergo changes in
attitudes, interest, and communication behavior toward the L2 language and community.
After the semester had ended, Candice did study abroad in Barcelona. Hopefully, from
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her experiences with the language, her willingness to communicate in future settings
would continue to grow and thus strengthen her identity with the language.
Alexa’s (low WTC participant) previous examples of wanting to communicate
better with her Dominican friends, as well as her desire to continue volunteer work and
use Spanish in her career, are outside-the-classroom experiences that pushed her to adapt
her interactional norms in the L2 classroom. Though not comfortable in large group
contexts, she set a goal for herself of participating in whole class conversation because
she saw it as the best method of building L2 proficiency and confidence. By participating
in a large group, she felt better prepared for when she spoke to her friends.
Alexa’s example supports the idea of WTC as dynamic. It shows the agency of
the learner to make decisions based on both personal and social factors to achieve the
desired goal from the language learning experience. Further, it aligns with Bourdieu’s
(1997, 1991) construct of investment which rejected traditional dichotomies of learner
identity such shy/outgoing and considered how a learner could position herself based on
the situation. Like Norton’s theory, the learner is viewed as socially complex,
changeable, and adaptable. In all these scenarios, the learners envision their ideal selves
with their identity as L2 learners going beyond the present moment of interaction. It is
propelled by their imaginations of a future place of belonging and success. The
participants in this study practiced Spanish in the class more when having reasons to use
it outside of the classroom, whether in their current lives or for future travel and careers.
Foucault’s (1980) idea of the human as an entrepreneur of one’s own self in the
modern, millennium market can be seen in the above examples. None of the participants
were taking Spanish simply to fulfill the language requirement; all had a goal to use it in
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some way. Six had declared Spanish certificates, minors, or a major, and, of the six who
had not, two were heritage speakers. Three had majors in international business and
planned on declaring a Spanish certificate or using it some way (for example, one of the
students was the participant who studied abroad in Barcelona), and one had a major in
Speech Language Pathology, also expressing intent to declare a certificate in Spanish.
To have the self-awareness of oneself as a competitor in the modern market
shows that the participants realized the value in learning Spanish as an advantage when
entering the workforce. To be an entrepreneur in relation to L2 investment means that L2
learners must take ownership of the language learning opportunities provided to them in
class. This is evident in Justine’s Spanish use and Alexa’s class participation. Weedon
(1997) and Norton (2011) explained that people negotiate a sense of self during L2
interactions. Therefore, being one’s own advocate for language learning, when provided
with the tools and the space for it, matters for long-term retention and future success.
In their final interviews at the end of the semester, the focal participants were
asked to comment on what they thought their identity was as a language learner and
speaker of Spanish. Justine, Lindsey, Alexa, and Megan all said that they were “proud”
to tell others that they were learning Spanish or could speak it. Some of the participants
laughed or were not sure how to answer the question at first, given that it is a complex
question to ask and one that many had never thought about before. Some took more
ownership over Spanish learning and speaking as a part of their identity than others.
For example, Justine, Matt, and Alexa did not feel that they were permitted to
incorporate Spanish language as a part of their identity because they were not native
speakers of it. However, when asked, they all stated that they greatly enjoyed learning it,
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speaking it, and wanted to use it in their careers and for personal reasons. In this way,
they positioned themselves (or felt positioned as due to their ethnicity) as non-members
of the Spanish speaking community. This related to their WTC in several ways. For
Matt, he felt proud when a native speaker understood him yet anxious to speak and be
misunderstood. For Alexa, she felt embarrassed when speaking Spanish in public on the
phone to her friends because she is a non-native speaker, but she felt excited and
motivated to practice in class.
Others like Kyle, Candice, Parker, Megan, and Stephanie had specific instances
when they used Spanish, such as with the Uber drivers, travelling, with friends and
family, and work. They felt were able to speak Spanish proficiently enough when
necessary and that they would consider “Spanish language learner” as a part of their
identity, but not to the extent that they would consider the Spanish language something
they could incorporate as their own yet.
Their feelings on L2 identity emphasize the importance of authentic L2 use and
interaction outside of the classroom to strengthen both the motivation and confidence in
using it in the classroom. While L2 experiences can positively influence WTC in the
classroom, these learners described examples in public where they used it either when
given the opportunity (which would be high WTC) or when necessary (such as Stephanie,
low WTC, who used it when she was asked to by staff at work). These instances, in their
nuanced differences, showcase the dynamic and state-influenced nature of WTC.
The cases of the two Spanish-speaking participants, Noelia and Juana, were
interesting because the learners already spoke Spanish though at different proficiency
levels. When asked how she identified in relation to Hispanic language and culture,
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Noelia related more culturally than linguistically. She identified as Afro-LatinoAmerican and saw cultural differences as a means to bring people together through
experiencing each other’s cultures. She gave examples of discovering pieces of her
heritage in the National Society of Black Engineers and of bringing her culture to others,
in the example of making queso frito [fried cheese] for her roommates. However, when
asked about her language ability, Noelia did not feel competent to the level of a native
speaker and, from her class interactions, seemed to have accepted Spanglish as her
method of communication when speaking Spanish.
In response to the question about identity, Juana found the question difficult to
answer. She stated:
How do I identify? That’s a tough question. It’s weird because I’m Dominican,
but I don’t feel like I’m Dominican enough, you know, or American enough, so
I’m like in between. I would say I was born in the Dominican [Republic], I was
raised here, so Dominican-American.

When asked about her identify as a Spanish speaker, like Noelia, she first thought of her
identity as what it meant to her culturally. She was completely fluent in Spanish but felt
insecure in class because she did not want others to look at her as a know-it-all.
Regarding her cultural identity, she did not necessary feel completely Dominican or
completely American. When asked about her identity as a Spanish speaker, though, she
felt secure in her language abilities and strongly identified linguistically as a member of
the bilingual and Dominican community. In Juana’s case, her identity hindered her class
WTC because she did not want to appear as if she was positioning herself as an expert.
The theoretical implications of Noelia and other participants’ responses will be discussed
in the following chapter.

