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                                 ABSTRACT 

 

The present dissertation has been conceived from the recognition of the impact that 

affective factors (emotions and beliefs among them) have on teachers and students in their 

processes of teaching and learning a foreign language. It aims at elucidating how certain 

affective factors, namely anxiety, motivation and self-concept, influence students‟ and 

teachers‟ interactions in an Argentinean EFL secondary school context. The bibliographic 

review revisits literature related to EFL students‟ affective factors as well as research on 

interactions between students‟ and teachers‟ emotions and beliefs. The participants of this 

study were 61 EFL teachers and 1522 secondary school students in 5th year from secondary 

schools in Rio Cuarto City and nearest towns. The study was framed on the Positive 

Psychology (PP) theory (Seligman, 2011) and followed a mix-method approach: it combined 

a quantitative strategy of collecting a large amount of data through a likert-scale survey and a 

cross-case analysis technique (Patton, 1990) to compare and contrast teachers‟ and students‟ 

perspectives.  Data from the likert-scale survey was analyzed quantitatively using a statistical 

program for the social studies (SPSS). For qualitative content analysis, Oxford‟s (2014) 

adaptation of the PERMA model was used. Results showed the existence of certain gaps 

between teachers and students in relation to students‟ anxiety and self-concept; and both 

similarities and differences in relation to motivation. Accordingly, both groups referred to 

different sources of students‟ anxiety and motivation and referred to self-concept from their 

own particular perspectives. The contemplation of beliefs and affective factors as a key aspect 

of the whole language acquisition picture appears as an imperative call in order to improve 

the classroom atmosphere which, in turn, may lead not only to academic success but also to 

the wellbeing of both parts involved in the process: teachers and students. 
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                               CHAPTER 1. INTRODUCTION 

 

The present introductory chapter consists of the following parts. Section 1.1 presents the 

statement of the problem, and then 1.2 states the motivation and relevance of the study. Next, 

sections 1.3 and 1.4 describe the context and purpose of the study, respectively. Finally, 

section 1.5 establishes the general organization of the present work. 

 

1.1 Statement of the problem 

The concern for the affective variables and their influences on the learning processes 

has been a growing interest in the field of education since the last decades of the past century 

(Arnold, 1999; Damasio, 1994; Le Doux, 1998). More recently, the role of emotions has 

increasingly gained more important places within educational research and practice at 

different levels and contexts and, more specifically, in the realm of English as a Foreign 

Language (EFL) (Oxford, 1996, 2015). In spite of the latest interest and scientific contribution 

to the field, the perception is that, in the actual practice of the teaching and learning of EFL, 

there seems to be a tendency to favour cognitive over affective factors. In Argentina, the 

educational system, governmental regulations, institutional authorities, teachers and even 

students themselves still appear to measure academic success mainly in relation to passing 

marks or grades. The importance of the relationship between affective factors and better 

language achievement seems to be more within the theoretical than the practical realm. It is 

only recently that some aspects related to emotional education have been incorporated to EFL 

programmes in the Curricular Guidelines 2011-2020 (Ministerio de Educación de la Provincia 

de Córdoba). However, the actual implementation of emotion-related pedagogies still seems 

to have little impact on pre-service instruction and professional practice in view of the 

recurrent difficulties expressed by teachers and students to handle certain emotional issues or 

affective factors in the classroom. 

 



2 

1.2 Motivation and relevance of the study 

The present dissertation is conceived from the acknowledgment of the preponderant role 

of beliefs and their inherent interaction with emotions in the field of EFL teaching and 

learning (Barcelos, 2015). The importance of raising more awareness of the relationship 

between cognition and affective factors has been highly reported (Kalaja & Barcelos, 2012). 

The present thesis is conceived under the understanding that a more attentive look on 

affective factors might contribute to lessen some of the negative aspects present in the 

secondary school environment nowadays such as conflictive classroom atmospheres, 

unmotivated students and burnout teachers (Malander, 2019) as well as students‟ poor 

academic levels at the end of their secondary school program (Liruso, 2009). Consequently, it 

is in the consideration of the importance of the interweaving relationship between cognition 

and emotions that the present work focuses on the voices of the main actors involved in EFL 

teaching and learning. The ultimate aim is to contribute to a better academic achievement 

fostering the improvement of students‟ and teachers‟ wellbeing. Particularly, the present work 

focuses on three of the most widely studied concepts within the foreign and second language 

field: motivation, anxiety and self-concept (Oxford, 1996). The selection of these three 

constructs corresponds to the intention of achieving a more comprehensive look at the 

complex nature of the relationship between affective variables and the language learning 

process (Barcelos, 2013). 

 

1.3 Context of the study 

The present thesis is based on the data obtained from a survey conducted throughout the 

2014 school year in 40 public and private secondary schools located in the city of Río Cuarto 

and nearby area, Córdoba, Argentina. The target population were 5th year secondary school 

students (aged 16/17) and EFL teachers. In all, 1522 students and 61 EFL teachers voluntarily 

participated in the study. The province of Córdoba states a six-year cycle for its secondary 

school level. The teaching of the English language is compulsory and consists of an average 

of 120 minutes of instruction divided in two weekly encounters.  
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1.4  Purpose  

The purpose of the current study is to analyze and compare certain teachers‟ and 

students‟ beliefs and emotions in secondary schools. The aim is to reveal how different 

perceptions of anxiety, motivation and self-concept impact on English Language Learning 

(ELL) and to enquire about the nature of the correspondence between teachers‟ and students‟ 

perceptions. The intention is to unveil the relationships among anxiety, motivation and self-

concept that students and teachers manifest in reference to their EFL learning experience and, 

ultimately, how these constructs relate between both groups. The utmost goal is to pay 

attention to the voices of the main actors involved in the EFL teaching and learning processes 

in order to reconsider the importance of attending to affective factors at Argentinean 

secondary school EFL instruction.  

