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Abstract
Given the breakout of the Covide-19 pandemic, online L2 learning has become more 
popular than ever so traditional in-person classroom instruction is giving way to virtual 
learning. The different approaches to virtual L2 learning entail learners’ serious engage-
ment to create their own learning pace. Instructors have a lasting effect on the students 
when they decide on how, where, and how well learners figure out and how they engage 
in interactions with each other. Engagement is concerned with rapport, which can be re-
inforced through scaffolding. Fostering rapport is claimed to improve engagement, degree 
of satisfaction, and collaboration, leading to effective engagement in the learning process. 
However, on the one hand, the relation between the two variables has not been examined 
in language learning, and on the other hand, they have not been investigated in an online 
scaffolding setting. In order to consider the issue, 586 EFL participants from universities 
in China were asked to take part in the study and they should answer two questionnaires, 
namely the student engagement instrument, and the teacher-student rapport scale. In so 
doing, 494 respondents were kept for the main analysis. The correlation between the two 
constructs through structural equation modeling (SEM) was 0.714, which is considered 
a significant and strong correlation. In a nutshell, some academic recommendations for 
educational stakeholders are provided.

Keywords Engagement · Online setting · Positive psychology · Scaffolding · Teacher-
student rapport

Introduction

Today, the incorporation of technology in the various aspects of humans is inevitable so 
different sections have been influenced by technology (Derakhshan & Malmir, 2020). One 
of these sections is education where technology can affect how students learn. Thanks to 
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the advancement of Information and Communication Technology (ICT), there has been a 
remarkable transition from the traditional in-person mode to online learning (Todo & Budi-
arta, 2018) and such a shift is obvious in China (Ma et al., 2020). How dynamically learners 
take part in the online learning context is called engagement which involves the efforts and 
time devoted by the students to online learning (Ma et al., 2015). Many investigations have 
considered engagement as a likely robust predictor of learners’ academic achievement (Sof-
fer & Cohen, 2019). It seems that engagement has a more effective role in online environ-
ments, where learners have no access to support from others (e.g., teachers and classmates) 
and feel isolated (Dabbagh & Kitsantas, 2012). It is claimed that language engagement 
foreshadows an L2 learner’s success given that it provides him/her with an opportunity 
to make remarkable progress in L2 classes (Baralt et al., 2016). Indeed, the construct of 
engagement has been broadly studied in general education given its impact on learners’ 
academic achievement or failure (Mystkowska-Wiertelak, 2020). In addition, teachers and 
educational administrators have attached special importance to the L2 learners’ engage-
ment in any L2 learning context (ESL/EFL classes) (Bond et al., 2020; Derakhshan, Fathi, 
Pawlak, & Kruk, 2022). Learner engagement has to do with the energy and vitality of the 
learners in their classes and is reflected noticeably in their behaviors, cognition, or emotions 
(Wang et al., 2021). Such an engagement is driven by a multitude of physical activities and 
emotional inspirations, which involve multilayered interactions, participation in learning 
tasks, and educational environments (Bond et al., 2020; Hoi, 2022).

As for the realization of engagement, as the first stage, forming and maintaining a posi-
tive relationship between teacher and learner as a kind of related factor should be taken into 
account as it can enhance learners’ motivation, and engagement (Dotterer & Lowe, 2011). 
Paying attention to interpersonal relationships and the efforts aimed at enhancing them may 
have an influential effect on the quality of L2 instruction (Dewaele & Pavelescu, 2021). 
Indeed, instructors are deemed as one of the essential components of society. This is because 
teachers can contribute to fostering this supportive relationship with the learners. In this 
context, the eminence of interaction with them is of enormous importance (Dörnyei & Ush-
ioda, 2013). Undoubtedly, as a multifaceted social organization, a classroom involves com-
plex interactions between teacher and learners; therefore, the ability to take part in social 
interaction has a key role in learning, resulting in the acquisition of ability and knowledge 
(Walqui, 2006). In the context of L2 education, interaction plays an essential role given that 
L2 acquisition and learning occur through the interactive construction of communication 
between L2 learners (Foote & Trofimovich, 2018). From Vygotsky’s perspective, the main 
contributor to cognitive development is the individual’s ability to internalize societal norms 
and activities through interactions with more knowledgeable others, such as peers with 
higher levels of intellectual competence (Matusov & Hayes, 2000). Accordingly, teachers 
need to pave the way for the performance of collaborative tasks in the classes where learn-
ers can experience the newly learned theories (Mart, 2018). The constructivist perspective is 
highly relevant to the context of online learning as in this theory, scaffolding can capture the 
contribution of the teacher to effective learning that enhance students’ engagement (Belland 
et al., 2017; Nguyen, 2022) characterizes scaffolding as a kind of assistance given by a more 
capable teacher or peer to a student. As a result, the student can do a task that he/she would 
not be able to do on his/her own. In recent decades, the term “scaffolding” has been used as 
an umbrella term for any kind of support (Mercer & Littleton, 2007). Despite the learning 
mode, whether face to face or online, teachers need to facilitate the learners’ transition from 
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their present level of ability to the higher level of ability. Vygotsky (1987) calls this level 
Zone of Proximal Development (ZPD) i.e., the level of ability where a learner cannot do 
something without the support of other people. Teachers should provide the students with 
the necessary support to enable them to go beyond their ZPD. Teachers make an impor-
tant contribution to facilitating learning by providing opportunities for effective interactions 
among the learners aimed at accomplishing tasks.

