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Abstract
Much has been written on the determinants that can expedite or hinder learners’ willingness to communicate in
second and foreign language contexts. Though the literature is abundant with studies on many of these variables,
little if any can be found to have targeted EFL students of private institutes in Iran. An effort was made in this
study to examine the simultaneous impact of anxiety, self-confidence, communicative competence, and
international posture on 194 Iranian EFL students’ willingness to communicate. To this end, a structural equation
modeling analysis was used to examine the proposed model of the study. The results revealed that students’
willingness to communicate is directly related to their attitude toward the international community, their
perceived linguistic competence and self-confidence. The study concludes with certain pedagogical implications.
Keywords: willingness to communicate, anxiety, communicative competence, international posture, EFL
students
1. Introduction
Since the goal of second language (L2) and foreign language (FL) learning is to facilitate better communication
and understanding between individuals who come from different cultural backgrounds and different languages,
MacIntyre, Clément, Dörnyei, and Noels (1998) emphasized communicative goals using the conceptual model of
willingness to communicate (WTC). In this regard L2 proficiency is not considered as the ultimate goal of L2
learning but is seen as a means to achieve interpersonal/intercultural goals. Both state and trait variables,
including self-confidence, intergroup motivation, intergroup attitudes, and personality, were shown to affect
one’s WTC in the L2 in a given situation. Contextual variables, such as when and where and to whom one is
communicating, also affects ones desire to initiate and maintain communication.
Willingness to communicate is defined as a learner’s ‘‘readiness to enter into discourse at a particular time with a
specific person or persons, using a L2” (MacIntyre et al., 1998, p. 547). As Dörnyei (2003) points out,
competence in the L2 may not be enough. Learners need to be not only able to communicate but also willing to
communicate in the L2. Research has shown that a learner’s WTC influences how frequently the learner actively
engages in communicating in the L2 (Clément et al., 2003; Yashima et al., 2004). Thus MacIntyre et al. (1998)
propose that WTC in L2 should be conceptualized as the primary goal of language instruction and as a
comprehensive conceptual framework to describe, explain and predict L2 communication behavior.
Regarding previously done studies various linguistic, communicative, and social variables affect WTC. “These
variables include state of communicative self-confidence, desire to communicate with a specific person;
self-confidence, intergroup and interpersonal motivation; communicative competence, social attitudes, and
intergroup attitudes; and personality and intergroup climate.” (Ghonsooly et al., 2012, p. 198)
Language and communication are cultural matters. McCroskey and Richmond (1990) suggested that the
relationship between WTC and other variables might be different from one culture to another. Studies of WTC
have been conducted in Australia (Barraclough, Christophel, & McCroskey, 1988), Sweden, (McCroskey,
Burroughs, Daun, & Richmond, 1990), Micronesia (Burroughs & Marie, 1990; Burroughs, Marie, & McCroskey,
2003), Finland (Sallinen-Kuparinen, McCroskey, & Richmond, 1991), Korea (Kim, 2004), and Japan (Matsuoka,
2005; Yashima, 2002), China (Wen & Clément, 2003; Hsu, 2005), but few have been done in Iran (Ghonsooly et
al., 2012; Zarrinabadi & Abdi, 2011; Barjesteh et al., 2012). Most of this studies have been conducted in settings
where English is learned as a second language while according to Oxford and Shearin (1994) the differences
between second language and foreign language settings could highly affect language learners. Those studies
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which have been done in Iran were aiming at investigating some variables which are not of interest in this study.
The current study investigates L2 WTC among Iranian English learners who study English as a foreign language
in private institutes.
Accordingly, the present study is an attempt to investigate the relationships among the variables which are
believed to affect WTC in English among Iranian EFL students. These factors include language anxiety,
self-confidence, perceived communicative competence, and international posture.
The objectives of the study are: 1) Examine the relationships among Anxiety, self-confidence, International
posture, Communicative competence, and WTC. 2) Create a model using the mentioned variables.
The research questions of the study are:
1) What are the relationships among anxiety, self-confidence, international posture, communicative
competence, and L2WTC?
2)

To what extend each of mentioned variables affect L2WTC?