 

1.5 Organization 

The next five chapters in the present work are organized as follows.  Chapter 2 deals 

with the literature review related to the research field and the theoretical framework of the 

study. Further on, Chapter 3 depicts the methodological design applied, the objectives and 

the research questions that triggered the study, as well as the description of the processes of 

data collection and analysis. Chapter 4 describes the results obtained from the two 

methodological approaches adopted for the present work: quantitative and qualitative. Then, 

Chapter 5 concerns the discussions in light of the results obtained. Finally, Chapter 6 

presents pedagogical implications, lines for future research, strength and limitations, as well 

as some conclusions and final remarks.   
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CHAPTER 2.  LITERATURE REVIEW AND 

THEORETICAL FRAMEWORK 

 

This chapter is framed in two main sections dealing with the state of the art and 

theoretical framework embraced by the present work. Section 2.1 presents the literature in the 

field revisited for the present study. Section 2.1.1 refers to literature related to EFL and 

students‟ affective factors and section 2.1.2 covers research on the interactions between 

students and teachers‟ affective factors. Section 2.2 describes the theoretical framework. 

 

2. 1  Literature Review 

Since the mid-1980s there has been a growing interest in affective factors among 

researchers from different fields: Sociology, Anthropology, Psychology and Education. 

Lately, this interest has particularly grown in the field of Applied Linguistics, highlighting the 

intrinsic relationships of affective factors and their influence on EFL teaching and learning 

(Arnold, 1999; Barcelos & Kalaja, 2011). For the purposes of the present dissertation, this 

section revisits relevant literature considering the study of affective factors from students‟ 

perspectives; finally, the review is centered in research related to the relationship between 

students‟ and teachers‟ affective factors.  

 

2.1.1 Research on students’ affective factors 

In relation to the relevance of affective factors in EFL, several studies can be mentioned 

regarding students‟ beliefs and emotions and the interaction with EFL learning. Macdonald 

(2005), measured attitudes towards learner autonomy in Hungarian English language college 

students and the results showed some increase in learners‟ autonomy beliefs among students 

after a one-term intervention with a newly designed language practice program. Similarly, 

Martínez Agudo (2014) enquired about the beliefs of 218 Spanish learners and found 

evidence that the way students learn English affects in some way their beliefs and perceptions 
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about the EFL learning process. Likewise, Murphey, Falout, Elwood and Hood (2009) 

conducted a study that involved 440 Japanese EFL students and aimed at finding out whether 

including students‟ voice might improve learning. The results showed that while the teachers 

were concerned about the students‟ silence, the students asked for more communication in the 

classroom. The authors concluded: “By listening to our learners‟ voices we ourselves were 

transformed, changing our values and practice” (p 238). Imai (2010) examined two groups of 

Japanese university EFL students engaged in a series of meetings to prepare for an oral group 

presentation. This research aimed at answering how students discursively constructed and 

shared their emotionality and how such emotionality related to their collective thinking 

process and task organization. The outcome showed that emotions can be not only reactions 

but also mediators between the demands of acquiring a language and a subsequent positive or 

negative learning behavior (Imai, 2010). By the same token, Méndez López and Peña Aguilar 

(2013) investigated how foreign language learning motivation is shaped by emotions. The 

authors asked 18 Mexican university English language learners to contribute with personal 

narratives, emotional reaction journals and semi-structured interviews for the study. The 

concluding results showed that emotional experiences were identified as having a significant 

role in Mexican students‟ motivational behavior during classroom instruction. Following a 

similar line of research, Sim (2005) conducted a study where 17 Chinese English as a Second 

language (ESL) learners showed how they approached learning with reference to motivation, 

beliefs, attitudes, strategies and affective factors. The affective factors were classified as 

positive (enjoyment, growing confidence, interest and encouragement) and negative (dislike 

of English, fear, shame, regret, frustration and conflict). In view of the results, the author 

concluded that students who reported positive feelings had a more positive view about ESL 

learning than those who declared negative feelings and perceived more inhibitions in their 

prospects of learning. More recently, Deveci (2014) conducted a qualitative study with 32 

preparatory EFL Turkish learners aged 19 to reveal what factors affected their transformative 

learning experience patterns. Results evidenced that language learners were likely to 

experience some sort of transformative learning by being exposed to certain types of 

disorienting dilemmas (negative experiences in previous language classes that create serious 

tension). These dilemmas led them to examine themselves and assess their beliefs and 

assumptions.  
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In a more local context, a series of studies were conducted by a research team at the 

Universidad Nacional de Río Cuarto (UNRC) to analyze the beliefs of 1522 students about 

teaching and learning EFL at secondary school (Valsecchi, Barbeito, Placci, Olivero, 

González, Ponce, Sánchez Centeno and Sacchi, 2011). One of the studies (Barbeito, Placci, 

Ponce & Galfioni, 2016) focused on students‟ beliefs in relation to the following aspects: role 

of grammar, motivation, learning strategies, materials and the use of technology, amount of 

hours devoted to English in the curricula, use of English in class and discipline. The authors 

concluded that the beliefs sustained by students influenced their learning process 

significantly. In a similar vein and based on the same data, Valsecchi, Barbeito and Olivero 

(2017) analyzed students‟ answers to a likert-scale questionnaire in order to find out how this 

population envisioned EFL instruction. According to the authors, their findings seem to 

reflect the complex, multifaceted and sometimes contradictory nature of beliefs. The scarce 

bibliography found in reference to our local context connected with students‟ beliefs and 

affective factors accentuates a need to address this gap which the present work intends to 

cover. 