Although learner engagement has only recently caught the attention of L2 education 
researchers, and research on student engagement in L2 might be in its infancy, its growing 
scope and appeal can be seen, which is reflected in the increasing number of articles, theo-
retical and empirical studies (Dincer et al., 2019; Mystkowska-Wiertelak, 2020). Similarly, 
the advance in instructor-learner rapport contributes to L2 learners’ increased engagement 
and active participation in online classes (Shakki, 2022). Moreover, the newly developed 
technologies and the application of electronic curricula can create opportunities for learn-
ing and teacher training; however, the inclusion of scaffolding into online-learning settings, 
which is on the rise globally, is deemed challenging because of the high dependence on 
teachers and learners (Simons & Ertmer, 2005). Moreover, scaffolding has been extensively 
studied in both traditional in-person classes and the online environment due to the advance-
ment of technology (e.g., blended, online classes, etc.) (Hoi, 2022; Lascotte, 2018), so this 
study tries to inspect the correlation between teacher-student rapport and learners’ engage-
ment in online scaffolding setting.

Review of the Literature

Student Engagement

L2 learner engagement has to do with the extent to which a student devotes energy and effort 
to learn a target language (Zhou et al., 2021). Given the broad and complex nature of this 
concept, there have been different definitions, with investigations focusing on its different 
constituents. For instance, Hiver, Al-Hoorie, and Mercer (2021) describe learner engage-
ment as an individual’s degree of involvement in an L2 learning task, as well as the degree to 
which an activity, whether mental or physical activity, is goal-oriented. Student engagement 
in the L2 task is seen as a multilayered construct that is comprised of three interconnected 
facets: the individual’s emotional engagement, the individual’s behavioral engagement, and 
the individual’s cognitive engagement (Sang & Hiver, 2021). While learning the new lan-
guage, in the case of the emotional aspect, the focus is on the learner’s affective aspects such 
as motivation, eagerness, interest, and enjoyment (Phung et al., 2021; Wang & Guan, 2020). 
This aspect is related to students’ perceived attachment, belonging, and eagerness (Nunez & 
Leon, 2019). The learners with emotional engagement have proved to be more eager about 
their learning activities and educational context. Indeed, they express more willingness to be 
in classes and hold positive views about their learning experience (McKellar et al., 2020).

The second facet, namely, behavioral engagement is concerned with the quality and level 
of L2 students’ involvement in the learning tasks and class, as well as their persistence 
and effort (Carver et al., 2021). This facet is related to learners’ real willingness to take 
part in classes and do homework (Mercer, 2019). Behavioral engagement is echoed by the 
level and eminence of dynamic involvement (Philp & Duchesne, 2016). The third facet 
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i.e., cognitive engagement, is related to students’ mental processes, including their pur-
poseful devotion and the retention of their attention and intellectual effort (Zhou et al., 
2021). Cognitive engagement is closely associated with being exposed to mental challenges 
and concentrating on one’s tasks (Fredricks Blumenfeld, & Paris, 2004). In the case of the 
L2 classroom, verbal and non-verbal communication are deemed precursors of cognitive 
engagement (Zhou et al., 2021). The last aspect, i.e., the social one which is not included in 
some engagement models, is concerned with the quality and level of interactions between 
interlocutors, as well as their participation which signals the relational nature of L2 learning 
(Philp & Duchesne, 2016). Highly engaged L2 students show more diligence, alertness, and 
eagerness for L2 learning in language classes (Mercer & Dörnyei, 2020).

Teacher-student Rapport

The rapport between instructors and learners has been described as friendly, insightful, and 
sincere relationships between instructors and learners (Frisby, 2019). Therefore, rapport is 
viewed as a trusting relationship that yields a mutually respectful understanding for both 
instructor and the learners (Frisby & Gaffney, 2015). This is because of the many enjoyable 
experiences shared by the teacher and learners. As a relation-related concept, rapport has 
been found to increase the likelihood of constructive learning results (Frisby, 2019). Car-
ing for others is one of the main constituent elements of rapport, which is characterized by 
friendliness (Frisby & Gaffney, 2015). Learners perceive rapport as a crucial part of influen-
tial education (Burke-Smalley, 2018). Therefore, fostering rapport requires teachers to con-
stantly advocate for learners, have respect for their ideas, and to value their academic efforts 
(Wilson et al., 2012). In the same vein, Thompson (2018) asserts that teachers need to create 
an amicable, mutual relationship with the students so that their needs and interests can be 
taken into account. Rapport contributes to the creation of an enjoyable classroom atmo-
sphere, bringing about pleasant classroom experiences. This, in turn, enhances construc-
tive emotions regarding learning and leads to a better presentation (Delos Reyes & Torio, 
2020). Establishing and maintaining the rapport between teacher and learners is an essential 
feature of effective L2 learning and instruction given the interpersonal and social nature of 
language classes (Pishghadam et al., 2021). However, the behaviors contributing to forming 
relationships, such as rapport have been inadequately studied in the context of SLA, where 
such a relationship is seen as a primary component of successful education (Farrell, 2014). 
Specifically, the possible contribution of rapport to student engagement in L2 classes was 
only researched by Culpeper and Kan (2019), with the results showing that an increase in 
teacher-student rapport led to a growth in L2 students’ engagement in university, which 
encouraged them to post more contents and participate more actively in online classes.