2. Review of the Literature
2.1 Language Anxiety
Learning has two main domains: Affective and Cognitive (Brown, 1994). Anxiety as an affective feature of
learning is defined by MacIntyre (1998) as a feeling of worry and emotional reaction that arises while learning.
Rachman, (1998) defines anxiety as the tense, unsettling anticipation of a threatening but vague event, a feeling
of uneasy suspense. Spielberger (1983, p. 15) defines anxiety as “subjective feeling of tension, apprehension,
nervousness and worry associated with the arousal of the nervous system”. Generally we can say that anxiety is
an uneasy feeling caused by something threatening. It is a type of performance problem like when some people
get nervous trying new things. According to a variety of researchers (e.g., Horwitz, Horwitz, & Cope, 1986;
MacIntyre & Gardner, 1989, 1991a, 1991b), foreign language anxiety can be a predictor of success in learning
the foreign language. It can be said that those students with relaxed personal conditions are benefiting from the
second language class more than the anxious students. During this period of anxiety students go through feelings
of worry and dread, have trouble concentrating, sweat, experience heart palpitations, and become forgetful. These
psycho-physiological symptoms hinder the language learning experience (Horwitz et al., 1986).
Horwitz (1986) developed The Foreign Language Classroom Anxiety Scale to assess three components of
anxiety: communication apprehension, test anxiety, and fear of negative evaluation. The relationship between
communication apprehension, which is directly related to oral communication anxiety, and WTC has been
investigated in many studies and all of them have shown that there is a negative relationship between L2WTC
and anxiety (Gardner & MacIntyre, 1993; Hashimoto, 2002; MacIntyre & Clément, 1996; Yashima, 2002;
Ghonsooly et al., 2012). So, those are less anxious are more willing to communicate in L2.
2.2 Confidence in L2 Communication
One of the personal factors, which is highly correlated with anxiety, is self-confidence. Self-confidence involves
judgments and evaluations about one’s own value and worth. It can also be positively correlated with oral
performance (Heyde, 1979). Two kinds of self-confidence, state and trait-like self-confidence have been defined
by McIntyre (1998). State self-confidence, which is the interest of this study, is a momentary feeling of
confidence, which may be transient within a given situation. Studies continuously indicated negative relationship
between learners’ self-perception of their communicative competence and anxiety (Cheng, Horwitz, & Schallert,
1999; MacIntyre, Noels, & Clément, 1997; Noels, Pon, & Clément, 1996; Clément, Dörnyei, & Noels, 1994;
Clément, Gardner, & Smythe, 1980). Clément (1980) maintains that one’s self-confidence in his language ability
and his anxiety level can better predict his language achievement and consequently his language use. Revealed
by Clément’s study (1986) with Francophone students in Canada, self-confidence is positively associated with
the oral language production of students. He also indicated that students’ self-confidence is related to
integrativeness and inter-ethnic contact.
2.3 Perceived Communicative Competence
Communicative competence refers to language user’s grammatical knowledge of syntax, morphology,
phonology and the like, as well as social knowledge about how and when to use utterances appropriately. A
survey of communicative competence by Bachman (1990) divides it into the broad headings of “organizational
competence,” which includes both grammatical and discourse (or textual) competence, and “pragmatic
competence,” which includes both sociolinguistic and “illocutionary” competence. Research in WTC have
shown the importance of a person’s perception of her/his communication competence (McCroskey & McCroskey,
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1986; McCroskey & Richmond, 1985), so those who perceive themselves as competent are more willing to
engage in communication. In this regard, communicative competence is believed to greatly affect WTC. Several
researchers (Hashimoto, 2002; Matsuoka, 2005; Yashima, 2002) investigated the relation between perceived
communicative competence, WTC, and anxiety in university students. Results revealed the positive relationship
between perceived communicative competence and WTC and negative relationship between perceived
communicative competence and anxiety. Ghonsooly et al. (2012), following Clément (1980, 1986), considered
L2 self-confidence as anxiety and perceived communicative competence. His study showed that as anxiety
decreases perceived communicative competence increases, and WTC increases too.
2.4 Willingness to Communicate
Willingness to communicate can be defined as the probability of engaging in communication (McCroskey &
Baer, 1985). It is the desire to speak in the second or foreign language. The concept of WTC was first introduced
with reference to first or native language. It was brought into communication literature by McCroskey and
Richmond (1987). McCroskey and his associates suggested that WTC reflected a stable predisposition to talk,
which was relatively consistent across a variety of communication contexts and types of receivers. According to
MacIntyre et al. (1998) “it is highly unlikely that WTC in the second language is a simple manifestation of WTC
in the L1” (p. 546). Accordingly, WTC in second language (L2WTC) was defined as a readiness to enter into
discourse at a particular time with a specific person or persons, using a second language. MacIntyre et al. (1998)
proposed a heuristic model of the WTC construct with an account of linguistic, communicative, and social
psychological variables that might affect one’s WTC in a second language communication context. The model
proposes various potential influences on willingness to communicate in a second language. As it can be seen in
Figure 1, three layers of influences represent situation- specific influences and three layers represent stable,
enduring influences on second language communication (MacIntyre et al., 1998).