 

2.1.2 Research on the interactions between students and teachers’ affective 

factors 

Researchers have also focused their interest in inquiring into the discrepancies and 

concordances between teachers‟ and students‟ views in relation to the implications of beliefs 

and emotions in the EFL field. Some scholars have attributed mismatches between learners‟ 

and teachers‟ perspectives primarily to cultural differences and prior teaching and learning 

experiences (Canagarajah, 1993; Kumaravadivelu, 1991). Some other studies (Block, 1990; 

Nunan, 1995) sought to discover whether there were discordances between learner and 

teacher perspectives concerning innovation or learner–centered language learning practices. 

Different research studies (Brown, 2009; Kern, 1995; Schultz, 1996) focused on some 

common second language issues such as teacher and learner beliefs about oral language 

instruction, teacher and student role expectations, error correction, grammar teaching and the 

use of L1 in L2 classrooms.  
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A number of research studies have shown that discrepancies between teachers‟ and 

learners‟ perspectives have negative effects on the students, such as learner resistance 

(Kumaravadivelu, 1991; McCargar 1993; Peacock, 1998), frustration (Horwitz, 1995), 

unwillingness to participate, and dissatisfaction (Gabillon, 2013).  

The referred evidence in research shows the concern to investigate the issue from 

different perspectives and focusing on different agents and aspects of the learning process. 

However, there seems to be an absence of a more comprehensive view about students‟ and 

teachers‟ beliefs and emotions and the interactions of these factors in the EFL learning 

process. In addition, more research is required to unveil teachers‟ and students‟ perspectives 

which could contribute to fulfil a void for deeper analysis in more local contexts. In order to 

address these needs, the present work aims at comparing the perceptions of teachers and 

students, in relation to the interactive nature of emotions and beliefs about EFL in secondary 

schools in the city of  Río Cuarto and its outskirts. 

 

2. 2 Theoretical Framework 

This section aims at describing the theoretical underpinnings regarding the main 

constructs involved in the present work. Section 2.2.1 focuses on a conceptualization of 

affective factors in EFL teaching and learning in relation to emotions (2.2.1.1), beliefs 

(2.2.1.2), the nature of the interaction between emotions and beliefs (2.2.1.3); and finally the 

three constructs under study are defined: anxiety, motivation and self-concept (2.2.1.4). 

Section 2.2.2. focuses on the rationale related to positive psychology as a theoretical 

background of reference for the present work. 

 

2. 2. 1 Affective factors 

The relationship between affective factors and cognitive processes has been studied 

from diverse points of view within the fields of Education, Psychology and Applied 

Linguistics. The different standpoints from where the connection between cognition and 



8 

affect has been considered can be traced from ancient philosophers to modern neuroscientists. 

A vast number of scholars have devoted their work to the study of the interrelation between 

knowledge acquisition and affective aspects (Damasio 1994; Vygotsky, 1978, 1987).   

There are many indications from the teaching and learning experience, as well as from 

empirical research, that attention to affect can bring many positive changes to the classroom.  

According to the latest views, EFL teaching and learning processes would be more effective if 

they were “affective” since “the affective component contributes at least as much as and often 

more to language learning than the cognitive skills” (Stern, 1983, p. 386). Within the realm of 

second language acquisition, Krashen‟s theory of the affective filter (1982) appears as a 

limestone to describe how affective factors relate to the second language acquisition process 

and how negative affective attitudes hinder the optimal acquisition of a second or foreign 

language. According to this theory, learners with high negative attitudes, i.e., high levels of 

anxiety, low levels of self-confidence or motivation, will have poorer results than those 

acquirers whose more positive disposition will pave their way to a more successful language 

learning (Krashen 1982).  Along this line, and more recently, the role of emotions and beliefs 

has increasingly gained more importance within educational research and practice at different 

levels and contexts.  

The following subsections provide a description of the main affective factors that serve 

as a framework in this study, namely, emotions, beliefs, anxiety, self-concept and motivation 

in relation to applied linguistics and the relationships among them. 

 

2. 2. 1. 1 Emotions 

The role and conception of emotions in the learning process has been of increasing 

interest in the EFL field.  Emotions in the educational realm have been referred to as „the 

elephant in the room‟ (Swain, 2013; p. 195), in the sense that everyone knows they are 

present but, at the same time, they are considered a delicate and huge matter to understand 

and control. Considered as a driving force linked to the past, the present and the future of our 

actions, emotions are regarded as an “integral part of cognition”; socially and culturally 

derived and, along with cognition, they mediate learning (Imai 2010). Emotions are socially 
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constructed in dialogue, and eventually, those emotions mediate in learning outcomes. The 

source of emotional meaning appears to be social and cultural in the same way cognition is; 

human beings are considered to internalize emotional meaning from their interactions with 

others (Swain, 2013). Research seems to have proved the strong relationship between emotion 

and cognition, which gives origin to learning “within a complex dynamic system” (Oxford, 

2015). Observed as “the primary human motive”, emotions operate as amplifiers and provide 

energetic intensity to all human behavior, including language learning (MacIntyre, 2002). 

From this perspective, all learning is a powerful combination of cognition and emotion.  

When dealing with the affective side of language learning, attention needs to be paid both to 

how we can overcome problems created by negative emotions and how we can create and use 

more positive, facilitative emotions (Arnold & Brown, 1999).  

 

2. 2. 1. 2 Beliefs 

Beliefs in language learning are regarded as a component of metacognitive knowledge, 

which includes all that individuals understand about themselves as learners and thinkers, 

including their goals and needs (Flavell, 1987). Even though the construct has been regarded 

as difficult to define (Pajares, in Barcelos 2011), evidence in research seems to support the 

claim that beliefs cover a cognitive as well as social dimension; and apparently influence key 

aspects such as behaviors, strategies and approach to language learning (Barcelos & Kalaja, 

2011).  