Scaffolding

Sociocultural theory and ZPD can be drawn on by teachers as a theoretical foundation for 
using scaffolding techniques in their teaching strategy. In Vygotsky’s view, learning does 
not take place in isolation given that a multitude of factors influences the learning process, 
with social interactions seen as one of the most important factors (Raymond, 2000). Accord-
ing to Vygotsky (1978), scaffolding instruction emphasizes the role played by teachers and 
other knowledgeable people in promoting the learner’s development. This kind of support 
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can be realized by guiding the learners to reach that next stage or level. Scaffolding, which is 
also known as “instructional conversation,” has to do with the creation of a discussion con-
trolled by educators to obtain instructional objectives and familiarize learners with the target 
language (Engin, 2013). It also has come to be called “collaborative dialogue”, described 
by Swain (2000) as a conversation that drives the students to produce the target language 
and rejoin it while resolving a problem. According to Pea (2004), the notion of scaffolding 
has been defined so broadly by scholars in the context of the learning sciences that its real 
and operational meaning is not clear. In the same vein, Puntambekar and Hübscher (2005) 
argued that the term “scaffolding” is gradually being used as a synonym for support.

Scaffolding instruction, which involves the support provided by a more experienced per-
son to facilitate the learner’s development, is in line with the student’s ZPD (Chang et al., 
2002). ZPD is concerned with the gap between what an individual manages to do on his/
her own and the next level where doing or learning something requires the support of oth-
ers (Raymond, 2000). Indeed, learners can resort to their prior knowledge and internalize 
new information through being exposed to scaffolding teaching as a teaching tactic. The 
tasks related to scaffolding instruction target the level that is beyond the current level of the 
learner (Olson & Platt, 2000). Benefitting from the support provided by more capable oth-
ers, learners manage to carry out tasks that they used to be unable to do on their own; there-
fore, such a kind of support helps them through their ZPD (Bransford et al., 2000). It should 
be noted that the scaffolds are temporary; that is, scaffolds push the ZPD to do things more 
and more independently (Vygotsky, 1978). According to Vygotsky, as an instructional tool, 
scaffolding is provided by a teacher in an individual manner, which reinforces a learner’s 
ability to use his/her previously gained knowledge. Scaffolding can be employed in various 
content areas for different age groups and grades. As with the scaffolding used by construc-
tion workers to support a building, scaffolding in the context of education is viewed as the 
support provided to learners, which is adapted to their needs in achieving learning objec-
tives (Dinh, 2016).

Relationship Between Teacher Rapport and Engagement in Scaffolding Setting

As a useful instruction and learning strategy in the context of L2 learning, scaffolding 
encourages students to collaborate in joint activities. Scaffolding is seen both as an instruc-
tional tool in learning and as a source of support. Such a kind of support enables learners 
to improve their knowledge and skills by surpassing the limitations related to traditional 
learning and obtaining their learning outcomes (Levitt, 2017). For instance, studies exam-
ined the main features of scaffolding which deals with teachers’ essential roles in managing 
support in interaction. It is worth noting that interaction is the main tool whereby learn-
ing occurs (Walqui, 2006). Through helping peers, learners try jointly to become creative 
participants and enhance their understanding. The primary feature is contingency, which 
has to do with gradual support (Puntambekar & Hubscher, 2005). Contingency entails the 
instructor’s adapted support based on the existing level of the student’s performance, which 
must be either at the same or a little higher level (Van de Pol, Volman, & Beishuizen, 2010). 
Research shows that contingency is positively related to learning since the level of control 
increases in the case of failure and decreases in the case of learners’ accomplishment (Van 
de Pol Volman, & Beishuizen, 2012). The next feature is fading which is concerned with 
the calculated extraction of scaffolding (Jadallah et al., 2011). The next feature is delegat-
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ing responsibility from the professional to the learner (Van de Pol et al., 2010). In this 
movement, the beginner students distance away from other-regulation to self-regulation, 
which is seen as crucial for the progress of high-order intellectual tasks. This, ultimately, 
leads to independent activity, which yields internalization (Puntambekar & Hubscher, 
2005). Following the sociocultural theory, learning takes place as a socially related process 
through which instructors’ responsibility and ability to advocate for learner autonomy can 
be enhanced through scaffolding (Huang, 2013).