Figure 1. Pyramid Model of WTC
Willingness to communicate subsumes all the other variables represented in the triangle and is a readiness to
speak in a second language. Those who have a higher WTC are predicted to use the second language more often.
Willingness to communicate implies a greater likelihood of using a second language (MacIntyre et al., 1998).
Studies on WTC have shown that WTC is predictor of classroom participation in L1 (Chan & McCroskey, 1987)
and the initiation of communication in L1 (MacIntyre, Babin, & Clément, 1999) and L2 (MacIntyre & Carre,
2000). Therefore, willingness to communicate, which was suggested as the final intention to really initiate a
communication, held a great value in the research of second and foreign language learning and instruction. (cf.
McCroskey & Baer, 1985).
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Tannenbaum and Tahar (2008) examined willingness to communicate among Jewish and Arab students of Israel.
They found out that “the more favorable the participants’ attitudes toward the TL, the higher their WTC in this
language both inside and outside the classroom.” (p. 287) They also showed that WTC outside the classroom is
significantly lower than inside the classroom. Similarly, in Iran, Zarrinabadi and Abdi (2011) studied 67
intermediate university EFL students’ WTC. Results show that language orientations are more correlated with
willingness to communicate outside than inside the classroom.
In another study on Iranian students’ WTC, Barjesteh, H., Vaseghi, R., and Neissi, S. (2012) indicated that
learners are much more willing to communicate in group discussions and meetings with friends than other
situations. They conclude that Iranian students are willing to initiate communication in situations experienced
before, like group discussion or communicating with their friends.
Research in WTC is not limited only to EFL students. As such, Ghonsooly et al. (2012), investigated WTC
among Iranian non-English major university students. His research participants were chosen among students of
humanities (Arabic language and literature, social sciences, and geography) and Engineering students (computer,
electronic, mechanic, industrial, and chemistry engineering). The results showed that L2 self-confidence and
attitudes toward international community were two predictors of L2WTC in Iranian context. He has also
suggested to investigate WTC among Iranian EFL students.
2.5 Attitude toward the International Community-International Posture
Learning a language is closely related to the attitudes towards the languages (Starks & Paltridge, 1996). Karahan
(2007, p.84) states that “positive language attitudes let learners have positive orientation towards learning
English”. Consequently, the important role of attitude in language learning would influence the success or failure
of students in their learning.
Attitude is of two kinds: positive and negative. A person with positive attitude toward a behavior has a strong
positive belief in that behavior to the extent that positive consequences will arise. However, those with negative
attitude toward a behavior have wrong beliefs about that behavior from which negatively valued consequences
will result. According to Krashen (2007, p. 84) those with positive attitude have positive orientation toward
learning English. Consequently attitude can play an important role in success or failure of students. As
mentioned by McIntyre (1998) social situation is a factor affecting students WTC. A research has been done on
Iranian non-EFL students by Ghonsooly et al. (2012) but no study has been done on EFL students. Accordingly
this study will be done on Iranian EFL students.
In classifying attitude, Gardner (1985) considers it as a component of motivation in language learning. He states,
“motivation refers to the combination of effort plus desire to achieve the goal of learning the language plus
favorable attitudes toward learning the language” (p. 10). However, Wenden (1991) proposed a broader
definition of the concept “attitudes”. He states that the term attitudes includes three components namely,
cognitive, affective and behavioral. A cognitive component is made up of the beliefs and ideas or opinions about
the object of the attitude. The affective one refers to the feeling and emotions that one has towards an object,
‘likes’ or ‘dislikes’, ‘with’ or ‘against’. Finally, the behavioral component refers to one’s consisting actions or
behavioral intentions towards the object (ibid).
International posture is defined as a desire to learn English to communicate with the world. It is a general
attitude towards the international community that “influences motivation [in learning a second language], which,
in turn, predicts proficiency and second language communication confidence” (Yashima, 2002, p. 63). In
community which English is not spoken as a daily language, learners do not have a clear affective reaction to a
specific L2 group. They might learn English to be able to communicate with those who are living abroad, for
example United States or other English speaking countries.
Therefore, several studies have been conducted to examine the relationship between international posture and
L2WTC. International posture is shown to be one of the significant direct predictors of L2WTC (Matsuoka, 2005;
Yashima, 2002; Yashima, Zenuk-Nishide, & Shimizu, 2004). On the other hand, international posture can be
considered an important affective cultural construct (Piggin, 2010). Accordingly, the results can be different in
Iranian culture.
3. The Proposed Model
Based on previous studies the following hypothesized model is to be tested in this study. According to Yashima
(2002) a path from International posture to L2 WTC is hypothesized. Proposed by McIntyre (1994) a path can be
drawn from communicative competence to L2WTC. According to Yashima (2004) anxiety affects L2
communication confidence and confidence in turn affects L2 WTC. Another path is hypothesized from perceived
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communicative competence to L2 communication confidence (Ghonsooly, 2012).

