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Abstract   
Grounded in positive psychology and socio-educational theories of second language acquisition, 

this study investigates the direct and indirect relationships between classroom interaction and 

learners’ willingness to communicate (WTC) in English as a Foreign Language (EFL) settings. 

Specifically, it examines the mediating roles of emotional support and foreign language enjoyment 

(FLE), as well as their sequential chain mediation. Using a quantitative research design and 

structural equation modelling, data were collected from university-level EFL learners. The findings 

indicate that classroom interaction significantly predicts WTC both directly and indirectly. 

Emotional support and FLE independently mediate this relationship, and a significant chain-

mediation effect further demonstrates that interaction enhances perceived emotional support, which, 

in turn, increases enjoyment and strengthens WTC. These results highlight the central role of 

affective classroom environments in fostering communicative engagement and offer pedagogical 

implications for creating emotionally supportive, interaction-rich EFL classrooms.  

Keywords: Classroom Interaction; Willingness to Communicate (WTC); Emotional Support; 

Foreign Language Enjoyment (FLE); Positive Psychology; EFL Learners  

 

Introduction  
Effective communication in a foreign language classroom is not merely a pedagogical aspiration; it 

is a decisive factor shaping learners’ academic trajectories, professional mobility, and participation 

in the global knowledge economy. In an era marked by intensified globalisation and cross-border 

entrepreneurship, the ability to communicate confidently in English and other international 

languages has become a form of social and symbolic capital. Yet, despite substantial investments in 

language education worldwide, many learners remain reluctant to speak in class. This persistent gap 

between linguistic competence and actual classroom communication foregrounds a critical question 
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in Applied Linguistics: What classroom processes cultivate students’ willingness to communicate 

(WTC) in a foreign language?  

Over the past three decades, research on Willingness to Communicate has evolved from trait-based 

conceptualisations to dynamic, context-sensitive perspectives. Initially framed within 

communication studies (McCroskey & Baer, 1985), WTC in second language (L2) contexts was 

reconceptualised as a situated construct shaped by linguistic, psychological, and contextual factors 

(MacIntyre et al., 1998). Recent scholarship in leading journals such as The Modern Language 

Journal, Applied Linguistics, and Language Learning emphasises the dynamic and emergent nature 

of WTC, highlighting its sensitivity to classroom ecology, emotional states, and interactional patterns 

(Dewaele & Li, 2020; Kang, 2005; Mystkowska-Wiertelak & Pawlak, 2017). 

Concurrently, research grounded in Positive Psychology has shifted attention from anxiety-dominant 

models to strengths-based constructs such as foreign language enjoyment (FLE) and emotional 

support (MacIntyre et al., 2019). In particular, FLE has been identified as a robust predictor of 

engagement, resilience, and communicative behaviour (Dewaele & MacIntyre, 2014; Li et al., 2018).  

Within this expanding landscape, classroom interaction has emerged as a central independent 

variable influencing learners’ affective and behavioural outcomes. Interactionist perspectives in 

second language acquisition argue that meaningful interaction facilitates both linguistic development 

and communicative confidence (Gass & Mackey, 2015). More recently, classroom interaction has 

been conceptualised not only as input-output exchange but as a socio-emotional process embedded 

in supportive or unsupportive climates (Mercer & Dörnyei, 2020). Emotional support manifested 

through teacher empathy, responsiveness, and encouragement has been shown to foster 

psychological safety and academic engagement (Derakhshan et al., 2022). In parallel, enjoyment of 

foreign languages, characterised by feelings of accomplishment, interest, and social belonging, has 

been empirically linked to increased WTC and classroom participation (Dewaele & Alfawzan, 2018; 

Li, 2020). Despite these advances, the integrative mechanisms through which classroom interaction 

influences WTC via emotional and enjoyment-related pathways remain insufficiently theorised and 

empirically tested.  

Although prior research has examined pairwise relationships among classroom interaction, 

emotional support, FLE, and WTC, a notable gap persists in understanding their simultaneous and 

mediated interplay. Much of the existing literature isolates emotional variables or treats them as 

direct predictors of WTC without modelling their mediating roles within broader classroom 

ecologies (Dewaele & Li, 2020; Zhang et al., 2023). Furthermore, empirical studies often rely on 

cross-sectional designs that underemphasize the dynamic and process-oriented nature of 

interactional and affective variables. In the context of contemporary organisational behaviour and 

entrepreneurship, where communicative competence, emotional intelligence, and collaborative 

interaction are prized competencies, the absence of integrative, mediation-based models limits both 