132
Summary
The above findings sought to provide insight into individual learner WTC
tendencies through quantitative reporting and qualitative analysis. The findings showed
that a statistically significant relationship existed between learners’ self-perceived
communication competence and willingness to communicate. A near-significant
relationship was found between L2 classroom anxiety and WTC. Finally, while the
relationship between motivation and WTC was not significant across all questionnaire
subcategories, it approached significance for Perceptions of US Hispanics and Family
Encouragement.
Interview responses from focal participants provided more detail as to how these
variables impacted learners’ perceptions of their ability and willingness to speak in class.
The analysis hopes to show that rather than as a trait-state entity, WTC is better
understood as a dynamic, influenced by environmental factors both in and outside of the
classroom and by learners’ own behaviors and tendencies brought to their communication
actions and goals. It showed that learner behavior cannot be generalized based on trait
reports, though some overall tendencies were observed.
With this in mind, the additional most influential factors in state WTC were
presented. From the interviews, it was found that preparedness and the use of resources,
comfort with peers and the activity topic, perception of one’s proficiency in relation to
others, experience with Spanish outside of the classroom, and the desire to speak Spanish
in a future setting influenced learners’ desire to speak in class across all WTC trait
reported levels. The relationship between WTC and investment was traceable in the focal
participants’ descriptions of both present and future interactions with native speakers.
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Finally, the relationship between WTC and L2 learner/speaker identity was less
discernible through the interview responses, though responses showed that learners were,
at the least, influenced to communicate due to their desire to become future speakers of
the language in the L2 community. A discussion on these findings is presented in
Chapter 6.
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CHAPTER 6
DISCUSSION, IMPLICATIONS, AND CONCLUSIONS
Introduction
This study employed a mixture of quantitative and qualitative data to shed light
on how various trait and state-related factors influence learners’ WTC. Questionnaire
findings showed that self-perceived communication competence had a statistically
significant relationship with WTC, while the relationships of foreign language classroom
anxiety and motivation with WTC approached significance. From focal participant
interview data, nine themes emerged across all WTC groups as influencing their WTC.
The themes were related to student preparation, the availability and use of tools,
perceptions of abilities, relationships amongst peers, and contact with the L2 and L2
community outside of the class. Finally, investment in language learning was a strong
influence in promoting classroom WTC, while identity as related to L2 learning merited
further research. This chapter begins with a discussion of these key findings. Then, it
explores their theoretical and pedagogical implications. It concludes with limitations to
the study and suggestions for future research.
Discussion
In the present study, the use of questionnaire data served as a starting point to
explore the relationship between trait-related variables (SPCC, FLCA, and motivation)
and WTC. SPCC had a statistically significant relationship with WTC, while FLCA and
two components of the AMTB approached a significant relationship with WTC. These
significant/near-significant relationships were not surprising given that the three variables
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were selected based on prior research indicating that they were the most influential
variables on WTC. However, focal participant interview responses showed that
questionnaire responses were not always accurate in reflecting learners’ nuanced feelings
about WTC. For this reason, interview data allowed me to explore the variables affecting
WTC in greater depth.
For the SPCC-WTC relationship, qualitative data were consistent with some of
the findings of other WTC researchers who found that learners who reported average to
high SPCC were more willing to communicate (Fushino, 2010; Hashimoto, 2002;
Lahuerta, 2014; Piechurska-Kuciel, 2018). This was true for three of the four high WTC
focal participants (Parker, Noelia, and Meghan). Lindsey reported high WTC but
medium SPCC on her questionnaires and described herself as shy and unwilling to
communicate in the interviews. Of the low WTC participants (Justine, Juana, Stephanie,
and Alexa), three reported medium SPCC, but Juana and Stephanie were hesitant to
speak in class. Justine and Alexa acknowledged that they felt nervous speaking at times
but were motivated to speak due to their desire to use Spanish outside of class. The
interview responses support WTC research claims that questionnaire data is not sufficient
for understanding learners’ moment-to-moment WTC tendencies.
Furthermore, MacIntyre et al. (1997) believed that learners’ SPCC was greatly
influenced by anxiety, in that anxious students tended to underestimate their competency
whereas non-anxious students overestimated theirs. The present study had similar
findings for two of the low self-reported WTC participants, Justine and Alexa, and two of
the high self-reported WTC participants, Noelia and Meghan. However, low SPCC and
high anxiety did not necessarily result in low WTC. For example, though Alexa
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identified as a shy, nervous person with medium SPCC, she was the second most frequent
participator in whole class discussions. These results support the idea that trait and state
anxiety can manifest in different ways. Trait anxiety can be inherent in a person and
carry across contexts, while state anxiety can be provoked based on the particular context
or situation. For example, speaking in front of peers, especially in front of the whole
class or due to being put on the spot by a teacher can elicit in-the-moment anxiety
(Horwitz, Horwitz, & Cope, 1986). Alexa’s trait factors (shy, medium SPCC, low WTC)
did not transfer to the classroom environment. Juana, though reporting no classroom
anxiety and medium SPCC, was completely fluent but spoke infrequently because she
was concerned about overshadowing peers.
Overall, the group of focal participants reported very low levels of foreign
language classroom anxiety. Prior WTC research has shown that the higher a learner’s
anxiety, the lower a learner’s WTC (for example, Lahuerta, 2014). Because FLCA had a
near significant relationship to WTC on the questionnaire data, low anxiety appeared to
promote learner WTC. Though there were learners who still reported low WTC,
interview results showed that all learners felt camaraderie with their peer group and were
not afraid that they would be corrected, made fun of, laughed at, or embarrassed when
speaking. State WTC in this situation shows the importance of promoting a collaborative,
safe classroom environment for all learners. For a low trait WTC learner, even if he or
she is reluctant to speak by nature, the environment can make for a more comfortable
learning experience. Establishing a supportive learning environment can begin with the
instructor and continue in the support of peers. In this way, a low WTC learner can feel
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more inclined to speak regardless of trait WTC as in the case of several of the low and
medium WTC participants (Justine, Alexa, Matt, Parker, Kyle, and Lilly).
The interview results found that additional factors had an impact on learners’
SPCC-FLCA-WTC relationship. If learners believed they could effectively use
grammatical structures, they felt more confident and inclined to speak. In addition,
learners’ desire to speak was affected by how proficient they believed themselves to be in
comparison to their peers. These finding are not surprising because learners do not want
to appear less proficient than their peers. The availability and use of tools, such as the
course textbook or online dictionary, allowed learners to feel more equipped to interact
with others. Similarly, preparedness allowed learners to feel more ready to participate.
These findings are similar to those of Gregersen, MacIntyre, and Meza (2014), who
found preparedness, planning, and rehearsing as ways learners combat FLCA and
increase speaking self-confidence. Finally, several focal participants (Alexa, Kyle, and
Parker) reported that where they sat in the classroom could make them feel more in
control, more comfortable, and less anxious to speak.
The variables found to influence state WTC indicate that learners are aware of
what makes them feel able to be successful in the classroom. When learners prepare for
class and take control of their classroom environment as much as possible (choosing an
optimal seat versus choosing to sit far away from the instructor, or being assigned a seat),
they can feel empowered to succeed.
Finally, as will be discussed further in the theoretical implications, L2 motivation
influenced WTC especially among those learners whose interviews showcased examples
of L2 investment. The AMTB questionnaire results indicated that only two of the seven
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subcategories had a near statistically significant relationship with WTC: Perceptions of
US Hispanics and Family Encouragement. However, interview results indicated that all
learners had some motivating factor for learning Spanish and that they were more willing
