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Teachers’ interpersonal communication skills and strategies have been widely considered effective pedagogical tools in academia. Despite the growing research in this area, unraveling the power of English as a foreign language (EFL) teachers’ self-disclosure in shaping classroom climate and immediacy has been relatively left intact. To fill the gap and provide new insights into this strand of research, the present article was an effort to present a theoretical analysis of the interplay of self-disclosure, classroom climate, and immediacy. In so doing, the definitions, conceptualizations, dimensions, underlying theories, and empirical evidence in support of the interaction among these three constructs were presented. Moreover, practical implications for EFL teachers, teacher trainers, and L2 scholars were provided to raise their awareness of interpersonal communication skills and their outcomes in academia. Finally, the study provided some suggestions for further research in this line of inquiry.
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INTRODUCTION

Teaching is by nature a communicative act and the way the teacher communicates with his/her pupils and maintains that interrelationship influences various aspects of education (Mazer, 2013; Hodge, 2014; Rajabi, 2015; Aghaei et al., 2020). An interpersonal relationship involving both teachers and students promotes teaching effectiveness and academic learning (Ballester, 2013; Sheybani, 2019). In English as a foreign language (EFL) contexts where the learners generally depend on their teachers, these are the teachers that are seen as the key to learning and teaching quality and communication (Pishghadam et al., 2021; Cui, 2022). They must be able to use different communication strategies to generate and sustain interest, participation, engagement, and interaction among students and establish a friendly environment for education (Habash, 2010; Xie and Derakhshan, 2021). One of the pivotal features of teacher-student interrelationship is the existence of self-disclosure on the part of both teachers and students (Safaei and Shahrokhi, 2019). As put by Jourard and Jaffe (1970), self-disclosure is, “the act of revealing personal information to others” (p. 2). It is an effective communicative and pedagogical tool in the classroom through which one verbally reveals his/her private feelings, attitudes, experiences, thoughts, and beliefs to another person (Chesebro, 2002; Vogel and Wester, 2003; Gkonou et al., 2018; Safaei and Shahrokhi, 2019).

In second/foreign language education, teacher self-disclosure (TSD, hereafter) refers to a teacher’s statements about self that may or may not be pertinent to course content, but reveal information about him/her that students are unlikely to obtain from other sources (Sorensen, 1989). The construct of TSD has been identified to produce numerous positive academic outcomes in L2 contexts from enhancing learners’ engagement, interest, and participation to teachers’ effectiveness and classroom rapport (Cayanus and Martin, 2016; Henry and Thorsen, 2021; Cui, 2022). Moreover, TSD facilitates the ground for the establishment of a constructive classroom climate as a significant factor in students’ psychological and educational growth (Grewe, 2017; Weber et al., 2021). Classroom climate is a dynamic and collective construct that is created by both individual and social perceptions of a classroom as a learning milieu (Eder, 2002; Wang and Degol, 2016). It has emanated from social psychology that perceives the classroom as a psychosocial and physical atmosphere for learning and teaching (Gedamu and Siyawik, 2015). Given its overarching essence, classroom climate can entail different classroom aspects including teachers’ and students’ characteristics, behaviors, and their interactions (Deng, 1992; Weber et al., 2021). Therefore, it can influence both parties’ academic performance and wellbeing in L2 contexts (Cohen et al., 2009; Eder, 2018). As research corroborates, classroom climate is a complex variable that is influenced by different personal, contextual, and cultural factors (Heitzmann, 2009). One of the most critical elements of an effective classroom climate is immediacy among students and the teacher (Gedamu and Siyawik, 2015). The term was originally proposed by Mehrabian (1969) as a communication behavior to elucidate the degree of proximity between people (Finn and Schrodt, 2012). It involves various verbal and non-verbal behaviors and strategies that teachers and students utilize in the class to form a sense of closeness and cohesiveness with one another (Dickinson, 2017; Delos Reyes and Torio, 2020). The existence and enhancement of immediacy in EFL classrooms have been found to bring about empowerment (Cakir, 2015), engagement (Marx et al., 2016), clarity and credibility (Zheng, 2021), attention (Bolkan et al., 2017), and reduces classroom anxiety (Kelly et al., 2015). However, the role of TSD, which is an effective strategy to establish classroom rapport and immediacy, has been widely ignored in the current literature. This gap is significant because the absence of a friendly academic context in which teachers feel free to reveal information about themselves may cause a distance between the teacher and students. This, in turn, leads to a rigid and non-productive learning atmosphere. Motivated by this shortcoming, this article aimed to cast some light on the possible impact of TSD on classroom climate and immediacy by reviewing the theoretical and empirical foundations of these constructs including their conceptualizations, definitions, dimensions, and lines of research. By doing so, the study provides promising insights about the power of TSD in facilitating L2 education in a friendly milieu.