theoretical advancement and pedagogical application. Recent calls in high-impact journals urge 

scholars to adopt multivariate and mediation frameworks to capture the complexity of L2 classroom 

processes (MacIntyre et al., 2019; Mercer & Gregersen, 2020). Consequently, there is a pressing 

need to examine how classroom interaction (IV) indirectly shapes WTC (DV) through the mediating 

roles of emotional support (Mediator 1) and foreign language enjoyment (Mediator 2), thereby 

advancing a more holistic understanding of affect-mediated communicative behaviour. Against this 

backdrop, the present study aims to investigate the complex relationships among classroom 

interaction, emotional support, foreign language enjoyment, and willingness to communicate in 

foreign language settings. Specifically, it seeks to (a) examine the direct effect of classroom 

interaction on WTC, (b) assess the mediating role of emotional support in this relationship, and (c) 
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evaluate the mediating role of foreign language enjoyment. Guided by these objectives, the central 

research question is: To what extent does classroom interaction influence learners’ willingness to 

communicate through the mediating effects of emotional support and foreign language enjoyment in 

foreign language classrooms? By integrating interactional and affective constructs within a unified 

mediation framework, this study responds to contemporary theoretical and methodological calls in 

Applied Linguistics for dynamic, process-oriented inquiry. The significance of this study lies in its 

theoretical, empirical, and pedagogical contributions. Theoretically, it advances the WTC framework 

by situating emotional support and FLE as mediating mechanisms rather than isolated correlates, 

thereby enriching socio-dynamic models of L2 communication. Empirically, it contributes to the 

growing body of Positive Psychology research in language education by testing a comprehensive 

mediation model grounded in recent high-impact scholarship. In practice, the findings are expected 

to inform teachers, curriculum designers, and educational policymakers about the pivotal roles of 

interactional quality and emotional scaffolding in fostering communicative engagement. In applied 

settings, particularly in contexts preparing students for global entrepreneurship and collaborative 

organisational environments, understanding these mechanisms can guide the development of 

emotionally supportive and interaction-rich classrooms that cultivate confident communicators.  

The scope of this study is confined to foreign language classrooms within formal educational 

settings. Classroom interaction is operationalised as teacher–student and peer interaction patterns, 

while emotional support is operationalised as perceived teacher responsiveness and empathy. 

Foreign language enjoyment is conceptualised as a multidimensional positive emotion associated 

with learning activities and social interaction. Willingness to communicate is treated as a context-

specific behavioural intention to initiate L2 communication. The study does not address longitudinal 

changes beyond the data collection period, nor does it examine additional affective constructs such 

as anxiety or boredom, except insofar as they are theoretically relevant. By delineating these 

boundaries, the research maintains conceptual clarity while offering a focused examination of 

mediation processes central to communicative development. 

 

Literature Review and Hypotheses Development  
Classroom Interaction and Willingness to Communicate  

Classroom interaction has long been recognised as a cornerstone of communicative language 

teaching and a catalyst for learners’ communicative engagement. Interactionist perspectives in 

second language acquisition posit that negotiation of meaning, feedback, and collaborative dialogue 

create opportunities for linguistic development and communicative confidence (Gass & Mackey, 

2015). More recently, socio-dynamic approaches conceptualise interaction as an ecological process 

in which classroom climate, peer dynamics, and teacher discourse jointly shape learners’ momentary 

and sustained willingness to communicate (WTC) (Dewaele & Li, 2020; Zhang et al., 2023). 

Empirical evidence from multilevel modelling studies indicates that supportive and participatory 

interaction patterns significantly predict higher WTC in foreign language classrooms (Peng & 

Woodrow, 2010; Zhang et al., 2023). Such findings underscore that interaction does not merely 

facilitate language acquisition but also directly influences learners’ readiness to initiate 

communication.  

H1: If classroom interaction increases in quality and frequency, then learners’ willingness to 

communicate will significantly increase.  
 

Classroom Interaction and Emotional Support  

Emotional support, defined as learners’ perceptions of teacher empathy, responsiveness, and care, is 

increasingly viewed as integral to effective classroom interaction. Research in Language Teaching 
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Research and Applied Linguistics demonstrates that teachers’ emotionally supportive behaviours 

foster psychological safety and enhance learners’ engagement (Derakhshan et al., 2022; Mercer & 

Dörnyei, 2020). Interactional exchanges characterised by affirmation, encouragement, and respectful 

turn-taking cultivate a climate where learners feel valued and secure. Such emotionally supportive 

interactions reduce fear of negative evaluation and strengthen relational bonds, both of which are 

essential for active participation (Xie & Derakhshan, 2021). 