to communicate due to their desire to use the L2 with native speakers outside of class.
The results support the idea that questionnaire results are insufficient for making
connections between influential variables with WTC when considering the nuances of
focal participants’ reports of what helped or hindered their WTC. They also indicate a
need to examine the AMTB as a measurement for motivation. In the interviews, no
participants mentioned family encouragement as a factor in learning Spanish, though all
participants believed it was important to learn Spanish. For future research, it would be
beneficial to ask participants more questions about their families’ beliefs and
encouragement in L2 learning. The near significant relationship between family
encouragement and WTC could be a reflection of the participants’ beliefs on language
learning and not as much their families’ beliefs; that is, participants could feel that their
families are supportive of whatever academic endeavors they pursue and therefore
answer positively on the questionnaire.
The near significant relationship between Perceptions of US Hispanics and WTC
indicates that participants’ views of Spanish speakers in the US related to their WTC.
Based on the interview reports, participants expressed a positive view of Spanish
speakers, as well as the desire to be able to communicate effectively with native speakers.
Nearly all of the 12 focal participants had a firsthand account of interacting with native
speakers, and almost all expressed the desire to use Spanish with native speakers in the
future. Therefore, it is surprising that there was not a statistically significant relationship
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between some of the other AMTB categories with WTC, particularly Views of Native
Spanish Speakers and Personal Goals. However, these results reflect the fact that
questionnaire reports may not consistently reflect how learners actually feel about the
construct being measured in a variety of contexts. The final portion of the AMTB,
Motivational Intensity, contained only one item for identifying instrumental or integrative
motivation for language learning. More items would be appropriate to gain insight on
instrumental/integrative motivation. The results of the questionnaires, especially those on
motivation, are optimistic in that they highlight the need for more qualitative research on
the variables influencing WTC. Gardner’s AMTB questionnaire and socio-educational
model on integrative and instrumental orientation served as starting points for L2
motivation research (1985). However, interview results showed that motivation is a
multidimensional concept better understood through the lens of Dörnyei’s motivational
self system (2009). and, in relation to WTC, motivation is best explored with the concept
of investment in L2 learning (Norton, 1995).
Theoretical Implications
This study sought to explore both the relationship of the three most significant
correlates to trait WTC and the variables influencing state WTC. It approached WTC
from the theoretical perspective of identity and investment theory, positing that learner
classroom WTC is not adequately explained by a static understanding of motivation
(integrative/instrumental). Rather, WTC as understood through L2 investment is
dependent upon the relationship of the individual to the social world.
Recalling theories of motivation, Gardner’s (1985) and Dörnyei’s (2005, 2009)
models account mainly for the individual, while investment and identity theory accounts
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for the individual in relation to others with variation over time and space (Norton, 2000,
2013). To acknowledge the relationship of the individual to others, Gardner (1985)
presented the concept of integrativeness, and Dörnyei proposed the possible self (2005).
However, a critique of Gardner’s (1985) socio-educational model was that the concept of
integrativeness would not apply to learners who did not have access to members of the
L2 speaking community (Dörnyei, 2003, 2005; Dörnyei & Csizér, 2002). Dörnyei’s
(2009) motivational self system went a step beyond integrativeness in the notion of a
possible self. The possible self represented not who the person believed himself to be in
the present moment (for example, a shy person), but who the person imagined himself to
be and would like to become as his ideal self (for example, a fully competent L2
speaker). Most likely, this learner would imagine himself as a competent speaker of the
L2 with other members of the L2 community. One element lacking in both theories,
which is present in investment theory, is that of engagement with the social world of the
L2. As related to WTC, MacIntyre stated that “the major motivation to learn another
language is to develop a communicative relationship with people from another cultural
group” (MacIntyre, 2007, p. 566). Therefore, investment in the L2 would theoretically
have a positive influence on L2 classroom WTC, as seen in the present study.
Additionally, within investment and identity theory, Norton posited that learners
see themselves as part of a larger social system of power, where language is a tool to
forge social relationships within that system (Norton, 2014, Bourdieu, 1991). Investment
relates more closely to the proposal of Dörnyei (2005, 2009) within the motivational self
system as it draws on the necessity of imagination and interaction. In this model, when
learners speak, they are doing so in order to become a part of the L2 community.
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Speaking practice occurs in the classroom with peers, but it hinges on the desire to be a
part of the L2 community in a way that is meaningful to the individual (Norton, 2000,
2001; Yashima, Zenuk-Nishide, and Shimizu, 2004).
The cases of two low WTC focal participants in particular served as examples of
the relationship of investment to WTC. Alexa’s case was one of the most interesting of
the focal participants. She had prior experience with an L2 community (Dominican
friends she met on a religious mission) which pushed her to speak in class regardless of
her low trait WTC. Justine’s experience translating for another L2 community, that of
her Haitian creole-speaking parents, influenced her decision to learn Spanish so she could
help Spanish speakers in the healthcare context. Medium WTC participant Matt had
experience working at the Mexican consulate and believed he could be an asset to the
Spanish speaking community in his city in the law enforcement context.
In contrast, some of the other participants had brief experiences with Spanish
speakers that sparked excitement about learning Spanish in the classroom. Kyle and
Candice both spoke with native-speaking Uber drivers, and Parker interacted on social
media accounts. Some of the non-Spanish speaking focal participants, Lilly, Lindsey,
and Stephanie, did not have firsthand experience interacting with Spanish speakers.
Although they stated that Spanish was important for their careers, they did not have
concrete visions of how they could use it as the other participants did. Those learners
with concrete visions of Spanish in their future, as well as firsthand experiences, made
attempts to use Spanish more often in class. They also consistently prepared for class and
practiced Spanish on their own. This was seen, for example, across self-reported trait
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WTC levels as in the cases of Alexa and Justine (low self-reported), Mike (medium selfreported), and Meghan (high self-reported).
The cases of Juana and Noelia, the two heritage speakers, differed from the nonSpanish-speaking focal participants concerning L2 investment. Juana was already
invested in speaking Spanish because it was the L1 in her home. Further, she viewed
Spanish as a tool for the job market. However, her investment in speaking Spanish did
not influence her classroom WTC in that she already felt that she was a part of the
Spanish speaking community. She did not want to appear as a show off in the classroom.
Noelia’s investment in Spanish speaking was fueled by her cultural roots more so than
her language use.
Regarding L2 identity, both Noelia and Juana already felt that Spanish language
was a part of their identities. They both identified as Latina and Spanish speaking.
However, Juana’s struggle with her Dominican-American identity appeared to have an
impact on her in-class WTC. Juana described herself as a shy person overall, but when
asked about her speaking tendencies in class, she repeatedly stated that she did not want
to appear like a know-it-all. Her Spanish-speaking ability, as a part of her identity, was
something that she felt she had to hold back in class. Many of the non-native speaking
participants viewed Spanish as a way to broaden their career possibilities and create ties
with the L2 community, and class time was their opportunity to practice speaking. Juana
likewise viewed speaking Spanish as a tool for her career, but she did not feel that class
time was necessary to increase her proficiency, and she did not want to overshadow her
peers. Further research is needed on how to support heritage speakers in language
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classrooms so that learners like Juana feel that their voices are important to achieving the
goals of classroom conversation.
In the case of the non-Spanish speaking participants, most had not thought of
what their L2 identity was at the present moment. Though they knew Spanish would
allow them to form connections with the L2 community in the future, their ideal visions
of their L2 identity did not yet exist. In relation to WTC, L2 identity can be understood
as related to Dörnyei’s possible self (2009) and Kanno and Norton’s imagined