In addition, a large number of online investigations (Cho & Kim, 2013; Yang, Tsai, Kim, 
Cho, & Laffey, 2006) indicated that scaffolding provided by instructors in online courses 
and interactions makes an important contribution to enhancing students’ academic engage-
ment. For instance, Cho and Kim (2013) concluded that online scaffolding in social interac-
tion may streamline learner engagement in self-regulated learning. In the same vein, Mullen 
and Tallent-Runnels (2006) concluded that learners’ insight of theoretical and emotional 
support had a positive correlation with learning, the value placed on a task, and contentment 
with online courses. Moreover, Yang et al. (2006) indicated that the learners’ perceived con-
nectedness with their online teachers led to a high level of perceived self-efficacy and task 
value among the students in the online learning environment. Moreover, Shea, Li, and Pick-
ett (2006) noted that online teachers’ attempts to make interaction easier, such as guiding 
and giving feedback, have a positive relationship with the learners’ perceived connectedness 
and learning. They stated that the teacher’s dynamic function in directing and channeling 
learners’ interaction is an essential predictor of students’ engagement in an online setting. 
Such interactions contribute to shaping the concepts through the students’ encounters in a 
social situation (Bransford et al., 2000). Therefore, students’ engagement in social interac-
tion with expert people, including parents, instructors, and classmates, as well as with their 
environment impacts their success.

Based on research findings, rapport and cooperation between learners and teachers in a 
collaborative setting and through scaffolding are of enormous importance as it also affects 
their engagement. A study carried out by King (2014) revealed that comprehensive and 
prompt feedback provided by the teacher for learners during learning is valuable given 
that it enabled them to make progress in this process. Moreover, in their study, Thornberg, 
Forsberg, Chiriac, and Bjereld (2020) examined the effect of teacher-learner rapport on 
learners’ involvement. The results revealed that a solid instructor-learner relationship can 
enhance students’ engagement in the classroom. There has been growing attention to the 
interpersonal relationship between the teachers and learners given that it enables the learn-
ers to deal with their anxiety, and engage in shared activities and tasks (Xie & Derakhshan, 
2021). In addition, Belland, Kim, & Hannafin (2013) elaborate on the issues related to the 
ignorance of motivation in the learning context, scaffolding as an important technique to 
solve this issue. Scaffolding fosters problem-based learning. They also discuss how scaf-
folding can foster motivation. Consequently, they concluded that computer-based scaffolds 
could enhance enthusiasm and commitment.
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Method

Participants

Random sampling technique was adopted when selecting the participants. The sample was 
made up of 586 female and male EFL learners from 6 universities and 2 colleges in Henan 
and Anhui Provinces in China. Indeed, the sample included 50 male students (8.53%) and 
536 female students (91.47%). They were enrolled as undergraduates accounting for 67% 
and postgraduates accounting for 33% with different majors, such as Mathematics and Sta-
tistics, Law, English, Fine Arts, Economic Management, etc., and their ages ranged from 17 
to 25 years old. It is worth mentioning that through data screening, 494 respondents were 
conserved for the main analysis. Before the survey, informed consent was given to all of 
the participants.

Instruments

Student Engagement Instrument (SEI)

The SEI questionnaire developed by Appleton, Christenson, Kim, and Reschly (2006) con-
sists of 35 items using a 4-point Likert (from strongly disagree to strongly agree). This 
instrument is claimed to assess the following three sub-categories of emotional engagement: 
teacher-student connections, the support given by a colleague in connection with study-
ing, and the support is given by the guardian in connection with studying. It also assesses 
three sub-categories of intellectual engagement, 1- the conditions of school tasks, aims, and 
aspirations, and innate inspiration. The reliability of this questionnaire was 0.988 calculated 
through Composite Reliability.

Teacher Student Rapport Scale (T-SRS)

To measure how Chinese EFL learners assess their interactions with their educators, the 
“Teacher-Student Rapport Scale” (T-SRS) (Wilson & Ryan, 2013) was used. The P-SRS is 
made up of 34 items to which students rely on a 5-point Likert scale (strongly disagree to 
strongly agree). In this study, the consistency of the scale was found to be 0.965 through 
Composite Reliability. Items 2, 3, 6, 12, 14, 17, 24, and 33 were scored reversed.

Procedure

Initially, all participants were informed about the purpose of the study. They were all con-
vinced that their personal information would endure private. Consequently, they expressed 
their consent in writing and they showed their desire to take part in the study. Given the 
spread of the Convid-19 pandemic, the questionnaires were divided into two sections: T-SRS 
and SEI. The data were collected and investigated to examine the relationship between the 
two factors. As far as the questionnaire survey was concerned, an online version named 
“Questionnaire Star” was used, which has proved to be popular in China. Both Chinese and 
English versions were used to ensure the participants’ understanding and to guarantee data 
accuracy. It took a week to gather the data.
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Data Analysis

In agreement with the objective of the study the data was analyzed through structural equa-
tion modeling (SEM). First, the convergent validity for each construct was ensured for 
the given context by examining the loadings, average variance explained, and maximum 
variance explained. The problematic items were excluded. Then discriminant validity was 
ensured through Fornell and Larcker’s criterion. The composite reliability for each con-
struct was also reported. Finally, the correlation between the two constructs was reported 
based on the existing covariance in the model. The result showed a strong and significant 
correlation (r = 0.71, p < 0.01) between the two variables.