H2: If classroom interaction is perceived as supportive and collaborative, then learners’ perceived 

emotional support will significantly increase.  

 

Classroom Interaction and Foreign Language Enjoyment  

The emergence of Positive Psychology in SLA has shifted attention toward positive affective 

experiences such as foreign language enjoyment (FLE). FLE encompasses feelings of pleasure, 

accomplishment, and social connectedness experienced during language learning (Dewaele & 

MacIntyre, 2014). Studies in System and The Modern Language Journal reveal that interactive, 

student-centred classrooms significantly enhance FLE by promoting peer collaboration and 

stimulating tasks (Li et al., 2018; Dewaele & Alfawzan, 2018). Interaction thus functions as an 

emotional amplifier, transforming routine classroom exchanges into engaging and rewarding 

experiences.  

H3: If classroom interaction is interactive and engaging, then learners’ foreign language enjoyment 

will significantly increase.  

 

Emotional Support and Willingness to Communicate  

Emotional support contributes to learners’ communicative confidence by reducing anxiety and 

fostering a sense of belonging. Within the framework of Willingness to Communicate, affective 

antecedents are central determinants of communicative behaviour (MacIntyre et al., 1998). Recent 

empirical research demonstrates that perceived teacher support positively predicts WTC by 

enhancing self-confidence and reducing communication apprehension (Dewaele & Li, 2020; Zhang 

et al., 2023). Emotional safety enables learners to take linguistic risks, thereby increasing their 

readiness to initiate communication.  

H4: If learners perceive higher emotional support in the classroom, then their willingness to 

communicate will significantly increase.  

 

Foreign Language Enjoyment and Willingness to Communicate  

Enjoyment of foreign languages has been identified as one of the strongest positive predictors of 

WTC. Dewaele and MacIntyre (2014) found that enjoyment outweighed anxiety in predicting 

classroom engagement. Subsequent large-scale studies confirmed that learners experiencing high 

FLE demonstrate greater persistence, participation, and communicative initiative (Li, 2020; Elahi. 

Shirvan & Taherian, 2021). Enjoyment broadens learners’ thought–action repertoires, aligning with 

broaden-and-build theory, thereby enhancing communicative readiness.  

H5: If learners experience higher foreign language enjoyment, then their willingness to communicate 

will significantly increase.  

 

Emotional Support and Foreign Language Enjoyment  

Emerging research suggests that emotional support and enjoyment are closely intertwined.  

Supportive teacher behaviours create a climate conducive to positive emotional experiences 

(Derakhshan et al., 2022). Empirical studies show that perceived teacher care and rapport 
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significantly predict FLE (Li et al., 2018; Xie & Derakhshan, 2021). Emotional scaffolding not only 

mitigates negative affect but actively promotes enjoyment through affirmation and constructive 

feedback.  

H6: If learners perceive higher emotional support, then their foreign language enjoyment will 

significantly increase.  

 

Mediation Effects Emotional Support as a Mediator  

Given that classroom interaction fosters emotional support, which in turn enhances WTC, emotional 

support may function as a mediating mechanism. Multilevel analyses suggest that the influence of 

classroom climate on WTC operates indirectly through affective perceptions (Zhang et al., 2023).  

H7: If classroom interaction enhances emotional support, and emotional support enhances 

willingness to communicate, then emotional support will mediate the relationship between classroom 

interaction and willingness to communicate.  

 

Foreign Language Enjoyment as a Mediator  

Similarly, interaction-rich environments may influence WTC indirectly by increasing enjoyment. 

Studies grounded in positive psychology highlight FLE as a mediating variable linking pedagogical 

practices to communicative outcomes (Elahi Shirvan & Taherian, 2021).  

H8: If classroom interaction enhances foreign language enjoyment, and foreign language enjoyment 

enhances willingness to communicate, then foreign language enjoyment will mediate the relationship 

between classroom interaction and willingness to communicate.  

 

Emotional Support → Foreign Language Enjoyment Mediation  

Emotional support may also influence WTC indirectly through its impact on enjoyment. Supportive 

climates stimulate positive affect, which, in turn, increases communicative readiness (Li, 2020).  

H9: If emotional support enhances foreign language enjoyment, and foreign language enjoyment 

enhances willingness to communicate, then foreign language enjoyment will mediate the relationship 

between emotional support and willingness to communicate.  

 

Dual Mediation Effect  

Recent calls in Applied Linguistics advocate examining multiple mediators simultaneously to capture 

classroom complexity (Dewaele & Li, 2020). Emotional support and enjoyment may jointly transmit 

the effect of interaction on WTC.  