communities (2003) of speakers. Norton explained that speakers are “constantly
organizing and reorganizing a sense of who they are and how they relate to the social
world” (Norton, 1995, p. 18). In this way, the desire to become a part of the L2
community is actively influencing learners’ WTC, even if there are not in-the-moment
instances in which learners can interact with native speakers.
Identity theory is helpful in understanding WTC as changeable based on variable
social situations in different times and places. Learners have the ability to adapt and
make choices in the classroom based on the outcomes they want or the comfort they feel.
For example, Alexa was a self-described shy person with low trait WTC, but she desired
to be a capable Spanish speaker. Therefore, with the hopes of improving her language
skills, she put herself in speaking situations that made her feel nervous. In future studies,
identity theory and WTC may be better researched in cases where learners are taking part
in the L2 community, as in an immersion experience. The present study did not
ultimately address the concepts of positioning and affordances with respect to learner
identity as described by Darvin and Norton (2015). Recalling from the literature review,
in this theory, learners are thought to position themselves in relation to others based on
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competency and qualitative they possess such as race or gender. Interactions become a
site of power play amongst members of the group. Affordances are the opportunities that
learners have to speak and increase their power as speakers of the L2. I propose that
these concepts be investigated in future WTC research in peer interaction. The present
study did find the close relationship between cultural capital, investment, and L2 identity
as influencing WTC. Focal participants who believed they could benefit in their future
career or personal goals demonstrated a belief in the cultural capital of speaking Spanish
which, in this study, was depicted as investment in learning and using Spanish. However,
a suggestion for future WTC research is to explore the relationship of agency and
affordances, particularly in peer interaction, as related to learner identity and WTC.
Regarding investment as it influences classroom WTC, the element of openness to
experience (Piechurska-Kuciel, 2018) was present in many of the focal participants’
examples. Examples of native speaker interaction from Matt, Parker, Kyle, Candice, and
Alexa, all speak to the social element of investment. Because many of the focal
participants were already Spanish majors, minors, or certificate students, they were
already learners who wanted to pursue Spanish beyond a typical university language
requirement. This means that the focal participants may have already been more open to
speaking Spanish and looking for opportunities to do so. Regardless of how the speaking
opportunities occurred, whether sought out (Matt in the Mexican consulate) or stumbled
upon (Kyle on the Uber drive), the interactions themselves allowed these learners to
speak the language in a non-classroom setting. The experience elicited excitement and
the prospect of future language use in them. If language learners have more opportunities
to speak the language outside of the classroom, and are open to the opportunity, they will
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bring the engagement into the classroom. In this way, investment in language learners
occurs before, during, and beyond the classroom experience.
Pedagogical Implications
The implications of WTC on L2 instruction and learning can be seen both at the
classroom level and the departmental/university level. Because more meaningful
interaction and communication can increase a learner’s fluency and proficiency in the L2,
WTC can be an important asset to L2 learning. One of the most beneficial classroom
factors in boosting participants’ WTC was a low level of anxiety. The learners in this
study had an overall low level of foreign language classroom anxiety due to several
factors. The participants all reported a feeling of comfort with their peers which made
them feel less tense when speaking. However, this is not always the case, especially in
lower level language classes where learners do not yet have the proficiency to
communicate as freely as they would like, and they have not yet had classes with the
same peers before.
Based on the findings from the interview analysis, there are several ways in which
instructors can foster positive WTC. To lower anxiety, several suggestions follow as to
how instructors can create a comfortable learning environment, promote use of the L2,
plan engaging tasks and topics, and encourage the use of resources. It is important to
mention that two of these recommendations, a comfortable learning environment and use
of the TL, may conflict with one another if not implemented carefully. A language class
conducted fully in the TL by the instructor, with the expectation that learners use only the
TL, may not create a comfortable learning environment. Learners may feel concerned
that they will not comprehend the instructor or that they will speak incorrectly. The
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findings in this study showed that learners’ WTC was inhibited by their perception that
their peers’ proficiency, particularly with respect to grammar, may be greater than their
own. However, because the focal participants felt that their class had supportive
classmates and a sense of camaraderie, the majority considered peer support helpful in
making them feel more willing to speak. By speaking the TL in a way that is accessible
to the learners, and using gestures, props, and other supports for understanding the
language, the instructor can decrease anxiety amongst learners. The instructor can also
create scaffolded tasks which allow learners to work together and use tools to aid in their
speech. These means will encourage a comfortable environment without leading learners
to use their L1 and without challenging them enough.
With respect to the learning environment, several focal participants referenced the
physical layout of the classroom as having an optimal arrangement for conversation and
providing a sense of security in being able to choose where they sat. The traditional
classroom layout with desks in rows may not be organized in a way that lends itself to
open conversation. This can deter learners from participating (Ellis, 2012; Howard,
2015). Instructors might believe that quieter students are being “obedient” or that they
feel comfortable just listening. Further, instructors may be unaware of how to
incorporate other students into the conversation and make them feel welcome (Howard,
2015). Allowing learners to select their seats, arranging desks so that there is space to
move freely, and creating semi-circle or circle patterns can help learners to feel more
comfortable and communal.
In addition, use of the target language (TL) in instruction is integral in fostering
optimal WTC. Instructors should bear in mind, though, that TL instruction can cause
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anxiety in learners. Therefore, instruction must be effectively carried out so that the
language is comprehensible to learners. Learners who do not have contact with the L2
community outside of class may only hear the TL in their language classes. Because
investment and WTC were increased in those participants who had firsthand experience
with speakers of the L2 community, keeping instruction in the TL provides learners with
the most authentic experience as possible. In addition, when learners can be immersed in
the TL and sustain meaningful activity in it, they build a sense of accomplishment that
fortifies investment in continuing. Glisan and Donato (2017), among others, have
proposed that “high-leverage” teaching practices use the target language as much as
possible in ways that are accessible to learners at the current level of proficiency, and
which allow them to accomplish meaningful activities in the language. Further, TL
instruction that allows learners to accomplish meaningful tasks and build meaningful
social helps to build “a classroom discourse community in which communicative
discourse can be nurtured” (Glisan & Donato, p. 41). Maintaining a positive classroom
discourse community can foster optimal WTC.
Concerning task type and topic selection, instructors can boost WTC by providing
activities in which learners can have meaningful conversations with peers on topics of
interest to them (Glisan & Donato, 2017). In addition, structured activities and effective
modeling of interactions can help learners feel confident in anticipating classroom and
activity routines, thus decreasing potential anxiety. Task topics should likewise be
geared toward the interests of learners as much as possible, since learners in both the
present study and elsewhere have reported higher levels of WTC when they were
interested in the task topic (Cao, 2009; Dörnyei & Kormos, 2002; Ellis, 2012).
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The use of resources was mentioned by nearly all the focal participants as aiding
in WTC. To boost WTC, instructors should employ tools for deciphering language
meaning such as aforementioned props, gestures, and paraphrasing of words. In addition,
as found in the present study, instructors can encourage the use of dictionaries by way of
the classroom textbook or reliable online dictionaries. The present study had findings
similar to those of Cao (2014) in that, having the ability to look up words increased
learner WTC. Having a dictionary available as a resource allows learners to feel less
