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Revisiting the Relationship between
Teacher Conﬁrmation and Learning
Outcomes: Examining Cultural
Differences in Turkish, Chinese, and
American Classrooms
Zachary W. Goldman, San Bolkan, & Alan K. Goodboy
This study investigates the relationship between teacher confirmation behaviors (i.e.,
responding to questions, demonstrating interest, interactive teaching style) and student
learning outcomes (i.e., affective learning, student motivation) across three cultures:
Turkey, China, and the United States. Results indicate the confirmation-learning
relationship was significantly stronger in the United States and China than it was in
Turkey. The findings from this study suggest that teacher confirmation is an effective
teaching behavior that transcends cultures, yet the magnitude of its importance on
student learning appears more relevant in America, and to a lesser extent in China,
than it is in Turkey.
Keywords: Teacher confirmation; Turkey; China; United States; Affective Learning;
Student Motivation
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A growing criticism and challenge facing instructional communication scholars is
that an “overwhelming proportion of instructional communication research has
been conducted by U.S. researchers representing the Anglo culture of the United
States and has involved participants who were also representing the predominant
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culture” (McCroskey & McCroskey, 2006, p. 42). Thus, the challenge that some
instructional communication scholars have recently undertaken (e.g., Goodboy,
Bolkan, Beebe, & Shultz, 2010; Goodboy, Bolkan, Myers, & Zhao, 2011; Zhang,
2007) is determining the extent to which effective teaching practices found in the
United States translate to classrooms from other cultures. To date, these attempts
have yielded mixed results. Early conclusions seem to suggest that some of the
effective teaching behaviors studied predominately in the United States effectively
transcend cultures (e.g., teacher clarity, Zhang & Huang, 2008); however, it also
appears that several of the effective teaching behaviors studied in instructional
communication operate differently and vary in effectiveness depending on the cultural context and expectations (e.g., instructor immediacy; Zhang, & Oetzel, 2006).
Teacher confirmation is one instructional behavior that has been shown to foster
student learning and enhance student motivation in the classroom (Ellis, 2000,
2004). Waldeck, Plax, and Kearney (2010) explicitly expressed the importance of
confirmation and instruction; they noted that teachers who confirm students in the
classroom are likely perceived as caring and understanding, and also help to
promote student engagement and learning. To date, however, the applicability and
effectiveness of teacher confirmation in various cultures is unknown because
investigations have been limited to classrooms and students in the United States. As
McCroskey and McCroskey (2006) noted, it is highly doubtful that instructional
communication is entirely effective across all cultures; however, it remains largely
unclear as to which effective teaching behaviors translate across cultures and which
effective teaching behaviors are culturally determined. Congruently, research has yet
to determine the utility of teacher confirmation as a universally effective teaching
behavior and has yet to demonstrate if confirmation operates similarly in
classrooms outside of the United States. Therefore, the purpose of this study was to
determine if the relationship between teacher confirmation and traditional learning
outcomes is stable across cultures. Specifically, this study sought to determine if any
differences exist between the effects of teacher confirmation on affective learning
and student motivation in Turkish, Chinese, and American classrooms.