BACKGROUND


The Concept of Self-Disclosure

The concept of self-disclosure was originally studied in humanistic psychology, interpersonal relationships, and communication studies to refer to the act of revealing and sharing personal information with others (Jourard, 1971). The term entered into educational research and practice in the 1970s by Wheeless and Grotz (1976) who regarded self-disclosure as any message about the self that individual shares with other people. Theoretically, the concept of self-disclosure is supported by social penetration theory (SPT) which contends that people may share superficial, social, and/or intimate information to others (Jebbour, 2021). Superficial information comprises biographical information (e.g., names, birthplace, and hobbies), social information involves revealing beliefs, feelings, perspectives, experiences, attitudes, and so forth, and intimate information pertains to the act of communicating private secrets like relationships and family problems with others (Derlega et al., 2008; Cayanus and Martin, 2016; Jebbour, 2021). Likewise, Jourard (1971) argued that self-disclosure can include intimate topics (e.g., family concerns, financial status, and preferences) and non-intimate topics (e.g., political preference, personal hobbies, and interests). It plays a key role in forming close relationships (Derlega et al., 1993) and creating “comfort” as one of the representations of “social competence” (Wei et al., 2005, p. 602). It is essential to note that self-disclosure is a mutual construct in that its quality and content is determined not only by the discloser but also the context and the recipient (Farani and Fatemi, 2014). As pinpointed by Jourard (1971), self-disclosure generates self-disclosure, hence in language education this concept can create a sense of interpersonal bond in a counselor-client relationship that paves the way for many academic outcomes to emerge.



Teacher Self-Disclosure

As teaching is a communicative process in which the teacher and students constantly negotiate meanings and send messages, the concept of self-disclosure is of paramount significance in this job (Simonds and Cooper, 2011; Shoeib, 2018). The quality of teachers’ communication skills also plays a crucial role in the pedagogical and learning processes that occur in the classroom (Jebbour and Mouaid, 2019). One of such skills is teacher self-disclosure (TSD) which refers to the act of revealing or sharing personal information, experiences, and sometimes close relationships with the students in order to clarify the content (Gkonou et al., 2018; Jebbour and Mouaid, 2019). Moreover, Bazarova (2012) defines TSD as teachers’ deliberate unveiling of personal and professional information and sharing it with students and colleagues in an attempt to build rapport and enhance the sense of intimacy. In a similar manner, Jebbour (2018) operationally defined TSD as teachers’ verbal communication of personal information as he/she is explaining the course content to learners in the class. To produce positive outcomes, TSD must be provided sufficiently and judiciously while it is relevant and meaningful for the students’ and the course content (Rajab, 2019).



The Dimensions of Self-Disclosure

The concept of self-disclosure as a multi-dimensional construct has been claimed to be comprised of seven dimensions in the available literature (Cayanus and Martin, 2008; Jebbour, 2018). They include amount, duration, depth, positivity, negativity, relevance, and appropriateness (Figure 1). Amount refers to the degree to which a teacher employs self-disclosure in the class, while duration concerns the time that he/she spends sharing personal information or disclosing self to others. The next dimension is the depth which has to do with the degree of intimacy of one’s shared information (West and Turner, 2010). Furthermore, positivity pertains to the act of sharing or disclosing good or positive aspects of one’s life experiences with others, while negativity concerns the bad aspects of life (Jebbour, 2018; Wang and Guan, 2020). Relevance, as the name suggests, concerns sharing personal information and experiences with students that are related to the course content (Cayanus et al., 2009). Finally, appropriateness pertains to the degree of social acceptability of a self-disclosure revealed in the classroom. As pinpointed by Zhang et al. (2009) and Cayanus and Heisler (2013), sharing information about personal life experiences, family, friends, hobbies, and interests is appropriate, while those related to sex, religion, and politics are inappropriate to be disclosed in the classroom.
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FIGURE 1. The dimensions of self-disclosure.




The Purposes and Outcomes of Teacher Self-Disclosure in L2 Education

In L2 education, teachers usually take advantage of self-disclosure as an instructional tool to explain the course content, supplement the materials, stimulate students’ interests, gain students’ trust, and provide a living curriculum for learning and communication (Cayanus, 2004; Safaei and Shahrokhi, 2019). Moreover, TSD is intended to establish classroom interactions and interpersonal relationships with students, increase credibility, explain course content, and maintain students’ attention (Webb, 2014). If provided wisely in L2 classrooms, TSD can produce different positive academic outcomes such as students’ increased motivation, engagement, academic performance, content knowledge, interest, passion, social interactions, and enthusiasm to communicate in the classroom (Sorensen, 1989; Zhang et al., 2008; West and Turner, 2010; Cayanus and Martin, 2016; Wang and Guan, 2020; Liu and Zhu, 2021, among others). Moreover, TSD has been identified to benefit teachers as well. This communication strategy can establish a friendly rapport in the class, improve teaching effectiveness, and forms a relaxing climate for teaching and learning (Farani and Fatemi, 2014; Sanders, 2014; Henry and Thorsen, 2021). When both the teacher and students frequently but judiciously use self-disclosure to establish a sense of proximity, a democratic, friendly, and stress-free climate will be created that fosters many other favorable academic outcomes. This is because classroom climate operates as an umbrella that covers many aspects of education as explained in the following section.



Classroom Climate: Definitions and Related Terms

Classroom climate refers to the overall learning environment, social climate, and the emotional and physical aspects of a class (Eder, 2018). It is a reflection of stakeholders’ opinions of their academic experience (Reid and Radhakrishnan, 2003). Moreover, it has been considered as a subjective and collective perception of a class, its features, members, and their interactions (Weber et al., 2021). To put it simply, classroom climate pertains to teachers’ and students’ prevailing mood and attitudes toward a classroom which can be positive or negative. A positive classroom climate is welcoming and supportive of education, while a negative classroom climate is destructive and harmful for both the teachers and students. Given its broad scope, the concept of classroom climate has not been given ample theoretical and operational definitions in L2 education. However, it has been differentiated from school climate and classroom culture.