In relation to students‟ beliefs, it has been said that, together with motivation, attitudes 

and learning styles, beliefs frame what and how individuals learn (Breen, 2001). Learners‟ 

beliefs have been increasingly recognized since Joan Rubin‟s 1975 depiction of the good 

language learner. The domains of belief which are acknowledged relevant are the beliefs 

learners hold about themselves, about language and language learning and about contexts in 

which they participate as language learners and users. 

Beliefs are considered important not only from the students‟ perspective but also from 

the instructors‟ side. Teachers‟ beliefs refer to perceptions and attitudes in relation to their 

own profession and their students. Research has concluded that the beliefs that the teachers 
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sustain guide their impressions and judgments and, in turn, influence their actions in practice; 

consequently, the consideration and study of teachers‟ beliefs has become crucial in order to 

improve professional instruction and development (Pajares, 1992). 

The interrelation between teachers‟ and students‟ beliefs and their close context has also 

been considered relevant in terms of mutual influence. Beyond accordances or differences, 

both agents, students and teachers, intend to impose their own perspectives in their shared 

environment which, in turn, translate into actions aimed at changing or validating their own 

beliefs (Barcelos, 2014). Learners and teachers stick to their perceptions and, in consequence, 

these conceptions are used to interpret their own experiences and guide their behaviors 

(White, 2008).  

In acknowledgement of the importance of teachers‟ and students‟ beliefs and their 

mutual interaction, the present dissertation focuses on the study and analysis of certain 

students‟ and teachers‟ perceptions in specific reference to three affective factors: anxiety, 

motivation and self-concept in our local reality.  

 

2. 2. 1. 3 Interrelation between Emotions and Beliefs  

Beliefs are considered to be part of emotions since they provide the meaningful 

dimension to events or actions driven by emotions; and in this reciprocal sense, beliefs are 

said to be emotional in their core nature (Barcelos, 2015). Alterations in emotions result in 

different actions; similarly, beliefs can shape understanding and influence actions (Aragão, 

2011). The deep nature of the interaction between emotions and beliefs has been a main 

concern in recent research in the area of affective factors. Along this line, the present 

dissertation acknowledges and shares the view of this interwovenness and, therefore, 

embraces the study under this conception. The present work also analyses emotions and 

beliefs as related to other affective factors: on the one hand, motivation and self-concept, in 

relation positive affective factors and, on the other hand, classroom anxiety, with more 

negative connotations. 
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2. 2. 1. 4   Anxiety, Motivation and Self-concept 

Three main constructs were selected in the present study in order to analyze and 

compare affective factors among students and teachers‟ perceptions: anxiety, motivation and 

self-concept. The first two factors were chosen because of their opposite inherent perspectives 

to approach affective factors. Anxiety has been mentioned in numerous studies as one of the 

most frequent negative factors present in the EFL learning process (Aida, 1994; Gardner, 

1985; Gardner & MacIntyre, 1994; Horwitz, Horwitz & Cope;  1986; Young, 1990, 1991). 

Motivation, on the other hand, refers to a positive aspect in English language learning that 

contributes to learning success (Dörnyei, 1994, 2001; Dörnyei & Kormos, 2000; Gardner, 

1985; Gardner, & Maclntyre, 1992, 1993). The notion of self-concept has been selected due to 

its more neutral essence, since it appeals to an introspective self-appreciation, the capacity of 

self-reflection on our own knowledgeable abilities (Mercer, 2011). Self-concept combines the 

affective and intellectual faculty with meta-cognitive characteristics that involve a reflection 

on our own cognition. The following are the specific definitions under which these three 

guiding concepts are considered in the present study.  

Anxiety: In 1986, Horwitz, Horwitz, and Cope proposed a situation-specific anxiety 

construct which they called Foreign Language Anxiety (FLA) as responsible for students` 

negative emotional reactions to language learning (Horwitz, 2001, p. 114). MacIntyre and 

Gardner (1994) define FLA as “the feeling of tension and apprehension specifically 

associated with second or foreign language contexts, including speaking, listening, and 

learning, or the worry and negative emotional reaction arousal when learning or using a 

second or foreign language” (p. 284). More recently, Gregersen and MacIntyre (2014) 

incorporate the concept of Foreign Language Classroom Anxiety (FLCA) and explain that the 

causes of FLCA are associated either with the learner or with the teacher, or can develop from 

the interaction between both, or more specifically, from the incompatibility of styles of both 

(In Dewaele & Al-Saraj, 2013). 

Motivation: Dornyei (1998) highlights William and Burden‟s (1997) definition of 

motivation as a “process whereby a certain amount of instigation force arises, initiates action, 

and persists as long as no other force comes into play to weaken it and, thereby, terminates 

action, or until the planned outcome has been reached” (p. 126). Specifically within the realm 
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of language learning, Gardner (1985) defines motivation to learn an L2 as "the extent to 

which the individual works or strives to learn the language because of a desire to do so and 

the satisfaction experienced in this activity" (p. 10). From a more updated approach, Ushioda 

refers to the concept of L2 motivation as “a dynamically changing notion that ebbs and flows 

throughout the learning process” (Ushioda, 2011, in Piniel and Csizér, 2013). 