Review of Literature
Teacher confirmation is “the transactional process by which teachers communicate
to students that they are endorsed, recognized, and acknowledged as valuable,
significant individuals” (Ellis, 2000, p. 266). The root of confirmation research
originated within the interpersonal context (Laing, 1961; Sieburg, 1973). Buber
(1957) argued that confirmation may be the most significant feature of human
communication, suggesting that the interactional nature of the concept helps to
construct and confirm our identity as human beings. Laing (1961) stated that confirmation is the process through which individuals are recognized and that it varies
by “intensity and extensity, [as well as] quality and quantity” (p. 99). Watzlawick,
Bavelas, and Jackson (1967) discussed confirmation as the “greatest single factor
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ensuring mental development and stability” (p. 84). Cissna and Sieburg (1981)
furthered the understanding of confirmation by suggesting that confirming
communication allows others to feel endorsed, recognized, and acknowledged.
Building upon these early foundations, Ellis (2000) sought to determine the
empirical effects of confirming behavior in the instructional context. Ellis conducted focus groups with college students with the intent of understanding what
teachers do to be perceived as confirming in the classroom. Her results suggested
four general dimensions of behavioral patterns through which teachers
communicate confirmation: (1) responding to student questions and/or comments,
(2) demonstrating interest in the student learning process and student growth, (3)
interactive teaching style, and (4) absence of disconfirmation (Ellis, 2000). The
fourth dimension was later dropped as it failed to cross-validate in separate samples; thus, confirmation in the instructional context has since been operationalized
as a three-dimensional construct (Ellis, 2000; Goodboy & Myers, 2008).
Teacher confirmation has been shown to be a strong and significant predictor of
student learning outcomes (Ellis, 2000, 2004; Goodboy & Myers, 2008). Ellis
(2000) found that teacher confirmation behaviors explained unique variance in
both affective and cognitive learning. Ellis (2004) advanced these findings by
suggesting that the relationship between teacher confirmation and learning was
mediated through students’ receiver apprehension. Receiver apprehension refers to
the amount of anxiety a receiver experiences when decoding and processing information, and encompasses fears of “misinterpreting, inadequately processing, and/
or not being able to adjust psychologically to messages sent by others” (Wheeless,
1975, p. 263). In the classroom, Ellis (2004) found that students’ receiver apprehension had a strong inverse relationship with teacher confirmation and mediated
the relationships between confirming behaviors and learning outcomes. Similarly,
students’ perceived understanding (Schrodt, Turman, & Soliz, 2006) and perceptions of teacher credibility (Schrodt et al., 2009) have also been shown to mediate
the relationship between teacher confirmation behaviors and student learning.
In addition to traditional learning outcomes, other positive effects have been
linked with teacher confirmation. Horan, Houser, Goodboy, and Frymier (2011)
indicated that these effects are noticeable as early as the first four weeks in a
semester-long course. Teacher confirmation has been associated positively with
classroom connectedness and in-class involvement (Sidelinger & Booth-Butterfield,
2010), pro-social teacher power usage (Turman & Schrodt, 2006), students’
perceived predicted outcome value (Horan et al., 2011), teacher evaluations
(Schrodt et al., 2006), and student effort and interest (Campbell, Eichhorn, Basch,
& Wolf, 2009). The benefits of teacher confirmation have also been validated
within an experimental setting. Goodboy and Myers (2008) conducted an
experiment by manipulating teachers’ confirming behaviors in a live lecture and
concluded that when teachers were confirming, students reported communicating
more for relational, functional, and participatory motives, and less for the
excuse-making motive (Martin, Myers, & Mottet, 1999). Furthermore, the authors
validated positive associations between teacher confirmation and student
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participation, affective learning, cognitive learning, state motivation, and
satisfaction (Goodboy & Myers, 2008).
In sum, the literature on confirmation has led scholars to conclude that teacher
confirmation behaviors are influential on student communication and learning
outcomes for three reasons (Goodboy & Myers, 2008). First, confirming messages
by an instructor promote active student learning in the classroom (Ellis, 2004).
Second, student perceptions of teacher confirmation contribute to a supportive
classroom climate (Sidelinger & Booth-Butterfield, 2010), which in turn, help to
promote student learning (Frisby & Martin, 2010; Johnson, 2009). Third, confirmation behaviors demonstrate that a teacher cares and has a desire to get to know
the students, which then influences students’ affect toward the instructor and the
course content (Ellis, 2000). Collectively, these reasons demonstrate the positive
contributions that teacher confirmation can have on student learning; yet, similar
to McCroskey and McCroskey’s (2006) criticism, nearly all of the studies conducted on teacher confirmation (with the exception of Hsu, 2012) have focused
primarily on American students and American teachers. Thus, further research is