Results

Before commencing the analysis, the data went through some pre-processes to exclude the 
problematic data. At first, 586 solid answers were gotten from the administration of the 
questionnaires. No missing answer was found in the data, and the data were checked for pat-
terns. Consequently, 66 cases with odd patterns (35 with constant, 26 with decreasing, and 
5 with increasing patterns) were identified and omitted. Then, the standard deviation of par-
ticipants’ answers was calculated and those with values below 0.5 (N = 26) were excluded 
as they were regarded as unengaged participants. Hence, as a result of data screening, 494 
respondents were preserved for the main analysis.

Construct Validity

Initially, to make sure of the construct validity, a CFA was performed. The model had 2 
constructs (teacher-student rapport and student engagement) with items in the second order. 
Each construct was probed for non-significant loadings in unstandardized estimation and/or 
low estimates (below 0.5) in standardized estimation. Table 1 shows the results.

As indicated, no non-significant unstandardized estimates were found. Nevertheless, 
three items (R14 and R17, and R30), from the student-teacher rapport scale, and one item 
(SE28), from the student engagement instrument, with loadings below 0.5 were excluded. 
The exclusion criterion was taken from Kline (2016) who explains that such items endanger 
the convergent validity of the structure. Next, the modification indices with the threshold of 
10 were tested and the suggestions that were not contradictory to the literature were applied. 
Figure 1 delineates the final modified CFA model.

After applying the modifications, the model’s goodness of fit was scrutinized. Accord-
ing to Hu and Bentler (1999), for the model to have a goodness of fit, some criteria have to 
be met. These criteria, in conjunction with the values gained from the data, are reported in 
Table 2.

The results reported in Table 2 show acceptable to excellent goodness of fit. Next, the 
composite reliability (CR) and discriminant validity for each factor was examined (Table 3).

As reported, all of the variables had CR values above 0.7, which reveals acceptable reli-
ability. For both constructs the average variance explained (AVE) was above 0.5, indicating 
the convergent validity. Moreover, the maximum shared variance (MSV) was lower than 
AVE and the square root of AVE (the bold values in the table) was above the inter-correla-

1 3

1692



Journal of Psycholinguistic Research (2023) 52:1685–1705

Unstandardized Standardized
Estimate S.E. C.R. P Estimate

S.Engagement <--- Rapport 1.000 0.937
Perceptions <--- Rapport 1.270 0.075 16.922 0.000 0.962
TSR <--- Engagement 1.000 0.984
CRSW <--- Engagement 0.937 0.062 15.187 0.000 0.980
FG <--- Engagement 0.988 0.062 16.011 0.000 0.962
PSL <--- Engagement 1.011 0.048 21.038 0.000 0.949
FSL <--- Engagement 0.934 0.048 19.440 0.000 0.921
R11 <--- S.Engagement 1.000 0.732
R14 <--- S.Engagement 0.958 0.102 9.352 0.000 0.442
R15 <--- S.Engagement 1.267 0.076 16.623 0.000 0.776
R16 <--- S.Engagement 1.164 0.100 11.632 0.000 0.547
R17 <--- S.Engagement 0.728 0.107 6.783 0.000 0.322
R19 <--- S.Engagement 1.307 0.092 14.267 0.000 0.668
R22 <--- Perceptions 1.000 0.860
R25 <--- Perceptions 1.002 0.043 23.056 0.000 0.805
R26 <--- Perceptions 1.090 0.040 27.432 0.000 0.884
R27 <--- Perceptions 1.066 0.036 30.016 0.000 0.923
R28 <--- Perceptions 1.093 0.037 29.787 0.000 0.920
R29 <--- Perceptions 0.990 0.038 25.744 0.000 0.856
R30 <--- Perceptions 0.683 0.075 9.145 0.000 0.396
R31 <--- Perceptions 0.990 0.043 22.827 0.000 0.800
R32 <--- Perceptions 1.022 0.035 29.099 0.000 0.910
SE03 <--- TSR 1.000 0.837
SE05 <--- TSR 1.033 0.087 11.887 0.000 0.505
SE10 <--- TSR 1.145 0.078 14.653 0.000 0.600
SE13 <--- TSR 1.037 0.062 16.800 0.000 0.667
SE16 <--- TSR 0.967 0.041 23.532 0.000 0.839
SE21 <--- TSR 1.157 0.065 17.720 0.000 0.694
SE22 <--- TSR 1.155 0.052 22.313 0.000 0.812
SE27 <--- TSR 1.057 0.052 20.430 0.000 0.767
SE31 <--- TSR 1.022 0.045 22.647 0.000 0.819
SE02 <--- CRSW 1.000 0.628
SE09 <--- CRSW 1.179 0.077 15.227 0.000 0.816
SE15 <--- CRSW 1.054 0.070 14.991 0.000 0.799
SE25 <--- CRSW 0.964 0.065 14.786 0.000 0.784
SE26 <--- CRSW 1.047 0.079 13.311 0.000 0.685
SE28 <--- CRSW 1.028 0.102 10.117 0.000 0.495
SE33 <--- CRSW 1.052 0.070 15.056 0.000 0.804
SE34 <--- CRSW 1.052 0.070 15.014 0.000 0.800
SE35 <--- CRSW 1.162 0.080 14.536 0.000 0.767
SE04 <--- FG 1.000 0.663
SE06 <--- FG 1.092 0.075 14.574 0.000 0.720
SE07 <--- FG 1.011 0.062 16.226 0.000 0.817
SE14 <--- FG 0.967 0.059 16.445 0.000 0.830
SE23 <--- FG 1.138 0.066 17.197 0.000 0.876