Self-concept: Mercer (2011) shares Pajares and Schunk´s (2005) definition that 

considers self-concept as “a self-description judgment that includes an evaluation of 

competence and the feelings of self-worth associated with the judgment in question” in a 

specific domain (Mercer, 2011, p. 336). Within the same publication, the conclusion is that 

the concept represents “a complex network composed of an interrelated web of multiple 

layers of self-beliefs across different domains at various levels of specificity and differently 

related to context” (p. 343). Other authors have also referred to the importance of self-concept 

in the learning environment. For example, Marsh (1993) and Marsh and Martin (2011) refer 

to self-concept as “personal perceptions of one‟s own academic abilities or skills that are 

developed through experience with and interpreting the learning environment”; additionally, 

the authors highlight self-concept as “one of the most prominent factors in human learning” 

(Marsh & Martin, in Erten & Burden, 2014, p. 392).  

The above conceptualizations have been considered as a guiding framework for the 

analysis of the respective constructs selected for the present work. 

 

2. 2. 2 Positive psychology 

The present study is also framed on Positive Psychology (PP) theory. PP is the 

empirical study of the well-being theory that explores how people thrive and flourish in their 

lives; it is the study of the ordinary human strengths and virtues that make life good 

(Seligman, 2011). Many EFL models consist of integrating affect and cognition. In particular, 

the work by R. C. Gardner and his colleagues (Gardner, 1985, 2010; Gardner & Lambert, 

1972) has played an important role in drawing attention to socio-affective factors and the 

importance of positive attitudes toward the language, its speakers and related cultures. 
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PP proposes the model PERMA to reflect five components of well-being. The acronym 

is the result of five elements considered essential to provide happiness and fulfillment to 

people: Positive emotions, Engagement, Relationships, Meaning and Accomplishment. 

In the field of applied linguistics, Oxford‟s research (2014) appears as the main 

reference of the application of the PERMA model in research related to affective factors, 

which she adapted to the EFL context. The main adaptation of the model lies in the fact that 

not only positive but also negative emotions were put into consideration for analysis. Oxford 

relates important variables inherent to language learning to each aspect of the model. In this 

adaptation of the model, Oxford explains that “P” stands for positive and negative emotions; 

she argues that PP does not overlook negative emotions since the original theory proposes the 

use of the ABCDE technique
1
 to control them (Seligman, 2006, in Oxford, 2014). Besides, 

positive and negative emotions are present in learning and “even effective learners 

occasionally experience negative emotions during their learning” (Oxford, 2014, p. 595). For 

this reason, frustration and anxiety are considered within this element of the model. “E” refers 

to “engagement”, total joy for the task or intrinsic motivation. “R” means “relationships” and 

their consideration as part of the learning context in which cultural aspects are contemplated 

such as teachers, students, studying materials and technology. “M” embraces “meaning” 

related to the learners‟ personal experiences tied to consciousness and inspiration, for 

instance, insights and self-concept. Finally, “A” corresponds to “accomplishment” in the 

sense of students‟ language learning strategies used with the purpose of regulating their own 

learning. A synthesis of the PERMA model is shown in Figure 2.1 

                                                           
1
 Oxford (2014) explains that  in PP “negative emotions can be partly controlled using ABCDE technique in 

which beliefs about adversity can cause consequent feelings, but disputation, that is, presenting counter-
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Figure 2.1 - Synthesis of PERMA model 

        

Oxford conducted two studies (Oxford, 2014; Oxford & Cuellar, 2014) with the aim of 

assessing whether the adapted theoretical framework drawn from Positive Psychology was 

relevant to EFL affective factors research. In both studies the appropriately adjusted PERMA 

model proved valuable for interpreting students' learning histories used as instruments 

(Oxford, 2014; Oxford & Cuellar, 2014). In a third study also framed on the well-being 

theory, Kern, Waters, Adler and White, (2015) used a Likert scale survey based on an adapted 

form of the PERMA model as an instrument to measure the well-being of 516 Australian 

secondary school male students. The research proved that the insights provided by the 

PERMA domains offered relevant information to allow teachers to better meet the well-being 

needs of students or classes. L2 research (Martínez Agudo, 2013; Mendez López, 2011) 

highlights the relevance of studying negative emotions as well as positive emotions, and the 

consequent results on learning outcomes. Following this view, the perspective proposed for 

the present dissertation is mainly in concordance with Dewaele and MacIntyre‟s (2014) view 

that “examining both positive and negative emotions in the same study is an advisable 

practice” (p. 242). 

The following chapter will depict more exhaustibly the details and implementation of 

the adapted PERMA model as well as further methodological procedures followed in the 

analysis of data for the present study. 

  



15 

CHAPTER 3:  METHODOLOGY 

 

This chapter presents a detailed characterization of the methodology adopted in the 

present study. First, it describes the research design (3.1), the research questions and 

objectives (3.2) pursued in the dissertation. Then, it describes the participants (3.3) and the 

instruments (3.4) used for data gathering. The next subsection depicts the proceedings for data 

collection and analysis (3.5) and, finally, the procedures for rater reliability are described 

(3.6). 

 

3. 1 Design 

The present study followed a mix-method design (Creswell, 2003). It combined a 

quantitative strategy of collecting a large amount of data through a likert-scale survey and it 

drew on concurrent procedures in order to convey a comprehensive qualitative analysis of 

short texts resulting from the prompts stated by open-ended questions (Creswell, 2002; 

Creswell, Plano Clark, Gutmann & Hanson, 2003; Echevarría, 2008). In order to compare and 

contrast students‟ and teachers‟ perspectives, a cross-case analysis technique was used 

(Patton, 1990). The study was also framed within the contextual approach
2
 methodological 

classification (Barcelos, 2011) since it was based on different types of sources for data 

collection and data analysis.   