needed to validate the relationship between confirmation and learning outcomes
across cultures.
Learning Outcomes
In the current study, two traditional learning outcomes (i.e., affective learning, student motivation) were assessed in relation to teacher confirmation due to their traditionally strong association with the effective teaching behavior (Ellis, 2000;
Goodboy & Myers, 2008). Affective learning refers to students’ feelings and degrees
of acceptance toward the subject matter of a course (Krathwohl, Bloom, & Masia,
1964), and has been described as the process to which students internalize positive
attitudes toward a particular course or instructor (Kearney, 1994). The process of
affective learning can range from selective attention and emotional response, to
behavioral commitment and internalization of course concepts (Chory-Assad,
2002). Numerous instructional communication scholars (e.g., Andersen, 1979;
McCroskey et al., 1985; Scott & Wheeless, 1975) have argued that affective learning
is multidimensional, and often consists of three dimensions: (a) affect for the
course content, (b) affect toward the instructor, and (c) affect regarding the
behaviors which are recommended by the course (McCroskey, 1994).
Student motivation refers to the internal drive that arouses and/or directs student
attempts to obtain academic knowledge or skills from classroom activities (Brophy,
1987). Christophel (1990) indicated that students’ trait motivation had little effect
on learning outcomes; rather, it was students’ state motivation toward a particular
class which influenced how well they performed in the course (Christophel, 1990).
Since then, instructional scholars have primarily attempted to investigate and
understand the predictors and related outcomes associated with students’ state
motivation (e.g., Christensen & Menzel, 1998; Frymier, 1993; Gorham &
Christophel, 1992).
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Goodboy and Myers (2008) indicated that both affective learning and student
motivation fall under a larger umbrella of student learning outcomes that are associated positively with effective teaching behaviors. The relationships between
instructor behaviors, student motivation, and student learning have been
extensively examined by instructional communication scholars (e.g., Christophel &
Gorham, 1995; Christensen & Menzel, 1998; Comadena, Hunt, & Simonds, 2007;
Gorham & Millette, 1997; Myers, 2002). Instructor behaviors such as nonverbal
immediacy (Christophel, 1990), verbal immediacy (Gorham, 1988), teacher clarity
(Chesebro & McCroskey, 2001), self-disclosure (Cayanus & Martin, 2008), and
instructor humor (Wanzer & Frymier, 1999) have all demonstrated positive
relationships with affective learning and motivation. As was previously discussed,
teacher confirmation behaviors have also been related positively to students’ affective learning and motivation in American classrooms (Ellis, 2000, 2004; Goodboy
& Myers, 2008). In some instances, confirmation has been shown to be the strongest predictor of American students’ learning outcomes, even in comparison to
other effective teaching behaviors such as immediacy and clarity (Schrodt et al.,
2009). What remains unclear, however, is whether or not this relationship is stable
across cultures, and if the same effects exist between teacher confirmation behaviors and student learning outcomes in classrooms outside of the United States.
Rationale
Previous research has provided evidence that effective instructional behaviors such
as teacher confirmation may vary in effectiveness depending on culture (Goodboy
et al., 2011; McCroskey, Sallinen, Fayer, Richmond, & Barraclough, 1996; Zhang &
Oetzel, 2006). According to Bruner (1996), “learning and thinking are always situated in a cultural setting and always dependent upon the utilization of cultural
resources” (p. 4). Similarly, Neulip (1997) argued that the cultural context in
which communication occurs is arguably the characteristic that best defines human
interaction. Thus, while effective instructor behaviors in the United States have
been found to yield similar results in other cultures (e.g., Zhang & Huang, 2006),
it is important to continue exploring these effects and to study “instructional
communication from a wholly different culture’s assumptions” (McCroskey &
McCroskey, 2006, p. 44). For example, numerous studies conducted by instructional scholars have explored immediacy in college classrooms throughout various
countries such as Australia, Finland, and Puerto Rico (McCroskey, Richmond,
Sallinen, Fayer, & Barraclough, 1995, McCroskey, et al., 1996), Japan (Neulip,
1997), Kenya (Johnson & Miller, 2002), and China (Myers, Zhong, & Guan, 1998).
The general conclusion from these studies is that although immediacy is beneficial
in nearly all classroom contexts, the magnitude of its effects may differ and may
potentially require unique operationalization depending upon the culture (Zhang
& Oetzel, 2006). Although immediacy is only one effective teaching behavior, this
particular line of research, and recent studies since (e.g., Goodboy et al., 2010,
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2011; Goodboy, Myers, & Bolkan, 2012), have provided further justification for
investigating effective teaching practices across cultures.
In the current study, the authors elected to focus on the relationship between
confirmation behaviors and learning outcomes in three different countries: United
States, China, and Turkey. Together, these three countries have several unique