Figure 2. Hypothesized model
4. Method
4.1 Subjects
A sample of 194 learners participated in the current study. They were high-intermediate (140 learners) and
advanced level (54) EFL (English as a Foreign Language) students of four prominent private language institutes
in Sanandaj, a city in west of Iran. They included 113 females and 81 males whose age varied from 16 to 28.
They were studying English language from 3 to 15 years.
4.2 Instruments
Questionnaires will be distributed among them to collect data needed for the study. Four questionnaires are
employed in this study. Communication Anxiety Inventory, Communicative Competence Scale, Willingness to
communicate scale, and international posture scale will be used to collect data for the study.
Willingness to Communicate: Twelve items (Cronbach’s alpha = .94) from McCroskey (1992) were used to
assess participants willingness to communicate in English in terms of the communication context (public
speaking, talking in meetings, group discussions, and interpersonal conversations) and types of receivers
(stranger, acquaintance, and friend). The respondents chose the percentage of the time ranging from 0% to 100%
that they would be willing to communicate in each case.
Perceived Communication Competence: Twelve items (Cronbach’s alpha = .95) used by Yashima (2002) and
MacIntyre and Charos (1996) were utilized to assess the extent to which the respondents feel confident
communicating in English. The respondents self-evaluated their English competence by selecting a number
ranging from 0% (entirely incompetent) to 100% (entirely competent). In this scale, the context and receivers of
communication were the same with the WTC scale.
Communication Anxiety: This was measured by twelve items (Cronbach’s alpha = .93) used by Yashima (2002).
The respondents self-assessed their communication anxiety in English by indicating a percentage between 0%
(do not feel anxiety at all) and 100% (always feel anxiety). The items covered the same context of
communication and receivers as WTC and Perceived Communication Competence scales.
International posture inventory included following three sub categories:
Approach-Avoidance Tendency: Seven items (Cronbach’s alpha = .77) adapted from Yashima (2002) were used
to measure the respondents’ tendency to approach or avoid English-speaking foreigners. Again, students
indicated their degree of agreement on a 5-point scale by choosing a number between 1 (strongly disagree) and 5
(strongly agree).
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Interest in International Vocation/Activities: Six items (Cronbach’s alpha = .62) adopted from Yashima (2002)
were used to measure the degree of interest that a respondent showed in having an international career or living
abroad. The respondents recorded their ratings on a 5-point scale by choosing a number between 1 (strongly
disagree) and 5 (strongly agree). An example item is “I want to live in a foreign country.”
Interest in Foreign Affairs: Two items (Cronbach’s alpha = .80) adopted from Yashima (2002) were used to
measure the respondents’ interest in international matters. An example item is “I often read and watch news
about foreign countries.” Again, students indicated their degree of agreement on a 5-point scale by choosing a
number between 1 (strongly disagree) and 5 (strongly agree).
Self-Confidence: this scale is a standardized scale currently used by psychologists of Office of Education in
counselling centers of Sanandaj. It consists of 25 items to assess the self-confidence level of subjects. The
reliability index (Cronbach’s alpha) for this questionnaire is .92.
All the questionnaires, except for self-confidence scale which was originally in Persian, were translated into
Persian. The items of each inventory were first translated into Persian and then were back translated to ensure the
conceptual equivalence of the translated versions of the scales with their main version. Slight modifications were
made in the items of the scales to make them more proper to use in the Iranian EFL context. The Cronbach’s
alpha for the Persian translation of questionnaire is shown in Table 1.
Table 1. Reliability of Persian version of scales