Table 1 Unstandardized and Standardize Estimates of the Initial CFA Model
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Fig. 1 The Final Modified CFA Model with Standardized Estimates

 

Unstandardized Standardized
Estimate S.E. C.R. P Estimate

SE24 <--- FG 0.970 0.058 16.730 0.000 0.847
SE08 <--- PSL 1.000 0.828
SE11 <--- PSL 0.896 0.044 20.500 0.000 0.787
SE17 <--- PSL 0.860 0.043 19.833 0.000 0.770
SE19 <--- PSL 0.922 0.052 17.704 0.000 0.709
SE30 <--- PSL 1.014 0.053 19.297 0.000 0.755
SE01 <--- FSL 1.000 0.803
SE12 <--- FSL 1.042 0.056 18.740 0.000 0.764
SE20 <--- FSL 1.014 0.048 21.059 0.000 0.834
SE29 <--- FSL 0.898 0.043 20.641 0.000 0.822

Table 1 (continued) 
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tions of the factors, representing discriminant validity (Fornell & Larcker, 1981). Finally, 
the correlation between the two factors was 0.714, which is considered a significant and 
strong correlation.

Discussion

The results of the study show a significant correlation between the teacher-learner rap-
port and learners’ engagement in online scaffolding in the learning process. The learners 
had active participation in the L2 process and they came to understand how to solve their 
difficulties effectively and how to endorse their potential activities through rapport. This 
enhances self-regulation and intensifies the learning process. It also enhances authentic and 
substantive engagement in the learning process as a requirement for success. Based on the 
PP theory, students are eager for engagement in the learning procedure. Given the notable 
contribution of this construct to L2 success, it has been the focus of many studies (Reeve, 
2012). A SDT theory perspective revealed that a high level of learners’ engagement in a L2 
class is significant since it can predict learners’ advancement.

The advantage of scaffolding, as shown by empirical studies in the past, contributes to 
future development (Santrock, 2018). Investigations conducted recently (Jarvis & Baloyi, 
2020; Lascotte, 2018; van de Pol et al., 2012) have concluded that the use of scaffolding 
results in the learning enhancement in classroom interaction, students’ uptake of newly pre-
sented knowledge, collaboration among learners, and their higher-order thinking skills. The 
results of the study are in line with Hughes and Cao (2018) who pinpointed that rapport 
between instructors and learners fosters learners’ academic engagement by rendering the 
learning more appealing. Meanwhile, Pianta, Hamre, and Allen (2012) believe that a two-
way trustful relationship between instructors and learners can foster a sense of belonging 
among learners, which is advantageous for their behavioral and emotional engagement. 
Concerning the function of scaffolding in the relation between teacher-student rapport and 
engagement, it can be stated that students’ L2 practice in a reliable learning setting with a 
more knowledgeable individual brings them many advantages. Sociocultural theory yields a 

Table 3 Composite Reliability and Discriminant Validity of the Factors
Fornell-Larcker

CR AVE MSV Rapport Engagement
Rapport 0.965 0.933 0.509 0.966
Engagement 0.988 0.941 0.509 0.714** 0.970

Criteria Threshold Evaluation
Terrible Acceptable Excellent

CMIN 2491.986
df 876
CMIN/df 2.845 > 5 > 3 > 1 Excellent
RMSEA 0.067 > 0.08 < 0.08 < 0.06 Acceptable
CFI 0.915 < 0.9 > 0.9 > 0.95 Acceptable
TLI 0.905 < 0.9 > 0.9 > 0.95 Acceptable
SRMR 0.043 > 0.1 > 0.08 < 0.08 Excellent

Table 2 Evaluation of the CFA 
Goodness of Fit
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good framework whereby one can examine the interactions unfolding in classroom. This is 
because cognitive development which is deemed as one of its main principles is embedded 
in a social setting. Furthermore, as pointed out by Ellis (2000), this theory deals with the 
way in which learners carry out a task, as well as how the interaction among students can 
facilitate and help in the L2 acquisition process.

The strength of the rapport between teachers and learners can make an important con-
tribution to the enhancement of student engagement (Pianta et al., 2012). Indeed, social 
interaction and cooperation enable students to engage in intricate social tasks and work 
out new things (Walqui, 2006). Furthermore, students’ engagement in a collaborative task 
facilitated by the support of a proficient person can enhance education (Yildiz & Celik, 
2020). The nature of the relationship between an instructor and learners in L2 classrooms is 
very crucial (Xie & Derakhshan, 2021), given that both L2 educators and students take part 
in emotionally and relationally reinforcing communication. Indeed, teachers intentionally 
take advantage of positive interpersonal prompts to positively affect L2 students that can 
increase the likelihood of favorable academic behaviors, such as engagement (Derakhshan, 
2022; Mercer & Gkonou, 2020). Likewise, mutual care between an instructor and students 
can reduce undesirable emotions, including boredom, anxiety, and fear. This can contribute 
to fostering engagement among learners (Furrer & Skinner, 2003).