characteristics regarding their educational practices and norms that may influence
how students perceive and ultimately react to teaching behaviors such as confirmation. Although it is beyond the scope of this investigation to highlight all of the
behavioral and philosophical differences between the cultures involved, several
characteristics are worth noting about the views, beliefs, and behaviors toward
education as they may influence the perception of teacher confirmation in the
classroom.
American college classrooms have been described as low-context, low power-difference, and relationally oriented (Neulip, 1997). In comparison to other countries,
the instructor–student relationship in America is often characterized with open
communication, relational closeness, and emotional support (Zhang, 2009). American instructors tend to display more immediacy and relationally oriented behaviors
(e.g., affinity-seeking strategies) than instructors from other countries (McCroskey
et al., 1995, 1996; Neuliep, 1997; Roach & Byrne, 2001). Overall, American college
classrooms continue to move toward a student-centered approach to education
that takes into consideration the attitudes and beliefs of students when implementing teaching behaviors and curricula (Smithee, Greenblatt, & Eland, 2004)
Chinese college classrooms have been described as high-context learning environments (Zhang, 2005), collaborative and collectivistic in nature (Biggs & Tang,
1996), and hierarchically structured with a high power distance between teacher
and student (Hofstede, 1980). In China, the instructor–student relationship is
characterized by student respect and admiration (Huang & Brown, 2009; Myers
et al., 1998). Chinese instructors typically take a transactional (versus interactional)
approach toward teaching (Wang & Farmer, 2008), and are often viewed as mentors and role models both inside and outside of the classroom (Goodboy et al.,
2010). Additional terms that have been used to describe Chinese educational
practices and values include “integration, human-heartedness, moderation, and
Confucian work dynamism” (Warden, Chen, & Caskey, 2005, p. 225).
Turkish classrooms have been referred to as transactional, cooperative, and
evolving (Girgin & Stevens, 2005). Over the last several decades, the Turkish educational system has been strongly influenced by a traditional philosophy toward
education (Aksu, Demir, Daloglu, Yildirim, & Kiraz, 2010). The primary goal of
this philosophy has been to provide essential skills and knowledge through a transactional approach to teaching (Güncer, 1998). However, in 2005, the country
began undergoing revisions to its core curricula, including at the primary, secondary, and collegiate levels; these revisions were conducted in an attempt to adopt
constructivism into the country’s basic educational philosophy (Asku et al., 2010).
Since this time, a growing effort by Turkish scholars and educators has centered
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on developing educational practices that incorporate in-class participation and
active learning (Girgin & Stevens, 2005).
To date, there are no known studies examining the differences in teacher confirmation behaviors between these three cultures, or across other cultures outside of
the United States. The closest in comparison is a study conducted by Hsu (2012),
who compared nonnative speaking English instructors to native speaking English
instructors to see if they varied in their use of confirmation behaviors at an
American university. She found that nonnative English-speaking teachers used
confirmation behaviors in a similar fashion to their native English-speaking
counterparts. However, the relationship between confirmation behaviors and
student outcomes were significantly different (i.e., less effective) for nonnative
speaking instructors than for native speaking instructors (Hsu, 2012).
The use of confirmation behaviors in the college classroom may reflect an American teaching practice that is valued more in the United States than other countries
because a growing number of American college students demand individualized
attention and personalized requests from their instructors (Chowning & Campbell,
2009; Kopp, Zinn, Finney & Jurich, 2011). Confirmation may be expected in
American classrooms because by recognizing and valuing American students (Ellis,
2000), instructors are meeting and satisfying their individual academic needs. This
idea is reflective of the overall influence of individualism on the American education system. Furthermore, such a relationship would be similar to the findings
from cross-cultural investigations on immediacy (e.g., McCroskey et al., 1995,
1996; Myers et al., 1998), which have demonstrated that immediacy is an effective
teaching behavior across cultures, but most strongly relates to learning in American classrooms. However, because no cross-cultural studies exist regarding teacher
confirmation and learning outcomes, these claims are merely speculative. Thus, to
address the generalizability of the confirmation-learning relationship across
cultures and to determine the extent to which this relationship may vary in
magnitude, the following hypothesis and research question were offered:
H: Teacher confirmation will be related positively to students’ affective learning
and motivation across Turkish, Chinese, and American college classrooms.
RQ: To what extent do the relationships between teacher confirmation and
student learning outcomes (i.e., affective learning, student motivation) vary in
magnitude between Turkish, Chinese, and American classrooms?