Figure 3.1. presents a synoptic description of the methodological design of the present 

work developed in this chapter. It shows the interaction among the research questions 

proposed, the instruments used for collecting the data, the participants and the methodology 

                                                           
2
 Barcelos (2011) considers within contextual approach “those studies that have defined beliefs according to 

various theoretical frameworks, have collected a variety of types of data, and have used diverse data analysis. 

However, they share common assumptions about beliefs. They do not aim at generalizing about beliefs about 

SLA, but at getting a better understanding of beliefs in specific contexts. In general, they describe beliefs as 

embedded in students‟ contexts. In addition, they use triangulation in an effort to bring students‟ emic 

perspectives into account” (p. 19). 
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used for the analysis. Each of these aspects are described in detail in each of the following 

sections. 

Figure 3.1 - Methodological Design 

 

                                                           

3. 2 Research Questions and Objectives 

The study poses the following research questions (RQ): 

RQ1: What beliefs do 5
th

 year secondary school students hold about anxiety, motivation and 

self-concept in English as a Foreign Language (EFL) learning? 

RQ2: What are the teachers‟ beliefs in reference to students‟ anxiety, motivation and self-

concept in EFL learning? 

RQ3: What is the relationship between teachers‟ and students‟ beliefs in reference to research 

questions 1 and 2? 
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RQ4: How do anxiety, motivation and self-concept influence the EFL learning experience in 

students and teachers? 

RQ5: What is the relationship between teachers‟ and students‟ anxiety, motivation and self-

concept in reference to research question 4?  

 

The following objectives were proposed in order to answer the research questions: 

1. To analyze 5
th

 year secondary school students‟ beliefs related to anxiety, motivation 

and self-concept in learning EFL. 

2. To analyze teachers‟ beliefs related to students‟ anxiety, motivation and self-concept 

in learning EFL. 

3. To analyze and compare teachers‟ and students‟ beliefs related to anxiety, motivation 

and self-concept in learning EFL. 

4. To analyze how students‟ anxiety, motivation and self-concept influence teaching and 

learning experiences. 

5.      To analyze the relationship between teachers‟ and students‟ anxiety, motivation and 

self-concept and their influence on the learning experience. 

        

3. 3 Participants 

The present study is based on the data obtained from EFL secondary school teachers 

and their students from schools in Rio Cuarto City and nearest towns. A total of 61 EFL 

teachers and 1522 students in 5th year (average age 16-17,) voluntarily participated in the 

survey carried out by a UNRC research team
3
 throughout the 2013 - 2014 school periods. The 

study involved 40 public and private schools within the Rio Cuarto department jurisdiction, 

Córdoba, Argentina.  

 

                                                           
3
 Creencias de docentes y alumnos sobre el proceso de enseñanza aprendizaje del inglés en el nivel medio: 

Diagnóstico de las creencias que favorecen u obstaculizan el aprendizaje. Directors: Valsecchi, María Inés, 

and: Barbeito, María Celina. Secretaría de Ciencia Técnica, Universidad Nacional de Río Cuarto. Período 

2012-2015; Valsecchi, Barbeito & Placci Eds.(Forthcoming) 
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3. 4  Instruments 

In order to gather the necessary data for the study, a number of specific items were 

selected from two instruments used in the study by the UNRC-research team: ECIS (Escala de 

Creencias sobre el Inglés en la Escuela Secundaria) for students and ECIS for teachers 

(Valsecchi et al., 2011). These instruments consisted of three sections. The first section 

included a likert-scale closed questionnaire composed of 56 items (teachers‟ survey) and 67 

items (students‟ survey) on beliefs related to different aspects of the teaching and learning of 

English as an L2. The options in the scale were: “Totally agree”, “Agree”, “Do not mind”, 

“Disagree”, “Totally disagree” and “Never thought about”. The second section included open-

ended questions on beliefs about the easiest and most difficult macro-skills to be learnt and 

taught and one open item to write suggestions about how English would be best learnt and 

taught in secondary school. The third section included a demographic questionnaire. Both 

instruments were designed and implemented in L1. (Appendices A and B).  

For the sake of the present study, only some specific items and sections of the 

instrument were used for data collection and analysis. The selected items were considered 

appropriate for the aims of this study as they could elicit information about students‟ and 

teachers‟ perceptions of anxiety, motivation and self-concept regarding EFL teaching and 

learning. The items and questions from the survey used in this study are described in the 

section below.  

 

3. 5 Data collection and analysis 

In order to answer the five research questions, data was collected from the answers of 

1522 EFL secondary school students in fifth year and 61 EFL secondary school teachers who 

responded to the surveys.   

RQ 1 and 2, respectively, aimed at identifying and describing students‟ and teachers‟ 

beliefs  about three constructs: anxiety, motivation and self-concept, in their EFL teaching 

and learning experience. For this purpose, the data was collected from teachers‟ and students‟ 
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answers to items in both surveys that inquired about the above mentioned constructs. On the 

students‟ survey, one item specifically asked about anxiety, seven questions referred to 

motivation and two enquiries aimed at the self-concept construct. On the teachers‟ survey, 

one question pointed to anxiety, three items referred to motivation and one item aimed at 

enquiring about self-concept. The items of the scales selected for each of the constructs are 

shown in Table 3.1. 

Table 3.1 - Items selected from Students’ and Teachers’ Surveys 

CONSTRUCT Item 

N° 

STUDENTS’ SURVEY Item 

N° 

TEACHERS’ SURVEY 

ANXIETY 39 La clase de Inglés me pone más  

nervioso que otras clases. 

   35 El aprendizaje del inglés  

les produce ansiedad a  

los alumnos 

MOTIVATION 7 Aprender inglés me beneficiará en 

 el futuro 

  21 Los alumnos se portan mal  

en la clase de inglés  

porque se aburren. 