nervous of not knowing a word, and more inclined to look up a word to be able to
communicate a thought they otherwise would not be able to verbalize in the L2. In
addition, learners should be encouraged to work collaboratively, using their peers as
resources. This includes looking up words together or for one another, and working
through the meaning of activity instructions and questions together. Finally, instructors
should emphasize the importance of student preparedness, as several participants felt
more willing to communicate when they had prepared the vocabulary or class topic prior
to class.
Finally, at the departmental and university level, opportunities for immersion
experiences must be made available for language learners. The present study
demonstrated the positive impact of L2 investment on L2 classroom WTC. L2
investment is tied to the social aspect of language learning, in which learners integrate
into the L2 community or desire to do so in the future. WTC researchers have found that
when learners’ attitudes toward the L2 community were positive, the learners were more
willing, and excited, to speak in the classroom (Yashima 2002; Yashima, 2009; Yashima
et al., 2004). In addition, interacting with native L2 speakers can help strengthen L2
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WTC and improve L2 learning (Baghaei & Dourakhshan, 2012; Rastegar & Karami,
2015). The present study supports the need for learners to have firsthand experiences with
native speakers so that they can envision themselves using the language in a future
setting. Opportunities for study abroad, service learning, and local L2 community
involvement should be made known to students so that they can take part in integrative
experiences, allowing them to engage successfully and meaningfully with the L2
community.
Limitations of the Study and Directions for Future Research
Although thorough planning and execution went into the data collection and
analysis processes, some limitations exist in this study. One limitation is the small
sample size for the quantitative portion of analysis. A larger sample size would be
beneficial to decrease the margin of error. If carried out with a larger-scale study, the
questionnaire responses could yield more accurate results. However, this study used the
questionnaire results as a starting point to inform the focal participant interview responses
and therefore took this into consideration as the purpose of the questionnaires.
Another limitation was the course level, intermediate Spanish. Because the
course was the fourth in a language course sequence, many of the learners were taking
the course by choice. In the two classes, many learners were completing a program in
Spanish as a major, minor, or certificate. This means that the participants may have
already been more motivated to learn Spanish than learners in a required course such as
Spanish 1001. Therefore, a suggestion for future research would be an investigation of
beginner-level language classes, in which learners might not be as willing to
communicate as those completing a program in the L2. In addition, many of the
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participants had taken Spanish classes together at one point in the previous three courses
in the sequence. This fact could contribute to their comfort in class conversation. For
this reason, a beginner-level course would also be beneficial for future research.
The final limitation was the relationship of the investigator to the project. Given
that the investigator was also the instructor, the student-teacher relationship could have
influenced their responses. However, to account for these limitations, I created a nonbiased and objective dialogue with learners, as explained in Chapter 4, not related to their
class performance.
Based on the findings in this study, I make two recommendations for future
research into WTC. First, in relation to investment and identity theory, this study showed
that L2 experience with native speakers had a positive impact on learner investment and
classroom WTC. However, the relationship between L2 learner identity and WTC was
not as apparent and thus not explored in great depth. Therefore, more research into this
relationship would be beneficial with the goal of finding ways to encourage learner WTC.
Second, this study examined the three most influential variables on trait WTC and
how they manifested in state (classroom interaction) WTC. I began exploration of
individual learner WTC as it manifested in different peer group sizes and ultimately
focused only on whole-class participation of individual learners. I suggest that future
research be conducted on peer interaction in the classroom to explore the in-the-moment
nature of WTC during classroom activities, especially in different peer group sizes. To
accomplish the goal of exploring identity and peer interaction as related to WTC, I
propose that the notions of affordances and positioning be explored in greater detail in
future research (Norton & Darvin, 2015).
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Conclusion
In sum, this project presented the benefit of examining WTC qualitatively through
the descriptions provided by focal participants as to factors influencing their WTC. It
questioned the utility of questionnaires in finding accurate representations of the
relationships amongst the variables of motivation, perceived communication competence,
and anxiety with WTC. It sought to present the value in using qualitative approaches; in
this case, focal participant interviews, to explore WTC at a micro level. Learners gave
firsthand accounts of the factors influencing their WTC in the classroom, related to the
three aforementioned variables and in addition to them, and the nuances of dynamic
WTC within learners was present. The study found that learners may be best supported
by their peers in positive classroom interactions. Finally, it considered the relationship
between WTC and investment. This approach to WTC research had not yet been
explored and found that investment in language learning positively influenced classroom
WTC, suggesting that language practitioners continue to support learners’ interaction
with the L2 and L2 community both in and outside of the classroom however possible,
particularly in the factors which were found influential in this study.
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APPENDIX A
WILLINGNESS TO COMMUNICATE (WTC) SCALE
Willingness to communicate is the most basic orientation toward communication. Almost
anyone is likely to respond to a direct question, but many will not continue or initiate
interaction. This instrument measures a person's willingness to initiate communication.
The face validity of the instrument is strong, and results of extensive research indicate the
predictive validity of the instrument. Alpha reliability estimates for this instrument have
ranged from .85 to well above .90. Of the 20 items on the instrument, 8 are used to
distract attention from the scored items. The twelve remain items generate a total score, 4
context-type scores, and 3 receiver-type scores. The sub-scores generate lower reliability
estimates, but generally high enough to be used in research studies.
Directions: Below are 20 situations in which a person might choose to communicate or
not to communicate. Presume you have completely free choice. Indicate the percentage of
times you would choose to communicate in each type of situation. Indicate in the space at
the left of the item what percent of the time you would choose to communicate. (0 =
Never to 100 = Always)
_____1. Talk with a service station attendant.
_____2. Talk with a physician.
_____3. Present a talk to a group of strangers.
_____4. Talk with an acquaintance while standing in line.
_____5. Talk with a salesperson in a store.
_____6. Talk in a large meeting of friends.
_____7. Talk with a police officer.
_____8. Talk in a small group of strangers.
_____9. Talk with a friend while standing in line.
_____10. Talk with a waiter/waitress in a restaurant.
_____11. Talk in a large meeting of acquaintances.
_____12. Talk with a stranger while standing in line.
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_____13. Talk with a secretary.
_____14. Present a talk to a group of friends.
_____15. Talk in a small group of acquaintances.
_____16. Talk with a garbage collector.
_____17. Talk in a large meeting of strangers.
_____18. Talk with a spouse (or girl/boyfriend).
_____19. Talk in a small group of friends.
_____20. Present a talk to a group of acquaintances.
Scoring:
Context-type sub-scores-Group Discussion: Add scores for items 8, 15, & 19; then divide by 3.
Meetings: Add scores for items 6, 11, 17; then divide by 3.
Interpersonal: Add scores for items 4, 9, 12; then divide by 3.
Public Speaking: Add scores for items 3, 14, 20; then divide by 3.
Receiver-type sub-scores-Stranger: Add scores for items 3, 8, 12, 17; then divide by 4.
Acquaintance: Add scores for items 4, 11, 15, 20; then divide by 4.
Friend: Add scores for items 6, 9, 14, 19; then divide by 4.
To compute the total WTC score, add the sub scores for stranger, acquaintance, and
friend. Then divide by 3.
All scores, total and sub-scores, will fall in the range of 0 to 100
Norms for WTC Scores:
Group discussion >89 High WTC, <57 Low WTC
Meetings >80 High WTC, <39 Low WTC
Interpersonal conversations >94 High WTC, <64 Low WTC
Public Speaking >78 High WTC, <33 Low WTC
Stranger >63 High WTC, <18 Low WTC
Acquaintance >92 High WTC, <57 Low WTC
Friend >99 High WTC, <71 Low WTC
Total WTC >82 High Overall WTC, <52 Low Overall WTC
(McCroskey & Baer, 1985)
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APPENDIX B
LANGUAGE PROFILE
(This information will be kept completely confidential)
1.