School climate concerns the shared patterns of experience among all members of a school and reflects norms, values, objectives, interpersonal relationships, instructional behaviors and practices, and organizational structures (Thapa et al., 2013). Furthermore, classroom culture is a macro construct that affects almost all aspects of language learning (Altun, 2013). It pertains to the shared behaviors, beliefs, value systems, teaching and learning methods, relationships, and unwritten rules in a classroom (Cakiroglu et al., 2012). The demarcation between classroom culture and climate is that climate has to do with the social-ecological setting of learning that affects stakeholders’ attitudes, performance, perceptions, behaviors, self-concept, and wellbeing (Moos, 1979). In simple terms, climate is one’s general feeling about classroom relations, participation, and experience (Gabryś-Barker, 2016). On the contrary, classroom culture encompasses stakeholders’ shared values, traditions, patterns of belief and behavior, and relationships in the classroom (Cakiroglu et al., 2012). It is also regarded as a macro concept that changes over an extended period of time (Gruenert, 2008). Therefore, as pinpointed by Gruenert (2008), climate entails “attitudes and moods”, while culture entails “values and belief systems” of a classroom.



Positive Classroom Climate

A positive classroom climate is believed to be established when both the teacher and students are engaged in interpersonal interactions, have classroom rapport, and co-construct the learning environment (Sidelinger and Booth-Butterfeld, 2010; Frisby et al., 2014). Research shows that a sustainable positive classroom climate can foster students’ motivation, satisfaction, learning, engagement, participation, wellbeing, and reduces their anxiety and apprehension (Graham and Gisi, 2000; Ellis, 2004; Norton, 2008; Barr, 2016). Such a positive environment is of paramount importance because when EFL teachers and students practice in a positive context, they can be more focused, relaxed, and eager to hit higher targets and be the best of who they can be. It is noteworthy that one of the most important elements of a positive classroom climate is the abundance of interpersonal communication skills. Among many interpersonal communications skills available in the literature, TSD and immediacy can play a quintessential role in establishing a learning atmosphere that connects teacher-students’ emotions to the instructional process. This is warranted in that a learning environment in which the teacher and students feel safe, accepted, and respected begets self-disclosure of personal information and a sense of proximity between the teacher and his/her students.



The Concept and Main Theories of Immediacy

The concept of immediacy as an interpersonal communication strategy was coined by Mehrabian (1969) to refer to the degree of proximity between people. For Richmond (2002), immediacy is a perceived sense of physical and psychological closeness between individuals that creates interest and enthusiasm for interaction. In academia, the term immediacy concerns the use of various communication clues and behaviors to decrease the psychological/physical distance among stakeholders (Christophel and Gorham, 1995). They are impressive behaviors that transmit motivation, involvement, interest, and eloquence (Sheybani, 2019). To put it differently, immediacy is the use of verbal, non-verbal, and a combination of other expressive tools by teachers and students to constitute a positive rapport in the classroom (Ballester, 2013; Dickinson, 2017; Zheng, 2021).

As research signifies, there are two types of classroom immediacy, namely verbal and non-verbal immediacy. Verbal immediacy concerns verbal messages that demonstrate empathy, reward, kindness, willingness, inclusiveness, praise, openness, and humor in communication (Ballester, 2013). On the contrary, non-verbal immediacy refers to demeanors that intend to establish physical and emotional proximity in the classroom and increase students’ attention, participation, and course content liking (Richmond and McCroskey, 2000). Mostly, EFL teachers employ non-verbal immediacy clues to construct closeness, liking, and warmth that are transferable to students. As put by Stilwell (2018), non-verbal immediacy behaviors involve proxemics (distance), haptics (touch), vocalics (stress, pitch, tone, intonation, gesture, posture), kinesics (body movement/orientation), oculesics (eye contact), classroom environment (e.g., seating arrangements), and chronemics (time).

Concerning theoretical underpinnings, three theories underpin classroom immediacy in education. They include Bowlby’s (1969) attachment theory (AT), Maslow’s (1962) hierarchy of needs theory and loving pedagogy (Barcelos, 2020; Wang et al., 2022). AT is the foundation of developmental psychology in that it explicates the interpersonal patterns among people. This theory posits that an individual’s attachment to others shapes a behavior in him/her that can become self-directed in the future. In the context of language education, AT highlights emotional connections among teachers and students in establishing rapport, practices, experiences, and engagement in classroom activities (Riley, 2011; Zheng, 2021). Based on AT, students with emotional attachment to their teacher are more relaxed, socialized, motivated, engaged, and risk-takers (Bergin and Bergin, 2009). This sense of attachment provides a secure learning environment for students to grow and gain academic expertise.

The second related theory is the hierarchy of needs theory proposed by Maslow (1962) which was a breakthrough at its time (Figure 2). This theory maintains that a person’s basic human needs must be satisfied before he/she reaches ultimate performance (Freitas and Leonard, 2011). The theory is in the form of a pyramid in which the fulfillment of basic needs enhances one’s motivation and enthusiasm to try harder (Maslow, 1962).
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FIGURE 2. The hierarchy of needs theory (Maslow, 1962).