The rapport between learner and teacher, as well as the collaboration between the stu-
dents themselves, can take place synchronously and asynchronously, with the learners being 
encouraged to interact with learning materials. Such kinds of interaction occur interperson-
ally, where both parties are provided with the chance to engage in negotiation for meaning. 
Synchronous L2 learning, particularly, with the help of innovative technologies, makes it 
possible for real-time interaction. Within the context of this learning, the teacher serves 
as a more capable agent who intervenes and support by providing scaffolds, prompts, and 
encouraging the learning process (Hung, 2019). Besides, the research findings are in line 
with those studies by (Li, 2012; Smit & Van Eerde, 2013; Van de Pol et al., 2012) that lend 
support to the efficacy of appropriate support on the part of teachers by providing (as a 
facilitator) scaffolding can have important implications for learners concerning moving on 
from the other-regulation to the self-regulation stage. Specifically, such support contrib-
utes to the creation of supportive conditions for enhancing learners’ comprehension, and 
engagement in the L2 classes (Ganem-Gutiérrez, 2008). The effect of scaffolding on learn-
ing is realized through the teachers’ support provided timely interaction, which also leads to 
learner autonomy (Huang, 2007). The use of scaffolding in teaching in an online environ-
ment encourages the learners to practice l2 in connection with their schedule. Also, this kind 
of teaching can reduce the frustration to meet their special needs if the students avoid taking 
part in collaborative learning in a virtual learning environment that consequently inspires 
their motivation and increases their engagement (Liu et al., 2022).

Conclusion and Pedagogical Implications

Social cognitive theory is implemented to regulate the association among students, behav-
ior, and setting which sequentially assists to determine the perseverance of online learners 
and it also gives prominence to providing an active learning setting via interaction and 
rapport (Derakhshan et al., 2022). Diverse kinds of online interactions and rapport can be 
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employed in the online setting such as student-student, student-instructor, and student-con-
tent (Arifani et al., 2020). Adopting a modified role, teachers make use of scaffolding to 
guide the students in developing their knowledge and enhancing their effective learning. 
Indeed, scaffolding, as one of many instruction strategies, has to do with how teachers pre-
pare EFL learners prior to carrying out the activity, and how the activities are structured. 
This provides them with the language and guidance required to carry out the activity. It can 
contribute to improving students’ confidence, engagement, and readiness (Timmis, 2019).

There has been an emphasis on scaffolding and its pedagogical implications for in-person 
teacher-learner interaction where knowledge transformation occurs as learners take insights 
from the instructor, a more knowledgeable interactant in the educational procedure. More 
specifically, learning takes place individually following its realization on a social level 
which can be spotted through diagnostic assessment within the ZPD. Moreover, scaffolding 
can be useful to L2 instruction and learning in the context of online learning. Indeed, scaf-
folding has the potential of fostering learners’ uptake of L2 skills.

Thanks to the formation of rapport, EFL learners can create the connection between rap-
port and their engagement in the scaffolding setting. The results of this investigation reveal 
that in group work, the use of a teacher’s support through rapport on the part of students 
improves students’ engagement and consequently learning success. So, as a crucial way 
to enhance engagement among EFL learners, scaffolding instruction drives instructors to 
improve their learners’ learning more effectively. Especially, EFL instructors are advised 
to use scaffolding techniques to enhance EFL learners’ engagement, which is deemed an 
essential goal of education (Wang et al., 2021). Acting as an instructor to support the media-
tion of learners, their commitment and support slow down the student’s route to self-regula-
tion. From this perspective, educators must be responsible for the appropriate and adequate 
support and monitor the EFL learners’ engagement in learning. This is because mediation 
must be internalized by the people, improving their capability to self-regulate their behavior. 
The studies on the rapport between instructor and learner show how the assistance provided 
by the teacher can enhance L2 efficiency, providing chances for the negotiation of meaning 
and the facilitation of communicative exchanges (Danli, 2017).

EFL teachers are also advised to be cognizant of the efficacy of online scaffolding in 
enhancing the teacher-learner rapport since it leads to learner engagement. Therefore, scaf-
folding is likely to enhance the level of students’ reliance on educators’ support. The extent 
to which learners take up educators’ care is claimed to enhance learners’ progress as new 
information is incorporated into their current knowledge schemes (Wittwer & Renkl, 2008). 
One can see scaffolding as the support provided in consistence with the ZPD. Scaffolding 
is used as a metaphor in the literature about dyadic interactions, which occur between a 
teacher and small groups of learners (Smit & Van Eerde, 2013; Van de Pol et al., 2012). 
Given the increasing need for effective online courses, teachers should be well aware of 
the features of online education. This would enable them to provide optimized online scaf-
folding; therefore, an online course with high quality can be developed and presented to 
improve the learner engagement that brings about success in e-learning. In addition, instruc-
tors need to develop thought-provoking and appealing tasks following students’ levels and 
interests. An intimate relationship (rapport) can provide ample opportunities to encourage 
learners in classroom activities that can foster their participation and excitement for L2 
learning. The incorporation of technology can contribute to enhancing online learning and 
teaching as it helps to provide scaffolding by opening up new opportunities for learners to 
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jointly co-build their knowledge. This makes it possible for them to increase their autonomy, 
motivation, and engagement (Reinders & Hubbard, 2012).