Cronbach’s
Alpha

Anxiety

International
Posture

Communicative
Competence

Willingness to
Communicate

Self
Confidence

.914

.865

.883

.900

.92

4.3 Procedure and Data Analysis
The administrators and principals of the four private language institutes were contacted to obtain permission for
conducting the research project. They were first asked about the nature of the classes to ensure that learners
enrolling in the four language institutes follow general communicative purposes. The participants were then
asked to complete the questionnaires. The data collection began in January 2015 and ended in February 2015.
The gathered data were first converted into a computer file via SPSS version 22. Then the data were screened
and cleaned to gain a fully-crossed dataset (a prerequisite for structural equation modeling analysis). The first
analysis step was checking correlations among the variables using Pearson correlation coefficient. The second
step involved the examination of the structural model comprising of the variables of the study which was carried
out via AMOS version 22. Before running the structural model, measurement models were examined to check
the validity of the linkage between the latent and observed variables. Eight intra-scale correlational paths were
drawn between the items in order to satisfy the basic validity requirements of the model.
After running the structural model, certain fitness criteria were consulted to investigate the goodness of fit of our
model to the data. The first consulted evaluative criterion was chi-square value. Despite being commonly
reported in SEM studies, the statistical use of this value is believed to be in question as it is largely affected by
the sample size. Apart from chi-square, chi-square to degree of freedom ratio (X2/df) and other overall model fit
criteria were also consulted. For X2/df a value smaller than 3 is assumed to be statistically acceptable (Skaalvik &
Skaalvik, 2009). The overall consulted model fit indices included goodness of fit index (GFI), root mean square
of approximation (RMSEA), comparative fit index (CFI), incremental fit index (IFI), Tuker-lewis index (TLI),
and normal fit index (NFI). For all these indices except RMSEA, values larger than 0.90 on a scale of zero to one,
are considered to be good. As for RMSEA, a value below .05 is considered to be a good index of model fit
(Bentler, 2007).
5. Results
5.1 Correlational Analysis
Table 2 reports the correlations among the main variables of the study. As demonstrated, L2 communication
anxiety is negatively correlated with other four variables. The correlation for WTC and self-confidence, WTC
and international posture, and WTC and communicative competence were .446, .447, and .501 respectively.
They were all significant at p < .01. Correlations between anxiety and WTC was -.502. Anxiety was also
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negatively correlated with international posture (-.323), self-confidence (-.493), and communicative competence
(-.328). Table 1 also demonstrates the correlation between international posture and self-confidence (.290),
international posture and communicative competence (.337), and self-confidence and communicative
competence (.372). All the correlations were significant at p < .01.
Table 2. Correlations among measured variables.
Variables