Undoubtedly, all these human needs are vital in one’s life and education, yet the psychological needs (belongingness and intimacy in communities) are more powerful in educational contexts in that they can pay off the other deficiencies. Because of this, good teachers usually form strong emotional bonds with their students by using different immediacy clues and behaviors to manifest their concern for students’ psychological needs (Teven and Hanson, 2004). The third theory related to this study is “loving pedagogy” which has recently gained momentum in educational research (Loreman, 2011; Wang et al., 2021, 2022). This theory highlights the importance of teachers’ care, sensitivity, and empathy toward their students’ needs, learning, and development (Yin et al., 2019). It has been found that adopting a pedagogy of love can enhance students’ self-esteem, autonomy, motivation, critical-thinking, positive interpersonal behaviors, and academic achievement (Xie and Derakhshan, 2021). Loving pedagogy has also been identified to affect teaching and construct teachers’ professional identity (Barcelos and Coelho, 2016; Barcelos, 2020).



Related Studies

Different empirical studies have been conducted on the variables reviewed in this article. Concerning self-disclosure, a growing body of research indicates that it increases EFL students’ classroom engagement, participation, attention, motivation, achievement, willingness to communicate, interpersonal skills, passion, social competence, speaking skills, writing skills, and decreases their anxiety (Pishghadam and Torghabeh, 2009; Hosseini and Tabatabaee, 2010; Serag, 2011; Cayanus and Martin, 2016; Henry and Thorsen, 2021; Liu and Zhu, 2021). Moreover, TSD has been found to have a strong correlation with teachers’ teaching style, effectiveness, clarity, assertiveness, and responsiveness (Cayanus and Martin, 2004; Rajab, 2019; Safaei and Shahrokhi, 2019). Another area that TSD can influence is classroom climate (Farani and Fatemi, 2014). Scientific evidence confirms that classroom climate, especially positive classroom climate is correlated with many academic outcomes including improved interpersonal communication, classroom rapport, learning motivation, job satisfaction, classroom involvement, wellbeing, and decreased anxiety (Graham and Gisi, 2000; Ellis, 2004; Norton, 2008; Sidelinger and Booth-Butterfeld, 2010; Frisby et al., 2014; Barr, 2016).

Moreover, immediacy as one of the most outstanding consequences of TSD and positive classroom climate has been found to improve students’ motivation, attention, involvement, WTC, interpersonal communication skills, psychological empowerment, clarity, and credibility (Cakir, 2015; Marx et al., 2016; Bolkan et al., 2017; Sheybani, 2019; Zheng, 2021). Although previous studies done on these three variables have provided insightful ideas, they have mostly been one-shot, associational studies without considering their situated nature and linkage with interpersonal communication skills. Moreover, scrutinizing the interplay of TSD, classroom climate, and immediacy, at the same time, has not captured enough scholarly attention, to date. More specifically, the way each of these variables influences, determines and predicts the other ones in EFL contexts is yet under-researched. Hence, future studies are demanded to cast more light on the interaction of TSD, classroom climate, and immediacy.




CONCLUDING REMARKS

In this review article, it was pinpointed that TSD is a facilitator and predictor of EFL classroom climate and immediacy, which in turn, generate several positive academic outcomes of both teachers and students. It was also claimed that when EFL teachers provide more self-disclosure to their students, a strong sense of rapport would be created in the class that installs a positive classroom climate for education that is laden with immediacy cues. Based on these, it is contended that the present theoretical review would have valuable contributions to the field by acting as a response to the necessity and significance of including awareness-raising of interpersonal communication skills and their outcomes in academia. It can also be beneficial for EFL teachers in that they can understand the power of interpersonal communication strategies like self-disclosure in shaping the overall classroom climate and a sense of proximity in the classroom. They can also use verbal and non-verbal immediacy cues to reinforce classroom rapport and academic performance of the students. Furthermore, this study can be helpful for teacher trainers by showing them the criticality of interpersonal communication skills in many aspects of L2 education. Hence, they can offer training programs like workshops and seminars on different communication skills and practical ways of applying them in the classroom. Finally, L2 researchers may find this review fruitful in that they can carry out further studies on this line of research and bridge the existing gaps. More particularly, they can conduct mixed-methods, qualitative, and longitudinal studies on TSD, classroom climate, and immediacy to provide richer data as opposed to one-shot, correlational studies common in this area. Likewise, given the culture and context specificity of these three constructs, they are recommended to run cross-cultural studies to unpack the role of cultural factors in the interaction of the reviewed constructs. Additionally, future researchers are suggested to focus on the situated nature of the interplay among TSD, classroom climate, and immediacy considering the role of more variables, socio-economic factors, and power-related factors embedded in the context. Finally, the relationship between TSD and other interpersonal communication skills such as clarity, confirmation, credibility, stroke, care, etc. is also an interesting topic for future research.



ETHICS STATEMENT

The studies involving human participants were reviewed and approved by the Xinxiang Medical University Academic Ethics Committee. The patients/participants provided their written informed consent to participate in this study.



AUTHOR CONTRIBUTIONS

The author confirms being the sole contributor of this work and has approved it for publication.