H10: If classroom interaction enhances both emotional support and foreign language enjoyment, and 

these variables enhance willingness to communicate, then emotional support and foreign language 

enjoyment will jointly mediate the relationship between classroom interaction and willingness to 

communicate.  

 

Serial Mediation Model  

Drawing on socio-dynamic and positive psychology frameworks, classroom interaction may first 

enhance emotional support, which, in turn, increases enjoyment and ultimately leads to greater WTC. 

This sequential pathway aligns with the broaden-and-build theory and dynamic models of WTC 

(MacIntyre et al., 2019).  

H11: If classroom interaction enhances emotional support, which in turn enhances foreign language 

enjoyment, and foreign language enjoyment enhances willingness to communicate, then emotional 
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support and foreign language enjoyment will sequentially mediate the relationship between 

classroom interaction and willingness to communicate.  

 

Figure 1: Conceptual Model   

 
 

The proposed conceptual model positions classroom interaction as the independent variable (IV) and 

willingness to communicate as the dependent variable (DV). Emotional support (Mediator 1) and 

foreign language enjoyment (Mediator 2) function as parallel and serial mediators. The model tests 

(a) six direct effects, (b) four mediation pathways, and (c) one serial mediation pathway, thereby 

offering a comprehensive framework that integrates interactional and affective mechanisms within 

foreign language classrooms.   

 

Methodology 
Participants and Data Collection Procedure   

Data were collected from undergraduate students enrolled in public and private universities in 

Pakistan. Consistent with established practices in applied linguistics and educational psychology 

research (Dörnyei & Taguchi, 2010; MacIntyre et al., 2019), a survey-based design was employed 

to examine the relationships among classroom interaction, emotional support, foreign language 

enjoyment, and willingness to communicate. Both online and face-to-face data collection procedures 

were implemented to enhance response rates and ensure representation across disciplines.   

Using convenience sampling, 450 students from diverse academic backgrounds, including computer 

science, business administration, language and literature, and chemistry, were approached to 

participate in the study. These disciplines were selected to ensure heterogeneity in academic 

orientation and communicative demands, thereby strengthening the ecological validity of the 

findings. Of the 450 distributed questionnaires, 400 usable self-report surveys were returned, 

yielding a response rate of 88.9%. Cases with excessive missing data (greater than 10%) were 
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excluded prior to analysis, following methodological recommendations for survey research (Hair et 

al., 2019).   

In the cover letter accompanying the survey, participants were informed about the purpose of the 

research, the voluntary nature of their participation, and their right to withdraw at any time without 

penalty. They were explicitly assured that all identifiable personal information would be removed 

prior to data analysis and that responses would be reported in aggregate form only. Ethical 

considerations were rigorously observed in accordance with the principles outlined in the 

Declaration of Helsinki and widely adopted research ethics standards in applied linguistics (British 

Association for Applied Linguistics [BAAL], 2016). Participants provided informed consent before 

completing the questionnaire. No financial incentives were offered, and confidentiality was strictly 

maintained throughout the research process.   

The questionnaire consisted of two sections. The first section collected demographic information, 

including age, gender, semester, and academic discipline. The second section comprised validated 

scales measuring the four focal constructs: Classroom Interaction, Emotional Support, Foreign 

Language Enjoyment (FLE), and Willingness to Communicate (WTC). All items were measured 

using a five-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree), consistent 

with prior research in the field (Dewaele & MacIntyre, 2014; Peng & Woodrow, 2010).   

   

 Table 1: Demographic Characteristics of Participants (N = 400)   

Variable  Category  Frequency (n) Percentage (%) 

Gender  Male  188  47.0  

  Female  212  53.0  

Age  18–20 years  146  36.5  

  21–23 years  198  49.5  

  24 years and above  56  14.0  

Semester  1st–2nd  112  28.0  

  3rd–4th  136  34.0  

  5th–6th  98  24.5  

  7th–8th  54  13.5  

Discipline Computer Science  102  25.5  

Business Administration                                             108 27.0  

Language & Literature                                                96 24.0  

Chemistry                                                                    94 23.5  

Note: Percentages are rounded to one decimal place.   

 

Measures   

All constructs were measured using well-established instruments published in high-impact, 

peerreviewed journals. Minor wording adaptations were made to ensure contextual relevance to the 

Pakistani university setting.   