Self Confidence WTC Anxiety International Posture Communicative Competence

Self Confidence

1

WTC

.446**
**

Anxiety

-.493

International Posture

.290**

Communicative Competence .372**

1
-.502** 1
.447** -.323** 1
.501** -.328** .337**

1

** Correlation is significant at the 0.01 level.
5.2 Structural Model Analysis
Figure 3 demonstrates the final structural model of the study with standardized path coefficients. As can be seen
in Table 3, the chi-square is significant, indicating insufficient model fit. But as noted earlier, chi-square is highly
affected by the sample size. To solve this problem, chi-square to degrees of freedom ratio (X2/df) is consulted,
which in case of our study displays a value (2.27) below the acceptable level of 3; furthermore, all the selected
model fit indices show very good levels. Thus, it can be concluded that the final version of this model is an
acceptable representation of our dataset concerning the measured variables. As indicated, all the hypothesized
paths came out to be significant in different levels which is in accord with the literature (McIntyre, 1994;
Yashima, 2002; Yashima, 2004; Ghonsooly, 2012). These paths were international posture  L2WTC, L2
self-confidence  L2 WTC, anxiety  L2 self-confidence, communicative competence  L2WTC,
communicative competence  L2 self-confidence. All these paths were significant at p<.001 level.
Two new correlational paths were found to be significant in this study. The first and more powerful one was a
two-headed path between communicative competence and international posture. It can be concluded that
international posture motivates students to improve their language knowledge and on the other hand those who
are more powerful in language have more tendencies to go abroad. Another correlational path which came out to
be significant in this study was the correlation between communicative competence and anxiety. As far as the
factor loading value is negative, we can say that anxious students are less competent in English language and
vice versa. Although it is already discussed by Hoshimoto (2002) that anxiety affects perceived communicative
competence, here in this study it we found that perceived communicative competence affects anxiety in the same
way that anxiety affects perceived communicative competence. Consequently, the path between these two
variables is a two headed correlational path. These two paths were significant at p<.01 level.
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Figure 3. The final model of willingness to communicate
Note: WILL: Willingness to Communicate; INTP: International Posture; CMPT: Communicative Competence;
ANX: Anxiety.
Flagged path coefficient indicates the level of significance. ** p < .01, *** p < .001.
As it is shown in Table 3, all other indices, except for chi-square value, came out to be in an acceptable level
suggesting a good model fit for our data. Overall, it can be said that the final structural model of the present
study gives us a proper picture of the data and the measured variables of the study.
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Table 3. Fitness measures for the final model
Index