REFERENCES

Aghaei, K., Rajabi, M., Lie, K. Y., and Ajam, F. (2020). Flipped learning as situated practice: a contrastive narrative inquiry in an EFL classroom. Educ. Inf. Technol. 25, 1607–1623. doi: 10.1007/s10639-019-10039-9

Altun, T. (2013). Exploring the effects of classroom culture on primary pre-service teachers’ professional development. Aust. J. Teach. Educ. 38, 37–54. doi: 10.14221/ajte.2013v38n9.6

Ballester, E. P. (2013). Verbal and nonverbal teacher immediacy and foreign language anxiety in an EFL university course. Porta Linguarum 23, 9–24.

Barcelos, A. M. F. (2020). “Revolutionary love and peace in the construction of an English teacher’s professional identity,” in Peacebuilding in Language Education, eds R. Oxford, M. Olivero, M. Harrison, and T. Gregersen (Bristol: Multilingual Matters), 96–109. doi: 10.21832/9781788929806-011

Barcelos, A. M. F., and Coelho, H. S. H. (2016). “Language learning and teaching: what’s love got to do with it?,” in Positive Psychology in SLA, eds B. Gabryś and Gałajda (Bristol:Multilingual Matters), 130–144. doi: 10.21832/9781783095360-006

Barr, J. J. (2016). Developing a Positive Classroom Climate. IDEA Paper# 61. Manhattan:IDEA Center, Inc.

Bazarova, N. (2012). Public intimacy: disclosure, interpretation and social judgments onFacebook. J. Commun. 62, 815–832. doi: 10.1111/j.1460-2466.2012.01664.x

Bergin, C., and Bergin, D. (2009). Attachment in the classroom. Educ. Psychol. Rev. 21, 141–170. doi: 10.1007/s10648-009-9104-0

Bolkan, S., Goodboy, A. K., and Myers, S. A. (2017). Conditional processes of effective instructor communication and increases in students’ cognitive learning. Commun. Educ. 66, 129–147. doi: 10.1080/03634523.2016.1241889

Bowlby, J. (1969). Attachment and Loss. New York, NY: Basic Books.

Cakir, S. G. (2015). The effects of teacher immediacy and student burnout on empowerment and resistance among Turkish pre-service teachers. Learn. Individ. Differ. 40, 170–175. doi: 10.1016/j.lindif.2015.05.002

Cakiroglu, U., Akkan, Y., and Guven, B. (2012). Analyzing the effect of web-based instruction applications to school culture within technology integration. Educ. Sci. Theory Pract. 12, 1043–1048.

Cayanus, J. L. (2004). Effective instructional practice: using teacher self-disclosure as an instructional tool. Commun. Teach. 18, 6–9. doi: 10.1080/1740462032000142095

Cayanus, J. L., and Heisler, J. (2013). “Teacher self-disclosure: Exploring a fourth dimension”. Paper presented at the annual meeting of the National Communication Association. (Washington, DC:National Communication Association).

Cayanus, J. L., and Martin, M. M. (2004). An instructor self-disclosure scale. Commun. Res. Rep. 21, 252–263. doi: 10.1080/08824090409359987

Cayanus, J. L., and Martin, M. M. (2008). Teacher self-disclosure: amount, relevance, and negativity. Commun. Quart. 56, 325–341. doi: 10.1080/01463370802241492

Cayanus, J. L., and Martin, M. M. (2016). “Teacher self-disclosure,” in Handbook of Communication Science: Communication and Learning, ed. P. L. Witt (Berlin: DeGruyter Mouton), 241–258. doi: 10.1515/9781501502446-011

Cayanus, J. L., Martin, M. M., and Goodboy, A. K. (2009). The relationship between teacher self-disclosure and student motives to communicate. Commun. Res. Rep. 26, 105–113. doi: 10.1016/s0029-6554(06)80004-7

Chesebro, J. L. (2002). “The big picture: “Putting it all together” to communicate more effectively with students,” in Communication for Teachers, eds J. L. Chesebrod and J. C. McCroskey (Boston: Allyn & Bacon), 202–206.

Christophel, D. M., and Gorham, J. (1995). A test-retest analysis of student motivation, teacher immediacy, and perceived sources of motivation and demotivation in college classes. Commun. Educ. 44, 292–306. doi: 10.1080/03634529509379020

Cohen, J., McCabe, E. M., Michelli, N. M., and Pickeral, T. (2009). School climate: research, policy, practice, and teacher education. Teach. Coll. Rec. 111, 180–213. doi: 10.1177/016146810911100108

Cui, Z. (2022). The impact of EFL teachers’ open-mindedness and immediacy on their social intelligence: a theoretical review. Front. Psychol. 13:872250. doi: 10.3389/fpsyg.2022.872250

Delos Reyes, R. D. G., and Torio, V. A. G. (2020). The relationship of expert teacher–learner rapport and learner autonomy in the CVIF-dynamic learning program. Asia-Pac. Educ. Res. 30, 471–481. doi: 10.1007/s40299-020-00532-y

Deng, B. (1992). A Multilevel Analysis of Classroom Climate Effects on Mathematics Achievement of Fourth-grade Students. Memphis, TN:Memphis State University.