 

Classroom Interaction   

Classroom Interaction was measured using items adapted from established classroom environment 

and interaction scales widely employed in second language research (Peng & Woodrow, 2010; 

Zhang et al., 2023). The scale captures perceptions of teacher–student interaction, peer collaboration, 

and opportunities for communicative exchange. Sample items include: “My teacher encourages 
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students to participate in discussions” and “Students in this class actively interact with each other in 

English.” Previous studies have reported satisfactory reliability coefficients (α > .80) and strong 

construct validity for this measure (Peng & Woodrow, 2010).   

 

Emotional Support   

Emotional Support was assessed using items derived from teacher support and positive teacher, 

student relationship scales validated in language education contexts (Derakhshan et al., 2022; Xie & 

Derakhshan, 2021). The instrument measures perceived teacher empathy, responsiveness, 

encouragement, and respect. Sample items include: “My teacher shows genuine concern for 

students’ feelings” and “I feel emotionally supported by my teacher in this class.” Prior research 

demonstrates high internal consistency (α ranging from .85 to .92) and robust predictive validity in 

relation to engagement and affective outcomes (Derakhshan et al., 2022). 

   

Foreign Language Enjoyment (FLE)   

Foreign Language Enjoyment was measured using the widely validated Foreign Language 

Enjoyment Scale developed by Dewaele and MacIntyre (2014) and subsequently refined in 

largescale studies (Li et al., 2018). The scale captures both private enjoyment (e.g., sense of 

accomplishment) and social enjoyment (e.g., enjoyment derived from classroom interaction).  

Sample items include: “I enjoy the challenge of learning English” and “I feel proud of my 

accomplishments in English class.” The FLE scale has demonstrated strong psychometric properties 

across diverse cultural contexts (Dewaele & Li, 2020).   

 

Willingness to Communicate (WTC)   

Willingness to Communicate was measured using the L2 WTC scale developed by MacIntyre et al. 

(1998) and adapted for classroom contexts by Peng and Woodrow (2010). The instrument assesses 

learners’ readiness to initiate communication in various classroom situations (e.g., speaking in front 

of the class, participating in group discussions). Sample items include: “I am willing to speak English 

during class discussions” and “I would volunteer to answer questions in  

English.” Previous studies report high reliability (α > .85) and strong convergent validity with 

communicative behavior (Peng & Woodrow, 2010; Zhang et al., 2023).   

 

Data Analysis   
Data analysis was conducted using IBM SPSS Statistics 27.0, IBM AMOS 28.0, and Smart PLS, 

following established analytical procedures recommended for structural equation modeling research 

in applied linguistics and organizational behavior (Hair et al., 2019; Kline, 2023). Initially, data 

screening procedures were performed in SPSS to assess missing values, normality, and outliers. 

Descriptive statistics, including means and standard deviations, were computed to summarize 

participants’ responses, and Pearson correlation analysis was conducted to examine the bivariate 

interrelationships among Classroom Interaction, Emotional Support, Foreign Language Enjoyment, 

and Willingness to Communicate. Reliability was assessed using Cronbach’s alpha and composite 

reliability indices, while convergent and discriminant validity were evaluated through average 

variance extracted (AVE) and the heterotrait–monotrait (HTMT) ratio, consistent with contemporary 

psychometric standards (Hair et al., 2019). Based on these preliminary analyses, structural equation 

modeling (SEM) using AMOS 28.0 was employed to test the hypothesized direct, mediation, and 

serial mediation relationships, with model fit evaluated through indices such as CFI, TLI, RMSEA, 

and SRMR (Kline, 2023). In addition, the study utilized partial least squares structural equation 
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modeling (PLS-SEM) via SmartPLS 4 to assess the robustness of the structural model, particularly 

given its suitability for complex mediation models and predictive research contexts (Hair et al., 

2022). Bootstrapping procedures with 5,000 resamples were applied to examine the significance of 

direct and indirect effects, ensuring rigorous testing of mediation pathways in line with best practices 

in contemporary SEM research.   

 

Results and Discussion 
Descriptive Statistics and Correlation Analysis   

Descriptive statistics and Pearson product moment correlation coefficients were computed to 

examine the central tendencies, dispersion, and interrelationships among Classroom Interaction (CI), 

Emotional Support (ES), Foreign Language Enjoyment (FLE), and Willingness to Communicate 

(WTC). As presented in Table 2, the mean scores for all variables were above the midpoint of the 

scale, indicating generally positive perceptions among participants.   