Method
Participants completed anonymous surveys at mid-sized universities in Turkey,
mainland China, and the United States. The measures used in China were
translated into Mandarin Chinese, and no problems were observed during the
translation or back translation process. The measures used in Turkey were
translated into Turkish and back translated, also without any complications.
Participants were solicited at the end of the semester and were asked to report on
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the instructor they had immediately prior to their current class (Plax, Kearney,
McCroskey, & Richmond, 1986). For this study, participants completed the
Teacher Confirmation Scale (Ellis, 2000), Affective Learning Scale (McCroskey
et al., 1985), and the Student Motivation Scale (Richmond, 1990).
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Participants
Participants for the current study included 645 undergraduate students from universities in Turkey (n = 199; 106 males, 87 females, 6 failed to identify sex), China
(n = 180; 46 males, 103 females, 31 failed to identify sex), and the United States
(n = 265; 93 males, 166 females, 6 failed to identify sex). Turkish students ranged
in age from 20 to 37 years (M = 23.41, SD = 2.32), Chinese students ranged in
age from 18 to 25 years (M = 19.27, SD = .96), and American students ranged in
age from 18 to 25 years (M = 19.62, SD = 1.91). Turkish students reported on 133
male instructors and 60 female instructors (6 failed to identify), Chinese students
reported on 68 male instructors and 101 female instructors (11 failed to identify),
and American students reported on 93 male instructors and 166 female instructors
(6 failed to identify).
Instrumentation
The Teacher Confirmation Scale (TCS; Ellis, 2000) is a 16-item measure designed
to assess student perceptions of their instructors confirming behaviors in the classroom across three dimensions: responding to questions, demonstrating interest,
and teaching style. Responses are solicited using a 5-point Likert-scale ranging
from (0) strongly disagree to (4) strongly agree. Previous reliability coefficients for
the three subscales have ranged from .81 to .87 (Ellis, 2004, Schrodt et al., 2006;
Turman & Schrodt, 2006). The current study produced Cronbach alphas of .84
(responding to questions), .78 (demonstrating interest), and .81 (teaching style)
across the three cultures. Means, standard deviations and reliability coefficients for
each culture can be found in Table 1.
The Affective Learning Scale (McCroskey et al., 1985) is a 12-item measure that
asks participants to report on their level of affect toward the course content,
course instructor, and the behaviors recommended in a specific course. Responses
are solicited using three 7-point bipolar adjective scales that can be assessed separately or collapsed as a summed scale. Previous reliability coefficients for the
summed scale have ranged from .94 to .96 (Ellis, 2000, 2004; Goodboy & Myers,
2008). The current study produced a Cronbach alpha of .95 (M = 61.69, SD =
16.81) for the summed scale across the three cultures.
The five-item Student Motivation Scale (Richmond, 1990) asks participants to
report on their levels of state motivation toward a specific class and instructor.
Responses are solicited via a 7-point bipolar adjective scale (e.g., motivatedunmotivated). Previous reliability coefficients for this scale have ranged from .89
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Table 1. Means, Standard Deviations, Reliability Coefficients, and Correlations by
Culture.
M