Derlega, V. J., Metts, S., Petronio, S., and Margulis, S. T. (1993). Self-Disclosure. Newbury Park: Sage.

Derlega, V. J., Winstead, B. A., and Greene, K. (2008). “Self-disclosure and starting a close relationship,” in Handbook of Relationship Initiation, eds S. Sprecher, A. Wenzel, and J. Harvey (Hillsdale, NJ: Psychology Press), 153–174.

Dickinson, A. (2017). Communicating with the online student: the impact of e-mail tone on student performance and teacher evaluations. J. Educ. Online 14, 1–10. doi: 10.9743/jeo.2017.14.2.5

Eder, F. (2002). Teaching climate and teaching quality. Educ. Sci. 30, 213–229. doi: 10.25656/01:7686

Eder, F. (2018). School and Classroom Climate. Basel: Psychology Verlags Union.

Ellis, K. (2004). The impact of perceived teacher confirmation on receiver apprehension, motivation, and learning. Commun. Educ. 53, 1–20. doi: 10.1080/0363452032000135742

Farani, S. T., and Fatemi, A. H. (2014). The impact of teacher’s self-disclosure on students’ attitude towards language learning in a foreign language context. Theory Pract. Lang. Stud. 4:2415. doi: 10.4304/tpls.4.11.2415-2422

Finn, A. N., and Schrodt, P. (2012). Students’ perceived understanding mediates the effects of teacher clarity and nonverbal immediacy on learner empowerment. Commun. Educ. 61, 111–130. doi: 10.1080/03634523.2012.656669

Freitas, F. A., and Leonard, L. J. (2011). Maslow’s hierarchy of needs and student academic success. Teach. Learn. Nurs. 6, 9–13. doi: 10.1016/j.teln.2010.07.004

Frisby, B. N., Berger, E., Burchett, M., Herovic, E., and Strawser, M. G. (2014). Participation apprehensive students: the in?uence of face support and instructor-student rapport on classroom participation. Commun. Educ. 63, 105–123. doi: 10.1080/03634523.2014.881516

Gabryś-Barker, D. (2016). “Caring and sharing in the foreign language class: on a positive classroom climate,” in Positive Psychology Perspectives on Foreign Language Learning and Teaching, eds D. Gabrys-Barker and D. Gałajda (Switzerland: Springer), 155–174. doi: 10.1007/978-3-319-32954-3_9

Gedamu, A. D., and Siyawik, Y. A. (2015). The relationship between students’ perceived EFL classroom climate and their achievement in English language. J. Sci. Technol. 3, 187–192. doi: 10.4314/star.v3i4.27

Gkonou, C., Mercer, S., and Daubney, M. (2018). Teacher perspectives on language learning psychology. Lang. Learn. J. 46, 501–513. doi: 10.1080/09571736.2016.1172330

Graham, S. W., and Gisi, S. L. (2000). The effects of instructional climate and student affairs services on college outcomes and satisfaction. J. Coll. Stud. Dev. 41, 279–291.

Grewe, N. (2017). “Social interaction and class climate,” in Teacher-student Interaction, ed M. K. Schweer (Wiesbaden:Springer), 547–560.

Gruenert, S. (2008). School culture, school climate: they are not the same thing. Principal 87, 56–59.

Habash, S. H. (2010). Exploring the Relationship Between Perceived Teacher Nonverbal Immediacy and Perceived Teacher Misbehaviors on Student Course Retention in Urban Community Colleges, Ph.D thesis, California, LA: University of California.

Heitzmann, J. (2009). “The influence of the classroom climate on students’ motivation,” in UPRT 2008: Empirical Studies in English Applied Linguistics, eds R. Lugossy, J. Horváth, and M. Nikolov (Pécs: Lingua Franca Csoport), 207–224.

Henry, A., and Thorsen, C. (2021). Teachers’ self-disclosures and influences on students’ motivation: a relational perspective. Int. J. Biling. Educ. Biling 24, 1–15. doi: 10.1080/13670050.2018.1441261

Hodge, B. (2014). Teaching as Communication. London: Routledge.

Hosseini, A. F., and Tabatabaee, S. F. (2010). Therapeutic application of teacher’s self-disclosure on the reduction of students’ foreign language classroom anxiety. Ferdowsi Review. Iran. Stud. 1, 25–52.

Jebbour, M. (2018). University students’ perceptions of the effects of teacher self-disclosure in the English language classroom. J. Eng. Lang. Teach. Linguist. 3, 275–285. doi: 10.21462/jeltl.v3i3.166

Jebbour, M. (2021). Self-disclosure and Moroccan EFL learners’ writing development: effects on complexity, accuracy, and fluency. J. Lang. Educ. 7, 127–140. doi: 10.17323/jle.2021.8620

Jebbour, M., and Mouaid, F. (2019). The impact of teacher self-disclosure on student participation in the university English language classroom. Int. J. Learn. High. Educ. 31, 424–436.

Jourard, S. M. (1971). Self-disclosure: An Experimental Analysis of the Transparent Self. New York: John Wiley & Sons Inc.