Name/Alias: ________________________

4.

Place of Birth:

5.

What is your native language?

6. College level (Circle):
other(specify)

2. Age: ___
City

freshman

sophomore

7. Estimate your level of Spanish: beginner
speaker

3. Gender: _________
State/country

junior

intermediate

senior

advanced

native

8.

How much time have you spent studying Spanish at each of the following levels of
education?
Elementary School
Middle School
High School
College

9.

At what age did you start learning Spanish?

10. When and where did you really start speaking Spanish?

11. Have you ever spent time in a Spanish-speaking country?
If so, where?
when?
how long?
Explain the circumstances (studying abroad, vacation, exchange program, etc.)

12. What opportunities have you had to use your Spanish? (Explain)

13. Do you know, or have you studied any other language(s) besides Spanish & English?
If so, which one(s)?
Estimate your level in these languages: beginner intermediate advanced native speaker
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APPENDIX C
ATTITUDE/MOTIVATION TEST BATTERY
Directions: Following are a number of statements with which some people agree and
others disagree. There are no right or wrong answers since people have different
opinions. We would like you to indicate your opinion about each statement by circling
the alternative below it which best indicates the extent to which you disagree or agree
with that statement. Note, there is no right or wrong answer. All that is important is that
you indicate your personal feeling.
Please give your immediate reactions to each of the following items. Don’t waste time
thinking about each statement. Give your immediate feeling after reading each statement.
On the other hand, please do not be careless, as it is important that we obtain your true
feelings.
Perceptions of US Hispanic people
1. Hispanic people are a very sociable, warm-hearted and creative people.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

2. I would like to know more Hispanic people.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

3. Hispanics in the US add vitality to American culture.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

4. English speaking Americans should make a greater effort to learn the Spanish
language.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

5. The more I get to know Hispanic Americans, the more I want to be fluent in their
language.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
agree

Moderately
agree

Strongly
agree

6. Some of our best citizens are of Hispanic descent.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral
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7. Hispanic heritage is an important part of our American identity.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

8. If America should lose its Hispanic culture, it would indeed be a great loss.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

9. Hispanic Americans have preserved much of the beauty of their cultural traditions.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

10. Most Hispanic Americans are so friendly and easy to get along with that the US is
fortunate to have them.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Interest in Foreign Languages
1. If I were visiting a foreign country I would like to be able to speak the language of the
people.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

2. Even though the US does not have a wide variety of neighboring countries where
other languages are spoken, it is important for Americans to learn foreign languages.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
agree

Moderately
agree

Strongly
agree

3. I wish I could speak another language perfectly.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

4. I want to read the literature of a foreign language in the original language rather than a
translation.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

5. I would like to read newspapers, magazines, and other media in another language.
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Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
agree

Moderately
agree

Strongly
agree

6. I would like to learn many foreign languages.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

7. If I planned to stay in another country, I would make a great effort to learn the
language even if I could get along in English.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

8. I would study a foreign language in school even if it were not required.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

9. I enjoy meeting and listening to people who speak other languages.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

10. Studying a foreign language is an enjoyable experience.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Views of Native Spanish Speakers
1. Native speakers of Spanish are considerate of the feelings of others.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

2. I have a favorable perception of Spanish native speakers.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

3. The more I learn about native speakers of Spanish, the more I like them.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

4. The native speakers of Spanish are trustworthy and dependable.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree
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5. I admire native speakers of Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

6. Native speakers of Spanish are very friendly and hospitable.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

7. Native speakers of Spanish are cheerful, agreeable and good humored.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

8. I would like to get to know native speakers of Spanish people better.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

9. Native speakers of Spanish are very kind and generous people.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

10. For the most part, native speakers of Spanish are sincere and honest.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Attitudes toward Learning Spanish
1. I love learning Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

2. After finishing this course, I am not interested in learning Spanish any further.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

3. Spanish is an important part of the school program.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

4. I would rather spend my time on subjects other than Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree
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5. Learning Spanish is a waste of time.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

6. I plan to learn as much Spanish as possible.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

7. I dislike learning Spanish.
Strongly
Disagree

Moderately
disagree

8. I really enjoy learning Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

9. I think that learning Spanish is boring.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

10. Learning Spanish is really great.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Personal Goals
1. Studying Spanish can be important to me because it will allow me to be more at
ease with fellow Americans who speak Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

2. Studying Spanish can be important for me because it will allow me to meet and
converse with more and varied people.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

3. Studying Spanish can be important for me because it will enable me to better
understand and appreciate Hispanic culture.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree
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4. Studying Spanish can be important for me because I will be able to participate
more freely in the activities of the Hispanic community.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

5. Studying Spanish is important for me mostly because I’ll need it for my future career.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

6. Studying Spanish can be important for me because it will make me a more
knowledgeable person.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

7. Studying Spanish can be important to me because I think it will someday be useful in
getting a good job.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

8. Studying Spanish can be important for me because other people will respect me
more if I have a knowledge of a foreign language.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Slightly
agree

Moderately
agree

Strongly
agree

Family Encouragement
1. My family tries to help me with my Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

2. My family believes that because we live in America, I should learn Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