SD

α

1

2

3

4

5

Responding Q’s
Interest
Teaching Style
Affective Learning
Motivation

15.48
17.77
14.06
61.69
23.57

3.93
4.78
4.57
16.81
7.60

.84
.78
.81
.95
.89

–
.74^
.66^
.43^
.35^

–
.72^
.43^
.39^

–
.40^
.41^

–
.73^

–

1.
2.
3.
4.
5.

Responding Q’s
Interest
Teaching Style
Affective Learning
Motivation

15.11
18.01
14.17
58.21
23.58

4.02
5.26
4.50
17.20
6.61

.84
.70
.85
.94
.81

–
.68^
.65^
.19∗∗
.09

–
.66^
.20∗∗
.14

–
.15
.19∗∗

–
.72^

–

1.
2.
3.
4.
5.

Responding Q’s
Interest
Teaching Style
Affective Learning
Motivation

14.37
16.61
13.80
63.02
23.51

3.33
3.98
3.99
14.62
7.20

.76
.77
.70
.94
.90

–
.69^
.60^
.40^
.35^

–
.68^
.45^
.42^

–
.41^
.39^

–
.73^

–

1.
2.
3.
4.
5.

Responding Q’s
Interest
Teaching Style
Affective Learning
Motivation

16.52
18.38
14.13
63.20
23.63

4.01
4.80
4.98
17.63
8.50

.88
.86
.86
.96
.92

–
.80^
.72^
.61^
.51^

–
.80^
.61^
.55^

–
.57^
.53^

–
.76^

–

Culture

Variable

Pan-Cultural

1.
2.
3.
4.
5.