The results have implications for EFL material and textbook developers who can design 
textbooks. These books incorporate techniques used to provide scaffolding to improve 
teacher-student rapport and engagement. Teachers should use these techniques to stimulate 
autonomy support by allowing students to ask questions and take part in the debate, discuss-
ing multiple problem-solving strategies that all can be conducted through rapport that is a 
kind of scaffolding and not only cultivate independence in the EFL milieu but also maintain 
learners’ engagement and accordingly accomplishment (Al-Issa, 2014). Furthermore, by 
providing tasks that can trigger communication, an interactive setting in the classes may 
be constructed and created in a way that surges students’ engagement (Wang et al., 2021).

The results of this paper signal the need for more inquiries in the future, particularly, 
experimental studies aimed at identifying the types of scaffolding strategies students and 
teachers can use for enhancing student interaction related to EFL students’ engagement. 
This is because experimental research yields more convincing evidence regarding the 
impact of scaffolding strategies on learner engagement. Since the present study was carried 
out in China as an EFL context, the findings may not be generalized to ESL environments. 
Prospective investigations about this issue should be conducted in an ESL country to see 
whether or not the same results will be obtained.

Questionnaire

Giving Consent
I hereby declare that I voluntarily participated in this study. I let the researchers use my 

responses as data as far as my identity remains anonymous. In addition, the researchers 
guarantee that all information I provide for this study will be treated confidentially.

Yes
No
Demographic Information
Gender:
Male
Female
Age:
Questionnaires:
* Please consider “normal times” when you answer the statements NOT during COVID-

19 pandemic.
Teacher Student Rapport
1(strongly disagree) to 5 (strongly agree)
1 Strongly disagree
2 Disagree
3 undecided (neither agree nor disagree)
4 Agree
5 Strongly agree
1. My professor and I get along
2. My professor is not helpful
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3. My professor is inconsiderate
4. My professor is understanding
5. My professor is thoughtful
6. My professor is disrespectful
7. I understand what my professor expects of me
8. My professor is aware of the amount of effort I am putting into this class
9. I respect my professor
10. My professor is a mentor to me
11. My professor encourages questions and comments from students
12. My professor is not friendly
13. My professor is approachable
14. I dislike my professor’s class*
15. My professor makes class enjoyable.
16. I want to take other classes taught by my professor
17. My professor’s body language says, “Don’t bother me”.
18. My professor maintains eye contact with me
19. I really like to come to class.
20. My professor and I communicate well
21. My professor is eager to help students
22. My professor is compassionate
23. My professor encourages me to succeed
24. I feel I have learned much less from this professor compared to others I have had in 

the past
25. My professor is confident.
26. My professor enjoys his or her job
27. My professor cares about students.
28. My professor is enthusiastic
29. My professor is a role model
30. My professor wants to make a difference.
31. My professor is receptive
32. My professor is reliable
33. My professor is unfair
34. My professor will spend extra time going over a concept if students need it.
Student Engagement Instrument(SEI)
1 Strongly disagree
2 Disagree
3 Agree
4 Strongly agree
1. My family/ guardian(s) are there for me when I need them.
2. After finishing my school work I check it over to see if it’s correct.
3. My teachers are there for me when I need them.
4. Other students here like me the way I am.
5. Adults at my school listen to the students.
6. Other students at the school care about me.
7. Students at my school are there for me when I need them.
8. My education will create many future opportunities for me.
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9. Most of what is important to know you learn in a school.
10. The school rules are fair.
11. Going to school after high school is important.
12. When something good happens at a school my family Guardians want to know about 

it.
13. Most teachers at my school are interested in me as a person not just as a student.
14. Students here respect what I have to say.
15. When I do school work I checked to see whether I understand what I’m doing.
16. Overall my teachers are open and honest with me.
17. I plan to continue my education following high school.
18. I’ll learn but only if the teacher gives me a reward.
19. School is important for achieving my future goals.
20. When I have problems at the school my family/ Guardians are willing to help me.
21. Overall, adults at my school treat students fairly.
22. I enjoy talking to the teachers here.
23. I enjoy talking to the students here.
24. I have some friends at a school.
25. When I do well in school it’s because I work hard.
26. The tests in my classes do a good job of measuring what I’m able to do.
27. I feel safe at school.
28. I feel like I have it say about what happens to me at a school.
29. My family/ guardian what me to keep trying when things are tough at the school
30. I am hopeful about my future.
 31. At my school teachers care about students.
32. I will learn but only if my family/ Guardians give me a reward.
33. Learning is fun because I get better at something.
34. What I’m learning in my classes will be important in my future.
35. The great in my classes do a good job of measuring what I am able to do
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