19 El inglés que me enseñan en la  

escuela secundaria no me sirve  

para mi futuro 

  25 Los alumnos piensan que  

la materia inglés no  

es importante 

  

  38 Inglés no es una de las materias  

más importantes  

 

  46 Es difícil enseñar inglés 

por falta de motivación de  

los alumnos. 

   47 Lo que me enseñan en la clase de  

inglés no me motiva 

    

   51 Mi profesor no me motiva a aprender     
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   65 Los alumnos somos difíciles de  

motivar para aprender inglés 

    

SELF- 

CONCEPT 

   42 La materia Inglés es más difícil  

que otras materias 

   37 Mis alumnos  

pueden aprender inglés. 

   61  Tengo facilidad para aprender idiomas   

                    

In order to answer RQ1 and RQ2,  the teachers‟ and students‟ answers to the items in 

the likert-scale related to the specific constructs were analyzed quantitatively. The frequency 

and percentiles of the answers of both surveys were processed using the statistical program 

SPSS (Statistical package for the Social Sciences, version 11.5). For the analysis, the options 

“I agree” and “I totally agree” were considered together since they represent similar ranges of 

meaning. The same criterion was applied to the options “I disagree” and “I totally disagree”. 

Consequently, the six possible answers were reduced to two that concentrated the most 

significant weight as regards meaningful content: “I totally disagree” and “I totally agree”. 

The answers to the options “Never thought about” and “Do not mind” were considered only 

when the percentages were statistically significant.  

RQ 3 aimed at the comparison and assessment of teachers‟ and students‟ beliefs in 

relation to anxiety, motivation and self-concept. For this purpose, the description of results of 

RQ 1 and 2 were compared qualitatively through cross-case analysis (Patton, 1990) to unveil 

convergences and divergences between both sets of participants. 

In order to answer RQ 4, data was obtained from students‟ answers to open-ended 

question 3, in the students‟ survey; and teachers‟ answers to open-ended questions 5A and 5B 

in the teachers‟ survey (Figures 3.2 and 3.3). These questions asked students and teachers to 

manifest their impressions on their experiences in the process of EL (English Language) 

learning and teaching respectively. 
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Figure 3.2 - Open-ended Question 3 in the Students’ Survey 

 

Figure 3.3 - Open-ended Question 5 in Teachers’ survey 

 

            

The students and teachers surveyed wrote their impressions in the form of phrases, short 

sentences and brief passages showing their particular insights on the matter. The questions 

were general and referred to possible ways of improving the EFL processes of teaching and 

learning. The inquiry did not ask directly about affective factors. Only the segments which 

made reference to the studied constructs, i.e., anxiety, motivation and self-concept, were used 

for the present analysis.   

The segments in the answers which referred to the three concepts involved in the 

inquiry (anxiety, motivation and self-concept) were identified, transcribed and analyzed using 
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content analysis. For these processes, the data was deductively analyzed under the light of the 

adapted PERMA model (Oxford, 2014), which was described in the Theoretical Framework 

in Chapter 2.  

The present dissertation takes Oxford‟s (2014) adaptation of the PERMA model for data 

analysis. The main difference between the adaptation and the original model (Seligman, 2011) 

lies in the fact that not only positive but also negative emotions are considered for analysis.  

In this study, only three of the five elements in the PERMA model elements were 

selected, i.e., those that embrace the three constructs under study: anxiety, motivation and 

self-concept for analysis. The elements selected were the following: “P” (positive and 

negative emotions) which includes the sub-concept “anxiety”; “E” (engagement) which 

covers the sub-concept “motivation” and “M” (meaning) which embodies the sub-concept 

“self-concept”.  

The following are examples of students‟ verbalizations for each of the concepts under 

analysis. The numbers between brackets refer to the coding given to the participants in the 

data, “S” means students.  

P: (Positive and negative emotions)  

 Example of anxiety:  

...y no la entiendo, ya no sé cómo hacer para aprenderla ya que me cuesta mucho, el escrito 

me confunde,… se me mezclan los significados. (S. 489) 

 

E: Engagement  

Example of  motivation: 

...que nos motiven a querer aprender la materia. (S. 289)         

                     

M: Meaning  

Example of  self-concept: 

...creo que hay muchos alumnos que les da igual aprender o no, y muchos que creen que 

nunca lograrán un alto nivel de idioma en la secundaria. (S.150)                                       
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All the answers taken from open-ended questions 5A and 5B in the case of the teachers‟ 

survey, and open-ended answer 3 in the case of the students‟ survey, (Figures 3.2 and 3.3) 

were transcribed and analyzed under the procedures of ADC (Análisis de Datos Cualitativos) 

(Echevarría 2008). Using a word processor program (Office 2010, Word program), all the 

answers were organized in tables and read in order to find instances of the constructs studied. 

The segments selected for each of the constructs were highlighted with a given identificatory 

color. The references to anxiety were highlighted in yellow, the instances referring to 

motivation were marked in pink and the allusions to self-concept were identified by a grey 

coloring. The following step was to order the instances by construct in alphabetical order so 

as to group and re-read the answers by specific construct. 

The following chart exemplifies the analysis by construct and by color, Table 3.2. 

Table 3.2 - Example of system of analysis by color 

Participants Segment ANXIETY MOTIVATION SELF- 

CONCEPT 

293 los profesores nos tuvieran más paciencia y 

si participáramos todos juntos en vez 
A     

921 el profesor nos incentivaría a aprender inglés con  

cosas que le interesen al curso 
  M   

219 

porque no hay muchas horas y no aprendemos  

bien el inglés. Pero todo se aprende a su tiempo.     
S 

              

 

The fifth objective sought to unveil the similarities and differences between teachers‟ 

and students‟ emotions expressed in the answers to RQ 3 and 4. The comparisons and 

evaluations of the answers were performed through content and cross-case type of analysis 
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(Patton, 1990). The percentage of the occurrences for each of the constructs under study was 

taken into consideration in order to weigh the order of importance given to each of them by 

both groups of participants: teachers and students. 