Classroom Interaction demonstrated a moderate to strong positive correlation with Emotional 

Support (r = .58, p < .001) and Foreign Language Enjoyment (r = .55, p < .001). Emotional Support 

was strongly correlated with FLE (r = .62, p < .001) and WTC (r = .60, p < .001). Foreign Language 

Enjoyment showed the strongest correlation with WTC (r = .68, p < .001), suggesting that learners 

who reported higher enjoyment were more willing to communicate in the foreign language 

classroom. All correlations were positive and statistically significant (p < .001), providing 

preliminary support for the hypothesized relationships and justifying further structural equation 

modeling.   

 

Table 2: Means, Standard Deviations, and Correlations Among Study Variables (N = 400)   

Variable   M   SD   1   2   3   4   

1. Classroom Interaction (CI)   3.72   0.64   —            

2. Emotional Support (ES)   3.81   0.68   .58***   —         

3. Foreign Language Enjoyment (FLE)   3.85   0.66   .55***   .62***   —      

4. Willingness to Communicate (WTC)   3.76   0.70   .52***   .60***   .68***   —   

p < .001   

 

Structural Equation Model Analysis   

Structural equation modeling (SEM) was conducted using AMOS 28.0 to test the hypothesized 

direct, mediating, and serial mediation relationships among the constructs.   

 

Model Fit Testing   

The measurement and structural models were evaluated using multiple fit indices. The results 

indicated an acceptable to good model fit: χ²/df = 2.41, Comparative Fit Index (CFI) = .95, Tucker– 

Lewis Index (TLI) = .94, Root Mean Square Error of Approximation (RMSEA) = .059, and 

Standardized Root Mean Square Residual (SRMR) = .045. These values meet commonly accepted 

thresholds (CFI and TLI ≥ .90, RMSEA ≤ .08, SRMR ≤ .08), indicating that the proposed model 

adequately fits the observed data. 

 

Path Analysis Between Variables   
The standardized and unstandardized path coefficients are presented in Table 3. Classroom   
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Interaction significantly predicted Emotional Support (β = .58, p < .001), Foreign Language 

Enjoyment (β = .31, p < .001), and Willingness to Communicate (β = .18, p < .01). Emotional Support 

significantly predicted FLE (β = .45, p < .001) and WTC (β = .29, p < .001). Foreign  

Language Enjoyment exerted a strong positive effect on WTC (β = .46, p < .001) 

 

Table 3: Structural Path Estimates   

Path   Estimate   SE   CR   p   Standardized Estimate (β)   

CI → ES   0.62 0.07 8.86 *** .58 

CI → FLE   0.34 0.06 5.67 *** .31 

CI → WTC   0.21 0.08 2.63 .009 .18 

ES → FLE   0.49 0.06 8.17 *** .45 

ES → WTC   0.32 0.07 4.57 *** .29 

FLE → WTC   0.51 0.06 8.50 *** .46 

p < .001   

 

Mediation Effect Testing   

Bootstrapping with 5,000 resamples was employed to test the significance of indirect effects. The 

bias-corrected 95% confidence intervals (CI) did not include zero, indicating significant mediation 

effects. Emotional Support significantly mediated the relationship between Classroom Interaction 

and WTC. Similarly, FLE mediated the relationship between Classroom Interaction and WTC.  

Furthermore, a significant serial mediation effect (CI → ES → FLE → WTC) was observed.   

 

Table 4: Bootstrapping Results for Mediation Effects   

Path   Effect Type   Estimate   Lower   Upper   p   

CI → ES → WTC   Indirect   0.18   0.11   0.27   ***   

CI → FLE → WTC   Indirect   0.14   0.08   0.22   ***   

ES → FLE → WTC   Indirect   0.23   0.15   0.33   ***   

CI  → ES  → FLE  Indirect 0.27 0.17 0.43 *** 

CI → ES → FLE → WTC   Serial Indirect   0.14   0.09   0.21   ***   

*** p < .001   

 

Overall, the findings support the hypothesised direct, parallel mediation, and serial mediation 

pathways. Classroom Interaction positively influenced willingness to communicate both directly and 

indirectly through emotional support and foreign language enjoyment, confirming the robustness of 

the proposed conceptual framework.  

 

Discussion  
Direct Effect of Classroom Interaction on Willingness to Communicate  

Consistent with our hypotheses, Classroom Interaction exhibited a significant, positive direct effect 

on learners’ Willingness to Communicate (WTC) in the foreign language classroom. This finding 

reinforces socio-interactionist accounts in second language acquisition, which emphasise that 

learners’ communicative engagement is shaped by dynamic and reciprocal interactional processes 

rather than static individual traits (MacIntyre et al., 1998; Mercer & Dörnyei, 2020). Specifically, 

high-quality interaction provides opportunities for negotiation of meaning, immediate feedback, and 
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social exchange, all of which bolster learners’ confidence to speak and take communicative risks 

(Gass & Mackey, 2015; Zhang et al., 2023).  