3. My family believes that I should continue studying Spanish all through school.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

Moderately
agree

Strongly
agree

4. My family thinks I should study as much Spanish as I can.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree
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5. My family really encourages me to study Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

6. My family shows considerable interest in what I’m doing in my Spanish classes.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

7. My family encourages me to practice my Spanish as much as possible.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

8. My family has stressed the importance Spanish will have for me when I leave school.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

9. My family feels that I should really try to reach a high proficiency in Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree

10. My family urges me to seek help from my teacher if I am having problems with my
Spanish.
Strongly
Disagree

Moderately
disagree

Slightly
disagree

Neutral

Slightly
agree

Moderately
agree

Strongly
agree
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Motivational Intensity
Directions: Please answer the following items by circling the letter of the alternative which
appears most applicable to you. We urge you to be as accurate as possible.
I actively think about what I have learned in my Spanish class.
a) very frequently.
b) hardly ever.
c) once in awhile.
If Spanish were not taught in school, I would:
a) pick up Spanish in everyday situations (i.e., read Spanish books and
newspapers, try to speak it whenever possible, etc.).
b) not bother learning Spanish at all.
c) try to obtain lessons in Spanish somewhere else.
When I have a problem understanding something we are learning in Spanish class, I:
a) immediately ask the teacher for help.
b) only seek help just before the exam.
c) just forget about it.
When it comes to Spanish homework, I:
a) put some effort into it, but not as much as I could.
b) work very carefully, making sure I understand everything.
c) just skim over it.
Considering how I study Spanish, I can honestly say that I:
a) do just enough work to get along.
b) will pass on the basis of sheer luck or intelligence because I do very little work.
c) really try to learn Spanish.
If my teacher wanted someone to do an extra Spanish assignment, I would:
a) definitely not volunteer.
b) definitely volunteer.
c) only do it if the teacher asked me directly.
After I get my Spanish assignment back, I:
a) always rewrite them, correcting my mistakes.
b) just throw them in my desk and forget them.
c) look them over, but don’t bother correcting mistakes.
When I am in Spanish class, I:
a) volunteer answers as much as possible.
b) answer only the easier questions.
c) never say anything.
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When it comes to Spanish TV and movies, I generally:
a) never watch them.
b) watch them occasionally.
c) try to watch them often.
When I hear a Spanish song on the radio, I:
a) listen to the music, paying attention only to the easy words.
b) listen carefully and try to understand all the words.
c) change the station.
During Spanish class, I would like:
a) to have a combination of Spanish and English spoken.
b) to have as much English as possible spoken.
c) to have only Spanish spoken.
If I had the opportunity to speak Spanish outside of school, I would:
a) never speak it.
b) speak Spanish most of the time, using English only if really
necessary.
c) speak it occasionally, using English whenever possible.
Compared to my other courses, I like Spanish:
a) the most.
b) the same as all the others.
c) least of all.
If there were a Spanish Club in my school, I would:
a) attend meetings once in a while.
b) be most interested in joining.
c) definitely not join.
If it were up to me whether or not to take Spanish, I:
a) would definitely take it.
b) would drop it.
c) don’t know whether I would take it or not
I find studying Spanish:
a) not interesting at all.
b) no more interesting than most subjects.
c) very interesting
If the opportunity arose and I knew enough Spanish, I would watch Spanish T.V. programs:
a) sometimes.
b) as often as possible.
c) never
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If I had the opportunity to see a Spanish play, I would:
a) go only if I have nothing else to do.
b) definitely go.
c) not go.
If there were Spanish-speaking families in my neighborhood, I would:
a) never speak Spanish to them.
b) speak Spanish with them sometimes.
c) speak Spanish with them as much as possible.
If I had the opportunity and knew enough Spanish, I would read Spanish magazines and
newspapers:
a) as often as I could.
b) never.
c) not very often.
I am studying Spanish because:
a) I think it will some day be useful in getting a good job.
b) I think it will help me to better understand Spanish people and way of life.
c) It will allow me to meet and converse with more and varied people.
d) A knowledge of two languages will make me a better educated person.
(adapted from Gardner, 1985)
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APPENDIX D
FOREIGN LANGUAGE CLASSROOM ANXIETY SCALE
1. I never feel quite sure of myself when I am speaking in my foreign language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

2. I don't worry about making mistakes in language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

3. I tremble when I know that I'm going to be called on in language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

4. It frightens me when I don't understand what the teacher is saying in the foreign
language.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

5. It wouldn't bother me at all to take more foreign language classes.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

6. During language class, I find myself thinking about things that have nothing to do
with the course.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

7. I keep thinking that the other students are better at languages than I am.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

Disagree

Strongly disagree

8. I am usually at ease during tests in my language class.
Strongly agree

Agree

Neither agree nor disagree

9. I start to panic when I have to speak without preparation in language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

183

10. I worry about the consequences of failing my foreign language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

11. I don't understand why some people get so upset over foreign language classes.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

12. In language class, I can get so nervous I forget things I know.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

13. It embarrasses me to volunteer answers in my language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

14. I would not be nervous speaking the foreign language with native speakers.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

15. I get upset when I don't understand what the teacher is correcting.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

16. Even if I am well prepared for language class, I feel anxious about it.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

Disagree

Strongly disagree

17. I often feel like not going to my language class.
Strongly agree

Agree

Neither agree nor disagree

18. I feel confident when I speak in foreign language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

19. I am afraid that my language teacher is ready to correct every mistake I make.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

20. I can feel my heart pounding when I'm going to be called on in language class.
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Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

21. The more I study for a language test, the more con‐ fused I get.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

22. I don't feel pressure to prepare very well for language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

23. I always feel that the other students speak the foreign language better than I do.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

24. I feel very self‐conscious about speaking the foreign language in front of other
students.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

25. Language class moves so quickly I worry about getting left behind.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

26. I feel more tense and nervous in my language class than in my other classes.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

27. I get nervous and confused when I am speaking in my language class.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

28. When I'm on my way to language class, I feel very sure and relaxed.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

29. I get nervous when I don't understand every word the language teacher says.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

30. I feel overwhelmed by the number of rules you have to learn to speak a foreign
language.
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Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

31. I am afraid that the other students will laugh at me when I speak the foreign
language.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

32. I would probably feel comfortable around native speakers of the foreign
language.
Strongly agree

Agree

Neither agree nor disagree

Disagree

Strongly disagree

33. I get nervous when the language teacher asks questions which I haven't
prepared in advance.
Strongly agree

Agree

Neither agree nor disagree

(Horwitz, Horwitz, & Cope, 1986)