Turkey

China

United States

∗∗

^

Note. p <.01. p <.001.

to .93 (Goodboy & Myers, 2008; Myers & Zhong, 2004; Richmond, 1990). The
current study produced a Cronbach alpha of .89 (M = 23.57, SD = 7.60).
Data Analysis
Before assessing the hypothesis and research question confirmatory factor analyses
(CFA) were conducted to examine the factor structure of the teacher confirmation
scale for all three cultures. The CFAs were conducted with confirmation being predicted by each of its three hypothesized components and their respective measurement items. After allowing two theoretically appropriate correlations (responding
to questions 1 and 2 that share the theme of listening to students’ inquiries and
demonstrating interest), our results demonstrated that the data fit the model relatively well for the American sample (x2 = 296.37, df = 99, p < .01, RMSEA = .09,
CFI = .98, SRMR = .05). Moreover, each of the measurement items loaded significantly (p < .01) on their respective factors with loadings ranging from .63 - .83.
Our results also showed that the data for the Chinese sample fit the model relatively well (x2=249.98, df = 99, p < .01, RMSEA = .09, CFI = .95, SRMR = .07).
The measurement items for the Chinese sample also loaded significantly (p < .01)
on their respective factors ranging from .52 to .76. Finally, the data fit the same
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model relatively well for the Turkish sample (x2=220.57, df = 99, p < .01,
RMSEA = .08, CFI = .98, SRMR = .05) with measurement items loading significantly (p < .01) on their respective factors ranging from .51 to .80. Thus, it
appeared that the underlying factor structure behind teacher confirmation effectively transcended the three cultures.
To address the hypothesis and research question in this study, several stages of
analyses were followed. First, the data were split based on culture so that each
country could be analyzed separately. Second, descriptive statistics and a series of
Pearson correlations were calculated to determine the initial relationships between
the variables involved. Third, a series of Fisher’s z transformation analyses (Fisher,
1921) were calculated by the authors to determine if significant differences existed
between the correlation coefficients found in each country (Cohen, Cohen,
West, & Aiken, 2003). Finally, due to the relatively high number of correlations
and Fisher z transformation analyses conducted, we selected p < .01 as our significance level; this criterion was designed to address the probability of Type I error
without become too stringent and inducing Type II error (Smith, Levine, Lachlan,
& Fediuk, 2002).
Results
Correlation matrices featuring the relationships between measured variables for
each culture are reported in Table 1. Overall, teacher confirmation (i.e., responding
to questions, demonstrating interest, teaching style) was correlated positively with
students’ affective learning and motivation across the three cultures, which is consistent with the hypothesis of this study as well as previous research (Ellis, 2000,
2004; Goodboy & Myers, 2008). However, these effects were significantly weaker in
the Turkish sample (and for some dimensions even non-significant), creating
greater interest in the research question. Furthermore, it deserves to be noted that
the mean scores for affective learning and student motivation were similar across
all three cultures.
Our research question sought to determine if the relationship between teacher
confirmation and student learning outcomes differed in magnitude based upon
culture. Examination of the Fisher z-values (see Table 2) revealed that the magnitude of the correlations between confirmation behaviors and learning outcomes
(i.e., affective learning, motivation) were significantly different based upon culture,
with stronger effects found in American and Chinese classrooms, and weaker
effects found in Turkish classrooms.
The largest difference in relationship magnitude was found between the United
States and Turkey, with z-values ranging from 4.12 to 5.43 (p <.001) for all three
confirmation behaviors and the two learning outcomes. Teacher confirmation also
had significantly stronger effects on learning outcomes in China than it did in
Turkey (i.e., z-values ranging from 2.59 to 2.89), with significant differences again
occurring for many of the three dimensions of confirmation and the two learning
outcomes (see Table 2). The United States and China also demonstrated one
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Table 2. Fisher’s z-values Representing Differences in the Magnitude of Correlations
across Cultures.
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Affective Learning

Motivation

Cultural Comparison

Variables

ra

rb

z-value

ra

rb

z-value

United Statesa/Chinab

1. Responding Q’s
2. Interest
3. Teaching Style

.62
.61
.57

.40
.45
.41

3.06**
2.28
2.15

.51
.55
.53

.35
.42
.39

2.02
1.74
1.82

United Statesa/Turkeyb

1. Responding Q’s
2. Interest
3. Teaching Style

.62
.61
.57

.19
.20
.15

5.43^
5.16^
5.08^

.51
.55
.53

.09
.14
.19

4.88^
4.93^
4.12^

Chinaa/Turkeyb

1. Responding Q’s
2. Interest
3. Teaching Style

.40
.45
.41

.19
.20
.15

2.15
2.62**
2.65**

.35
.42
.39

.09
.14
.19

2.59**
2.89**
2.07

**

Note. p < .01. ^p < .001. All z-values are two-tailed.