Jourard, S. M., and Jaffe, P. E. (1970). Influence of an interviewer’s disclosure on the self-disclosing behavior of interviewees. J. Couns. Psychol. 17, 252–257. doi: 10.1037/h0029197

Kelly, S., Rice, C., Wyatt, B., Ducking, J., and Denton, Z. (2015). Teacher immediacy and decreased student quantitative reasoning anxiety: the mediating effect of perception. Commun. Educ. 64, 171–186. doi: 10.1080/03634523.2015.1014383

Liu, X., and Zhu, L. (2021). The role of EFL teachers’ self-disclosure as predictors of student’s willingness to communicate and their engagement. Front. Psychol. 12:748744. doi: 10.3389/fpsyg.2021.748744

Loreman, T. (2011). Love as Pedagogy. Canada: Springer Science and Business Media.

Marx, A. A., Simonsen, J. C., and Kitchel, T. (2016). Undergraduate student course engagement and the influence of student, contextual, and teacher variables. J. Agric. Educ. Ext. 57, 212–228. doi: 10.5032/jae.2016.01212

Maslow, A. H. (1962). “Some basic propositions of a growth and self-actualization psychology,” in ed A. H. Maslow Toward a Psychology of Being, (Princeton,NJ: Van Nostrand), 177–200. doi: 10.1037/10793-014

Mazer, J. P. (2013). Associations among teacher communication behaviors, student interest, andengagement: a validity test. Commun. Educ. 62, 86–96. doi: 10.1080/03634523.2012.731513

Mehrabian, A. (1969). Some referents and measures of nonverbal behavior. Behav. Res. Methods 1, 203–207. doi: 10.3758/BF03208096

Moos, R. H. (1979). Evaluating Educational Environments. San Francisco, CA: Jossey-Bass.

Norton, M. S. (2008). Human Resource Administration for Educational Leaders. New York: Sage.

Pishghadam, R., and Torghabeh, R. A. (2009). The impacts of teacher self-disclosure on the speaking ability of EFL learners. Iran. EFL J. 3, 36–47.

Pishghadam, R., Derakhshan, A., Zhaleh, K., and Al-Obaydi, L. H. (2021). Students’ willingness to attend EFL classes with respect to teachers’ credibility, stroke, and success: a cross-cultural study of Iranian and Iraqi students’ perceptions. Curr. Psychol. 40, 1–15. doi: 10.1007/s12144-021-01738-z

Rajab, G. B. (2019). Lecturer Self-disclosure and Students’ Motives to Communicate in EFL Context at Halu Oleo University, Ph.D thesis, Indonesia: Universitas Negeri Makassar.

Rajabi, M. (2015). Literacy Practices of an English Language Teacher in two Pre-university High-Stakes Examination-oriented Settings, Ph.D thesis, Malaysia: University of Malaya

Reid, L. D., and Radhakrishnan, P. (2003). Race matters: the relation between race and general campus climate. Cult. Divers. Ethn. Minor. Psychol. 9, 263–275. doi: 10.1037/1099-9809.9.3.263

Richmond, V. P. (2002). “Teaching nonverbal immediacy,” in Communication for Teachers, ed. J. L. Chesebro (Boston, MA: Allyn and Bacon), 65–82.

Richmond, V. P., and McCroskey, J. C. (2000). Nonverbal Behavior in Interpersonal Relationships. Boston, MA: Allyn and Bacon.

Riley, P. J. (2011). Attachment Theory and the Teacher-student Relationship: a Practical Guide for Teachers, Teacher Educators and School Leaders. London: Routledge.

Safaei, N., and Shahrokhi, M. (2019). Relationship between teacher self-disclosure and teaching style: perception of EFL teachers. Cogent Educ. 6:1678231. doi: 10.1080/2331186X.2019.1678231

Sanders, A. J. (2014). Exploring the Construct of Teacher Self-disclosure and its Connection to Situational Interest, Intended Effort, and the Learning Experience in a Foreign Language Learning Context, Ph.D thesis, Austin, TX: The University of Texas at Austin

Serag, A. (2011). “Self-disclosure in EFL writing by computers,” in JALT2010 Conference Proceedings, ed. A. Steward (Tokyo: JALT), 551–564.

Sheybani, M. (2019). The relationship between EFL learners’ Willingness to Communicate (WTC) and their teacher immediacy attributes: a structural equation modelling. Cogent Psychol. 6:1607051. doi: 10.1080/23311908.2019.1607051

Shoeib, A. F. (2018). Male and female EFL teachers’ consciousness of self-disclosure: a case study from Al Baha University, Saudia Arabia. Arab World English Journal (AWEJ) Proceedings of 1st MEC TESOL Conference. Saudi Arabia: Qassim University. doi: 10.24093/awej/MEC1.8

Sidelinger, R. J., and Booth-Butterfeld, M. (2010). Co-constructing student involvement: an examination of teacher confirmation and student-to-student connectedness in the college classroom. Commun. Educ. 59, 165–184. doi: 10.1080/03634520903390867

Simonds, C. J., and Cooper, P. J. (2011). Communication for the Classroom Teacher. Boston: Pearson Education, Inc.

Sorensen, G. (1989). The relationships among teachers’ self-disclosure, students’perceptions, and affective learning. Commun. Educ. 38, 259–276.

Stilwell, J. R. (2018). Does Teacher Immediacy Matter? The Relationship Among Teacher Immediacy, Student Motivation, Engagement, and Cognitive Learning. North Carolina: Gardner-Webb University.