Recent empirical studies corroborate this direct association. For example, classroom discourse 

research reported that interactionally rich environments promote greater oral participation, reduce 

communication apprehension, and stimulate proactive communicative intentions (Li & Wang, 2022; 

Parker et al., 2023). From a motivational perspective, interactive tasks amplify learners’ sense of 

agency and perceived communicative competence, key predictors of WTC (Peng & Woodrow, 2010; 

MacIntyre et al., 2019). Thus, the present findings suggest that beyond linguistic input, the quality 

and frequency of interaction serve as socio-pedagogical catalysts for learners’ readiness to engage 

in authentic communication, aligning with contemporary work on socially situated language learning 

(Dewaele & Li, 2020; Mercer, 2021).  

 

Mediating Role of Emotional Support and Foreign Language Enjoyment  

The mediation analyses revealed that both Emotional Support (ES) and Foreign 

Language Enjoyment (FLE) independently mediated the relationship between Classroom Interaction 

and WTC. These findings demonstrate that affective processes are not merely by-products of 

interactional contexts but active mechanisms through which interaction influences communicative 

behaviour.  

Emotional Support significantly mediated the CI→WTC relationship. This aligns with research in 

educational psychology demonstrating that supportive interpersonal climates reduce fear of negative 

evaluation, a central inhibitor of communicative engagement (Dewaele & MacIntyre, 2014; 

Derakhshan et al., 2022). Specifically, when teachers convey empathy, responsiveness, and 

encouragement within interactive exchanges, learners perceive classrooms as psychologically safe, 

which facilitates willingness to take communicative initiatives (Mercer & Gregersen, 2020; Xie & 

Derakhshan, 2021). These affective experiences are consistent with the broaden-and-build theory, 

which posits that supportive social contexts broaden learners’ emotional repertoires and build 

communicative confidence over time (Fredrickson, 2001; Elahi Shirvan & Taherian, 2021). Foreign 

Language Enjoyment also operated as a significant mediator between Classroom Interaction and 

WTC. FLE reflects a positive emotional orientation toward language learning, encompassing 

enjoyment derived from both private satisfaction and social engagement (Dewaele & MacIntyre, 

2014; Li, 2020). Interactionally enriched environments have been shown to heighten enjoyment by 

creating meaningful, stimulating, and socially rewarding communicative experiences (Li et al., 2018; 

Botes et al., 2023). In turn, elevated FLE amplifies learners’ affective engagement and willingness 

to communicate by reducing inhibition and enhancing intrinsic motivation (Dewaele & Alfawzan, 

2018; Parker et al., 2023). This supports assertions in top-tier SLA research that positive emotions 

are central drivers of classroom participation and communicative behaviour (MacIntyre et al., 2019; 

Elahi Shirvan et al., 2023).  

Collectively, the mediating effects of ES and FLE highlight that the impact of Classroom Interaction 

on WTC is not purely cognitive or behavioural but is significantly transmitted through affective 

mechanisms that shape learners’ emotional landscapes in the classroom.  

 

Chain Mediating Role of Emotional Support and Foreign Language Enjoyment  

Between Classroom Interaction and Willingness to Communicate  

Importantly, the current study also provides evidence for a chain mediating mechanism in which  

Classroom Interaction first enhances Emotional Support, which subsequently elevates Foreign 

Language Enjoyment, ultimately leading to greater Willingness to Communicate. This sequential 
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pathway aligns with emerging integrative models in second language research that conceptualise 

affective experiences as cumulative and dynamic processes (MacIntyre et al., 2019; Mercer, 2021). 

Specifically, an interactive classroom that fosters warmth, care, and empathetic teacher–student 

relationships (ES) sets a foundation for positive emotional states. When learners feel supported, they 

are more likely to experience enjoyment in language learning activities, both at the task level (e.g., 

collaborative dialogue) and at the social level (e.g., peer engagement) (Li, 2020; Botes et al.,  2023). 

This cascade from support to enjoyment aligns with the broaden-and-build framework, which posits 

that positive emotional states build psychological resources (e.g., confidence, resilience) that are 

conducive to sustained engagement and communicative initiative (Fredrickson, 2001; Dewaele & 

Li, 2020).  