Obtained level

Accepted level

Evaluation

2

p < .05

P > .05

Poor

2

X /df

2.27

<3

Very good

GFI

.94

> .90

Very good

NFI

.93

> .90

Very good

RFI

.92

> .90

Very good

IFI

.95

> .90

Very good

TLI

.94

> .90

Very good

CFI

.96

> .90

Very good

RMSEA

.039

< .05

Good

X

Note: GFI: Goodness of Fit Index; NFI: Normal Fit Index; IFI: Incremental Fit Index; RFI: Relative Fit Index; TLI:
Tucker-Lewis Index; CFI: Comparative Fit Index; RMSEA: Root Mean Square Error of Approximation.
6. Discussion
The results of the study provide several points to be discussed. First, the strongest predictor of WTC which is not
in accord with the literature. The previous studies (Yashima, 2002; Clément, Baker, and MacIntyre, 2003;
Ghonsooly, 2012) have founded L2 self-confidence as the stronger predictor of WTC but we L2 communicative
competence is the strongest predictor of WTC. This seemingly inconsistent obtained finding is explicable in the
light of the nature of our sample. The EFL learners in this study learned English in private language institutes.
They were mostly teenagers who had a false self-confidence. Since the subjects of Ghonsooly (2012) was
university non-EFL students and ours was private language institutes’ students, it can be discussed that as far as
university non-EFL students have to pass English courses as an obligatory course suggested by their university,
are less confident in their abilities. As a resolution, students who have higher communicative competence are
more willing to communicate in English than those who perceive their communicative competence as low.
Another significant path was that of international posture to WTC. As predicted, attitude toward intercultural
communication or international interest directly influenced WTC in the L2. This finding is in line with the
finding of Yashima (2002). It is not surprising that the more internationally oriented an individual was, the more
willing he or she was to communicate in English. Such individuals are also more motivated to study English, and
this leads them to improve their communicative competence. Consequently, a new correlational path between
international posture and communicative competence appeared to be significant. Based on this path, it can be
inferred that those who see themselves as competent language speakers, are more willing to integrate in
international communication.
Another finding worthy of attention in the final model is the impact of communicative competence on L2
self-confidence. As it can be seen in the model, communicative competence affects WTC both directly and
indirectly through L2 self-confidence. Based on the reviewed literature, communicative competence is one of the
major predictors of L2 self-confidence (Yashima, 2012). Consequently, competent students felt a higher
confidence in their abilities and this led to a higher willing to communicate in English. This finding supports the
findings of Hashimoto (2002), Yashima (2012), Ghonsooly (2012).
The other path to be discussed is the correlational path between communicative competence and anxiety. It has
been verified by Hashimoto (2002), Macintyre (1994), and Macintyre and Charos (1996) anxiety has a negative
effect on communicative competence. As a new finding, we found out that communicative competence also has a
negative effect an anxiety. As a result, those who feel more competent in English language, are less anxious and
consequently more confident. On the other hand, as far as the factor loading of this path is significant at p<0.01
level, the validity and generalizability of this path need to be further investigated in future studies.
The negative effect of anxiety on L2 self-confidence has been confirmed by our model. This finding is in line
with the previous studies (Macintyre, 1994; and Macintyre and Charos, 1996; Hashimoto, 2002; Yashima, 2002;
Ghonsooly, 2012). Regarding the literature, a path from self-confidence to willingness to communicate appeared
to be significant. So the more confident students are more willing to communicate in English. So it can be
concluded that anxious students are less confident and consequently less willing to start or maintain
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communication.
The last but not least important path to be discussed is the correlational path between international posture and
communicative competence. As noted earlier, there is no literature for this path and it is data-driven. The logic to
justify this path can be related to the motivation of students. International posture as an attitude to integrate in
international affairs motivates students to work on their English language capabilities and consequently become
more competent in English. On the other hand, more competent students will become more interested in
international communities. Since adding additional paths is regarded as exploratory, and data-driven, this path
needs to be replicated and should be further investigated.
7. Conclusion
This study examined the relationship among different variables affecting WTC, including anxiety, L2
self-confidence, L2 communicative competence, and international posture. Unlike other studies in Iran which
had targeted high school and university students, the sample of this study comprised of Iranian EFL learners
learning English at private language institutes so the discrepancy between our findings and literature is not much
surprising. Communicative competence was found to be the strongest predictor of L2WTC. The direct and
indirect effect of communicative competence on WTC shows that by increasing communicative competence
other predictors of WTC would change in a way to increase students’ WTC.
Nonetheless, this study has some implications for teachers. One is that by increasing perceived competence and
reducing language anxiety, the willingness to communicate may lead to more language use in the classroom.
Creating a less threatening atmosphere to reduce anxiety and encouraging students to increase perceived
competence may be effective in increasing willingness to communicate and frequency of L2 use in classrooms
with Iranian ESL students.
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