Teven, J. J., and Hanson, T. L. (2004). The impact of teacher immediacy and perceived caring on teacher competence and trustworthiness. Commun. Q. 52, 39–53. doi: 10.1080/01463370409370177

Thapa, A., Cohen, J., Guffey, S., and Higgins-D’Alessandro, A. (2013). A review of school climate research. Rev. Educ. Res. 83, 357–385. doi: 10.3102/0034654313483907

Vogel, D. L., and Wester, S. R. (2003). To seek help or not to seek help: the risks of self-disclosure. J. Couns. Psychol. 50:351. doi: 10.1037/0022-0167.50.3.351

Wang, M. T., and Degol, J. L. (2016). School climate: a review of the construct, measurement, and impact on student outcomes. Educ. Psychol. Rev. 28, 315–352. doi: 10.1007/s10648-015-9319-1

Wang, Y. L., and Guan, H. F. (2020). Exploring demotivation factors of Chinese learners of English as a foreign language based on positive psychology. Rev. Argent. Clin. Psicol. 29, 851–861. doi: 10.24205/03276716.2020.116

Wang, Y. L., Derakhshan, A., and Zhang, L. J. (2021). Researching and practicing positive psychology in second/foreign language learning and teaching: the past, current status and future directions. Front. Psychol. 12:731721. doi: 10.3389/fpsyg.2021.731721

Wang, Y., Derakhshan, A., and Pan, Z. (2022)Positioning an Agenda on a Loving Pedagogy in SLA: conceptualization, Practice and Research. Front. Psycholol. 13:894190. doi: 10.3389/fpsyg.2022.894190

Weber, C., Rehder, M., and Vereenooghe, L. (2021). Student-reported classroom climate pre and post teacher training in restorative practices. Front. Educ. 6:719357. doi: 10.3389/feduc.2021.719357

Webb, N. G. (2014). To share or not to share: GTA self disclosure in the college classroom. Off. J. Georg. Commun. Assoc. 83, 7–10

Wei, M., Russell, D. W., and Zakalik, R. A. (2005). Adult attachment, social self-efficacy, self-disclosure, loneliness, and subsequent depression for freshman college students: a longitudinal study. J. Couns. Psychol. 52, 602–614. doi: 10.1037/0022-0167.52.4.602

West, R., and Turner, L. (2010). Introducing Communication Theory: Analysis and Application. New York: McGraw Hill.

Wheeless, L. R., and Grotz, J. (1976). Conceptualization and measurement of reported self-disclosure. Hum. Commun. Res. 2, 338–346. doi: 10.1111/j.1468-2958.1976.tb00494.x

Xie, F., and Derakhshan, A. (2021). A conceptual review of positive teacher interpersonal communication behaviors in the instructional context. Front. Psychol. 12:708490. doi: 10.3389/fpsyg.2021.708490

Yin, L. C., Loreman, T., Majid, R. A., and Alias, A. (2019). The dispositions towards loving pedagogy (DTLP) scale: instrument development and demographic analysis. Teach. Teach. Educ. 86:102884. doi: 10.1016/j.tate.2019.102884

Zhang, S., Shi, Q., Luo, X., and Ma, X. (2008). Chinese pre-service teachers’ perceptions of effects of teacher self-disclosure. New Horiz Educ. 56, 30–42.

Zhang, S., Shi, Q., Tonelson, T., and Robinson, R. (2009). Preservice and inserviceteachers’ perception of the appropriateness of teacher self-disclosure. Teach. Teach. Educ. 25, 117–1124.

Zheng, J. (2021). A functional review of research on clarity, immediacy, and credibility of teachers and their impacts on motivation and engagement of students. Front. Psychol. 12:712419 doi: 10.3389/fpsyg.2021.712419


Conflict of Interest: The author declares that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.

Publisher’s Note: All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.

Copyright © 2022 Qin. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) and the copyright owner(s) are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.

OPS/images/cross.jpg
3,

i





OPS/xhtml/Nav.xhtml




Contents





		Cover



		A Theoretical Review on the Role of English as a Foreign Language Teachers’ Self-Disclosure in Shaping Classroom Climate and Immediacy



		INTRODUCTION



		BACKGROUND



		The Concept of Self-Disclosure



		Teacher Self-Disclosure



		The Dimensions of Self-Disclosure



		The Purposes and Outcomes of Teacher Self-Disclosure in L2 Education



		Classroom Climate: Definitions and Related Terms



		Positive Classroom Climate



		The Concept and Main Theories of Immediacy



		Related Studies







		CONCLUDING REMARKS



		ETHICS STATEMENT



		AUTHOR CONTRIBUTIONS



		REFERENCES

















OPS/images/cover.jpg
& frontiers | Frontiers in Psychology

A Theoretical Review on
the Role of English as a Foreign
Language Teachers’
Self-Disclosure in Shaping
Classroom Climate
and Immediacy









OPS/images/logo.jpg
’ frontiers ‘ Frontiers in Psychology





OPS/images/fpsyg-13-945046-g001.jpg
Self-

disclosure y
Positivi





OPS/images/fpsyg-13-945046-g002.jpg
Growth Needs

Deficiency Needs |

Transcendence

Self Actualization

/ Aesthetic Needs \

Cognitive Needs

Esteem Needs

Physiological Needs