significant difference, as responding to questions was correlated significantly higher
with affective learning (i.e., z-value = 3.06) in American classrooms than Chinese
classrooms. Otherwise, the correlation coefficients found between confirmation
and learning outcomes in American and Chinese classrooms were not significantly
different from each other.

Discussion
The purpose of this study was to examine the generalizability of the relationship
between teacher confirmation and student learning outcomes across three cultures
(i.e., Turkey, China, United States). Two notable findings emerged from the data.
First, teacher confirmation was generally related positively to students’ affective
learning and motivation across all three cultures. Second, the magnitude of the
confirmation-learning relationship was significantly stronger in the United States
and China than it was in Turkey. Collectively, these results provide preliminary
support for teacher confirmation as a universally effective teaching behavior, while
also demonstrating that its strongest effects on learning appear to be found within
American classrooms.
Similar to the conclusions from numerous studies that have examined instructor immediacy across cultures (e.g., Johnson & Miller, 2002; Neulip, 1997), teacher
confirmation had positive effects on nearly all student learning outcomes across
cultures, with the exception of some Turkish learning outcomes. It appears, then,
by responding to students’ questions, demonstrating interest in students’ learning
and growth, and employing an interactive teaching style, instructors across various
cultures are likely to increase their students’ learning outcomes (Ellis, 2000, 2004).
Therefore, instructors from these cultures who desire to increase the affective
learning and motivation of their students are encouraged to incorporate
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confirmation (e.g., acknowledging students’ contributions) into their lecture and/
or presentation style. Although the effects may range depending upon the culture,
students appear to report higher levels of affective learning and motivation when
their instructor is confirming in the classroom (Goodboy & Myers, 2008).
Although the positive effects of teacher confirmation were expected and revealed
across the three cultures, it appears that instructors’ confirmation behaviors are
more beneficial for American and Chinese students than they are for Turkish students. Additionally, to a lesser extent, confirmation behaviors (i.e., responding to
questions) have a stronger relationship on students’ affective learning in the United
States than China. Collectively, these results are again similar to findings pertaining
to instructor immediacy across cultures (cf. McCroskey et al., 1995, 1996; Myers
et al., 1998). Neulip (1995) suggested that in American classrooms, teacher relational behaviors (e.g., immediacy) have become normative at the collegiate level,
to the point where they are expected by American students. Building his
arguments from Burgoon’s (1978) expectancy theory, Neulip (1995) suggested that
culturally driven student expectations of immediate and caring instructors influence the relationship between relational teaching behaviors and student learning
outcomes in America. It has also been noted, that unlike America, where the burden of learning often resides on the instructor (Neulip, 1997), in many high-context cultures like Turkey, students are expected to shoulder the majority of the
responsibility (Hall, 1976; Hofstede, 1980). Thus, as several scholars have pointed
out, instructors’ relational behaviors may not be as important (i.e., with regards to
learning outcomes) in high-context cultures as they are in low-context cultures
(McCroskey et al., 1995; Neulip, 1997).
Furthermore, the differences found in this study may also be informed by examining the nature of the teacher-student relationship across the three countries
involved. Confirmation behaviors, as they have traditionally been examined in the
instructional literature (Ellis, 2000, 2004), are rooted within the interpersonal context (Laing, 1961; Sieburg, 1973). Similarly, several scholars have insisted that in
the United States, the teacher–student relationship itself, is an interpersonal
relationship (Frymier & Houser, 2000; Nussbaum & Scott, 1980). However, this
argument is not necessarily as applicable in other cultures (Myers et al., 1998).
The student–teacher relationship in both China and Turkey has been described as
having a higher-power difference that coincides with the transactional approach to
teaching favored in the two countries (Abudaker, 2008; Girgin & Stevens, 2005).
Thus, in its current operationalization as an interpersonally rooted teaching
behavior, it appears that one reason why teacher confirmation has the strongest
influence on learning in the United States is because the relational component of
the teacher–student dyad is more closely linked to learning outcomes than in other
countries (Mottet, Frymier, & Beebe, 2006).
It also deserves to be noted that while the relationship found between confirmation behaviors and student learning outcomes varied in terms of magnitude across
the three cultures, the average reported levels of affective learning and motivation
were extremely similar across all three countries. Thus, we contend that while
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confirmation appears to play a stronger role in American education and similarly
in Chinese education, it does not inherently increase the quality of American and
Chinese education over Turkish education. In fact, on average, Turkish Chinese,
and American students reported very similar levels of motivation and affective
learning, suggesting that they like their instructors just as much and are just as
motivated for their classes. Ultimately, our data suggest that confirmation is generally perceived as a valuable teaching tool across these three cultures, but other
teaching tools (e.g., clarity; Zhang & Huang, 2008) may be valued more in cultures
such as Turkey where the relationship between confirmation and learning outcomes is considerably smaller. Future research should continue exploring this
notion as communication scholars continue to study effective teaching practices
across cultures.
Further attention should also be devoted to the difference found in the
confirming behavior of responding to questions and affective learning, which was
significantly stronger in the United States than both China and Turkey. One explanation could be because American students’ self-esteem is promoted at an early
age in their education and is sometimes valued over actual learning (Sykes, 1995),
and given the importance of individualism in the American classroom, it is unsurprising that American college students seemingly need to be confirmed more than
students from other countries to report higher levels of affective learning. As
Twenge and Campbell (2009) pointed out, “Americans are being persuaded that
becoming more vain, materialistic, and self-centered is actually a good thing,” and
that American educational “practices often produce self-centered, narcissistic
young people” (Twenge & Campbell, 2009, p. 38). Both Turkey and China are
generally perceived as collectivistic cultures that value group goals over individual
goals. Subsequently, collectivistic students may not need their instructors to be
confirming as much to enjoy the content and instructor of the class.
Limitations and Future Research
This study was not without limitations. First, although careful consideration was
taken in the translation process, it is possible that students in the Chinese and
Turkish samples misinterpreted or perceived unintended meanings through the
translation of the utilized scales. Zhang and Oetzel (2006) demonstrated the utility
of operationalizing scales that are specific to an individual culture so that items
are reflective of participants’ everyday experiences. As previously mentioned, the
current operationalization of confirmation appears to be strongly grounded within
the American classroom; thus, future research could explore variations of
confirmation scales that are culturally specific to other countries. However, for the
purpose of comparison, it is important to operationalize variables in a consistent
fashion (Goodboy et al., 2010).
Second, this study was largely atheoretical. This limitation was accepted by the
researchers for two reasons: (1) the authors used previous literature to justify the
importance of the topic and the purpose of the study, but sought to determine if
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any differences existed among the cultures empirically; and (2) the selection of a
theoretical framework, unless designed through pancultural practices, would have
inherently biased the direction of the manuscript. Ngwainmbi (2004) argued that
due to many extensive and ingrained cultural differences, it is likely that “Western
communication theories are not appropriate in analyzing learning situations in
Asian cultures” (p. 64). Thus, the authors elected to use relevant preexisting
research to inform the rationale of the current study. However, future research
should continue to test learning models and theories across cultures to determine
their applicability in various college classrooms. From this study, it is possible that
cultural values of power difference and individualistic/collectivistic orientations
influence the appropriateness of such models and their applicability in multiple
cultures. Thus, future research should consider integrating these concepts into
cross-cultural model examinations.

Conclusion
Communication scholars have suggested that conducting multicultural studies
which evaluate the effectiveness of teaching behaviors across cultures may be the
only way to “develop theory which will account for systematic differences which
may be introduced when teachers and/or students are not from the same culture
or are from a culture other than the dominant U.S. culture” (McCroskey et al.,
1996, p. 298). Instructional communication scholars continue to try and answer
this challenge by exploring the similarities and differences of teaching practices in
various cultures. This study contributed to this line of research by demonstrating
that the effects of confirmation are noticeably stronger in American and Chinese
classrooms than they are in Turkish classes. Confirmation remains an effective
teaching behavior that contributes to overall positive student outcomes (Ellis,
2000, 2004); however, this study highlights the extent to which the effects of
instructor confirmation differ across cultures and provides further justification for
why effective teaching behaviors studied exclusively in the United States should
continue to be examined in additional countries.
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