Disagree

Strongly disagree
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APPENDIX E
SELF-PERCEIVED COMMUNICATION COMPETENCE SCALE
The self-perceived communication competence scale was developed to obtain
information concerning how competent people feel they are in a variety of
communication contexts and with a variety of types of receivers. Early self-report
measures of competence were structured to represent what the creators of the measures
felt were the components of communication competence. This scale is intended to let the
respondent define communication competence. Since people make decisions with regard
to communication (for example, whether they will even do it), it is their perception that is
important, not that of an outside observer. It is important that users of this measure
recognize that this is NOT a measure of actual communication competence, it is a
measure of PERCEIVED competence. While these two different types of measures may
be substantially correlated, they are not the same thing. This measure has generated good
alpha reliability estimates (above .85) and had strong face validity. It also has been found
to have substantial predictive validity.
Directions: Below are twelve situations in which you might need to communicate.
People's abilities to communicate effectively vary a lot, and sometimes the same person
is more competent to communicate in one situation than in another. Please indicate how
competent you believe you are to communicate in each of the situations described
below. Indicate in the space provided at the left of each item your estimate of your
competence.
Presume 0 = completely incompetent and 100 = competent.
_____1. Present a talk to a group of strangers.
_____2. Talk with an acquaintance.
_____3. Talk in a large meeting of friends.
_____4. Talk in a small group of strangers.
_____5. Talk with a friend.
_____6. Talk in a large meeting of acquaintances.
_____7. Talk with a stranger.
_____8. Present a talk to a group of friends.
_____9. Talk in a small group of acquaintances.
_____10. Talk in a large meeting of strangers.
_____11. Talk in a small group of friends.
_____12. Present a talk to a group of acquaintances.
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Scoring: To compute the subscores, add the percentages for the items indicated and
divide the total by the number indicated below.
Public
Meeting
Group
Dyad
Stranger
Acquaintance
Friend

1 + 8 + 12; divide by 3.
3 + 6 + 10; divide by 3.
4 + 9 + 11; divide by 3.
2 + 5 + 7; divide by 3.
1 + 4 + 7 + 10; divide by 4.
2 + 6 + 9 + 12; divide by 4.
3 + 5 + 8 + 11; divide by 4.

To compute the total SPCC score, add the subscores for Stranger, Acquaintance, and
Friend. Then, divide that total by 3.
Reliability
Mean
S.D.
Public
.72
68.8
17.8
Meeting
.68
68.8
17.1
Group
.67
76.1
14.6
Dyad
.44
81.1
12.4
Stranger
.87
55.5
23.6
Acquaintance
.84
77.4
15.3
Friend
.78
88.2
11.3
Total
Public
Meeting
Group
Dyad
Stranger
Acquaintance
Friend
Total

.92
> 86 High SPCC
> 85 High SPCC
> 90 High SPCC
> 93 High SPCC
> 79 High SPCC
> 92 High SPCC
> 99 High SPCC
> 87 High SPCC

73.7

13.8
< 51 Low SPCC
< 51 Low SPCC
< 61 Low SPCC
< 68 Low SPCC
< 31 Low SPCC
< 62 Low SPCC
< 76 Low SPCC
< 59 Low SPCC

Higher SPCC scores indicate higher self-perceived communication competence with
basic communication contexts and receivers.
(McCroskey & McCroskey, 1988)
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APPENDIX F
FOCAL PARTICIPANT INTERVIEW QUESTIONS
Part I: General Questions
1. How important is it for you to learn Spanish?
2. How good are you at learning Spanish?
3. What do you think your Spanish level is like? What about your speaking skill in
particular?
4. How motivated were you during this language course?
5. How much did you like learning together with your classmates in this course?
6. How would you describe your personality (quiet or talkative, relaxed or tense)?
7. How competent do you think you were to communicate in Spanish during this course?
8. Did you feel very sure and relaxed in this class?
9. Did you feel confident when you were speaking Spanish in class?
10. Did it embarrass you to volunteer answers in class?
11. Did you feel that the other students speak Spanish better than you did?
12. Were you afraid that other students would laugh at you when you were speaking
Spanish?
13. Did you get nervous when your Spanish teacher asked you a question?
14. Were you afraid that your Spanish teacher was ready to correct every mistake you
made?
15. In what situation did you feel most comfortable (most willing) to communicate: in
pairs, in small groups, with the teacher in a whole class? Why?
16. In general, why do you study Spanish? What motivates you?
17. How would you describe your identity as a Spanish learner? As a Spanish speaker?
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Part II: Stimulated Recall Questions
1. Did you like this task? Why? Why not?
2. How useful for your learning do you think this task was? Why? Why not?
3. Did you think you did this task well? Why? Why not?
4. Did you enjoy doing this task? Why? Why not?
5. Did you feel happy to work in this group/pair? What did you feel happy/not happy
with?
6. Comparing the two tasks you did, which task did you prefer? Why? Which group did
you prefer? Why?
Part III: Individual Questions
Ask individual learner to comment on their self-report WTC, behavior in group/pair and
whole class situations.
Ask individual learner to comment on his or her identity as an L2 speaker: Do you feel
that the Spanish language or culture is a part of your identity? Do you identify as a
learner and/or speaker of the language?
(adapted from Cao & Philp, 2006)
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APPENDIX G
PERMISSION TO REPRINT MACINTYRE ET AL.’S 1998 HEURISTIC MODEL

191
APPENDIX H
PERMISSION TO REPRINT GARDNER’S 1985 ATTITUDE/MOTIVATION
TEST BATTERY
Dear Dr. Gardner,
I have recently completed my doctoral dissertation, titled "Understanding the Dynamic
Nature of Willingness to Communicate in L2 Classroom Interaction and the Influence of
L2 Investment."
I have used the Attitude/Motivation Test Battery as a component of my quantitative
research. I am writing to ask for permission to include the adapted instrument in my
appendices. I have retrieved the battery from the following URL and adapted the term
"French" to "Spanish" or "Hispanic" for Spanish classroom use:
http://publish.uwo.ca/~gardner/docs/AMTBmanual.pdf
Thank you very much for your response!
Ashley Shaffer
Ph.D. Candidate, Spanish Instructor
Department of Spanish and Portuguese
Anderson Hall 452
1114 W. Polett Walk
Temple University
Philadelphia, PA 19122
Dear Ashley Shaffer
Thank you for your email. This will confirm that you have my permission to include
the adapted instrument in your appendices, but I request that you explain that the term
"French" was altered to "Spanish" or "Hispanic" as required. Incidentally, you might be
interested to see that there is an updated version of the AMTB for English as a foreign
language in the same wordpage.
Sincerely,
R.C. Gardner, Ph.D.
Professor Emeritus
Department of Psychology
University of Western Ontario
London, Ontario, Canada, N6A 5C2
Webpage: http://publish.uwo.ca/~gardner/
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APPENDIX I
PERMISSION TO REPRINT HORWITZ ET AL.’S 1986 FOREIGN LANGUAGE
CLASSROOM ANXIETY SCALE
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APPENDIX J
PERMISSION TO REPRINT CAO AND PHILP’S 2006 FOCAL PARTICIPANT
INTERVIEW QUESTIONS