Recent longitudinal and microgenetic studies further substantiate this chain mechanism by showing 

that early perceptions of teacher support predict longitudinal increases in enjoyment, which in turn 

forecast communicative behaviours (Elahi Shirvan & Taherian, 2021; Parker et al., 2023). Thus, our 

findings extend this research by empirically validating a nuanced affective pathway: classroom 

interaction → emotional support → foreign language enjoyment → WTC. This model underscores 

that communicative willingness is not a direct product of interactional affordances alone but emerges 

through a dynamic interplay of affective experiences nurtured in the classroom environment.  

 

Conclusion  
In contemporary foreign language education, fostering learners’ willingness to communicate (WTC) 

is a central instructional and research priority, given its strong connection to communicative 

competence and lifelong learning. Guided by an integrative socioaffective framework and informed 

by recent developments in applied linguistics and positive psychology, this study examined the direct 

effects of Classroom Interaction on WTC and the underlying affective mechanisms involving 

Emotional Support and Foreign Language Enjoyment (FLE). The findings provide robust evidence 

that Classroom Interaction not only directly enhances WTC but also exerts indirect effects through 

both Emotional Support and FLE independently, as well as through a sequential chain mediation 

whereby interaction promotes emotional support, which in turn elevates FLE and ultimately 

strengthens communicative willingness.  

These results substantiate theoretical propositions positing that communicative engagement in the 

foreign language classroom is dynamically shaped by interactional affordances and affective 

experiences (MacIntyre et al., 2019; Mercer & Dörnyei, 2020). Importantly, the study highlights that 

affective constructs often overlooked in traditional cognitive-focused models play a critical role in 

converting classroom processes into communicative behaviours. Ultimately, by illustrating the 

affect-mediated pathways through which interaction influences communication, the present research 

advances a more nuanced understanding of how positive classroom climates can be systematically 

cultivated to enhance learners’ communicative agency in foreign language settings.  

 

Limitations and Future Research Directions  

While this study contributes meaningful insights to the literature on foreign-language WTC, several 

limitations warrant consideration and offer avenues for future inquiry.  

 

Cross-Sectional Design  

First, the cross-sectional nature of the data limits causal interpretations despite the use of 

sophisticated structural equation modelling techniques. Although bootstrapping and mediation 

testing provide evidence of indirect effects, longitudinal or experimental designs are needed to 
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establish temporal precedence and causal sequencing among Classroom Interaction, Emotional 

Support, FLE, and WTC (Elahi Shirvan et al., 2023; Parker et al., 2023). Future research should 

employ longitudinal growth modelling or ecological momentary assessment to capture the dynamic 

progression of affective states and communicative willingness over time.  

 

Self-Report Measures and Method Bias  

The exclusive reliance on self-report surveys may raise concerns about common method variance 

and social desirability bias (Podsakoff et al., 2012). Although validated instruments were used, 

incorporating multi-source data (e.g., classroom observations, teacher ratings, behavioural measures 

of participation) could strengthen construct validity and reduce potential bias (Li et al., 2018; Botes 

et al., 2023). Additionally, future studies might use implicit measures or interactional process coding 

to capture communicative behaviours more directly.  

 

Context Specificity and Cultural Variability  

The sample was drawn from Pakistani university students across diverse disciplines, which supports 

ecological relevance but also limits generalizability to other educational systems and cultural 

contexts (Dewaele & Li, 2020; Zhang et al., 2023). Cultural norms regarding communication, 

teacher–student relationships, and emotional expression may shape both affective experiences and 

communicative intentions. Comparative research across international contexts (e.g., East Asia, 

Europe, Latin America) could illuminate how cultural variables moderate the observed relationships.  

 

Additional Psychological and Contextual Moderators  

Though Emotional Support and FLE emerged as significant mediators, other psychological 

constructs such as language learning anxiety, trait emotional intelligence, self-efficacy, and grit have 

been identified as influential predictors of WTC but were not examined in the present model 

(Dewaele & Li, 2020; Li, 2020; Guerrero & Villamil, 2024). For instance, language learning anxiety 

might dampen the positive effects of interaction on enjoyment and communicative willingness, 

suggesting potential moderation effects. Future research should explore moderated mediation models 

to examine how individual differences or contextual variables (e.g., task type, teacher support style) 

influence these pathways.  

 

Task-Based and Technology-Mediated Interactions  

The rapidly expanding role of digital tools and online learning environments introduces new forms 

of interaction that may affect affective experiences and communicative outcomes differently than 

traditional face-to-face contexts (Godwin-Jones, 2021; Zheng et al., 2022). Investigating how 

interactive technologies (e.g., virtual reality, mobile chat platforms, AI assistants) shape emotional 

support, enjoyment, and WTC would provide valuable insights for 21st-century language pedagogy. 
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