 

3. 6 Rater Reliability 

For the qualitative analysis, in order to assess the reliability and consistency of the 

instrument, both interrater and intrarater reliability were performed (Mackey & Gass, 2015). 

In the case of interrater reliability, the data was first rated by the author of the present 

dissertation and then a representative sample of the data was submitted to a colleague so as to 

confirm coincidences of the criteria used for the different constructs studied. Intrarated 

reliability was performed by the author evaluating the same data at two different times in 

order to find uniformity in both instances. Interrated and intrarated tests proved consistency of 

analysis. 

The following chapter provides a detailed report of the results found after applying the 

described procedures on the collected data.  
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CHAPTER 4: RESULTS  

 

This chapter reports the results obtained by attempting to answer the questions that 

triggered the present study. The corresponding outcomes are described in each of the 

forthcoming subsections following the order in which the research questions were presented. 

Subsections 4.1 and 4.2 disclose the quantitative findings from students‟ and teachers‟ 

perceptions, respectively. Within each sub-theme the results for the three studied constructs 

i.e. anxiety, motivation and self-concept were compiled. Subsection 4.3 accounts for the 

results of the qualitative analysis on the comparison and contrast between the answers to RQ1 

and RQ2. The next subsection, 4.4, introduces the qualitative analysis on students‟ and 

teachers‟ impressions prompted by RQ4 and finally, subsection 4.5 depicts the outcome of the 

analysis and contrast between the two perspectives reflected in sub section 4.4.       

 

4.1 Students’ Beliefs 

This section reports the results on students‟ beliefs by answering RQ1: What beliefs do 

5
th

 year secondary school students hold about anxiety, motivation and self-concept in ELL? 

It presents the results obtained from the students‟ answers to items in the survey referring to 

anxiety, motivation and self-concept, as described in the previous chapter. The results were 

processed using the SPSS program and represented by illustrative graphs.  

 

4.1.1 Anxiety  

Students‟ anxiety was analyzed considering their answers to item 39 in the survey (“La 

clase de inglés me pone más nervioso que otras clases”).  Results show that anxiety, or 

nervousness, as it has been referred to in the survey, does not represent an issue of high 

consideration among students. A portion of 44% of the surveyed learners expressed their 

disagreement towards feelings of anxiety related to the English class; contrarily, 24% agreed 
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that the English class caused them anxiety, and the remaining students had never considered 

the matter. These results are shown in Figure 4.1. 

                                    

                                                   Figure 4.1- Item 39 of Students’ Survey 

 

4.1.2 Motivation 

Motivation was analyzed on the basis of answers to items 7, 19, 38, 47, 22 and 65 from 

the survey, which are described in the following paragraphs. 

The analysis of item 7 (“Aprender inglés me beneficiará en el futuro”) and item 19 (“El 

inglés que me enseñan en la escuela secundaria no me sirve para el futuro”) showed the 

conclusive results regarding their perceptions of motivation in terms of the usefulness of 

knowledge of English language for the future life of the students. Most of the participants 

(82%) agreed that learning English would be beneficial for their future. Similarly, regarding 

English instruction at school, more than half of the students (52%) believed that the language 

taught could be useful for their future. Only about 24% of the surveyed students considered 

that the instruction received would not be of use later on in their lives; a remaining 19% group 

disregarded the usefulness of the subject in the future or had never thought about the matter. 

These results are shown in Figures 4.2. and 4.3. 
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             Figure 4.2 - Item N° 7 of  Students’ Survey                            Figure 4.3 - Item N°19 of Students’ Survey 

Still within the area of motivation, in item 38 (“Inglés no es una de las materias más 

importantes”) more than half of the surveyed students (52%) showed their disagreement with 

the assumption that English is not one of the most important subjects in their educational 

programs. Only 24% agreed with this belief and 17% did not care about the matter. In relation 

to item 47 (“Lo que me ensañan en la clase de inglés no me motiva”), which considers the 

content of the subject as the source of motivation, the results showed divided perceptions: 

39% did not agree that the content taught does not motivate students and 34% agreed with the 

proposition. Again, a big portion of the students (23%) did not consider the issue, which could 

be understood as a consequence of a lack of interest in the subject. Figures 4.4. and 4.5. 

                    

              Figure 4.4 - Item N°38 of students’ survey                        Figure 4.5 - Item N° 47 of students’ survey 

Items 51 (“Mi profesor de inglés no me motiva a aprender”) and 65 (“Los alumnos 

somos difíciles de motivar para aprender inglés”) in the students‟ survey place the source of 
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motivation on the two active agents of the teaching and learning process: teachers at one end 

and students at the other. In relation to item 51, more than half of the surveyed students (54%) 

did not agree that the teacher is responsible for motivating their students. However, 25% of 

the participants had the opposite perception and believed that the instructors are responsible 

for the lack of motivation of their students. A portion of 21% was indifferent or had never 

thought about the matter. On the other hand, 65% of the students agreed that they are not easy 

to motivate. The rest of the students did not agree with the statement (16%), was uninterested 

or had never considered the issue (22%). Figures 4.6 and 4.7. 

 

                    

               Figure 4.6 - Item 51 of students’ survey                             Figure 4.7 - Item 65 of students’ survey 

 

Item 22 (“El profesor de inglés debe incentivarme a aprender por mis propios medios”) 

is comparable to item 51 in the sense that it sets the responsibility of encouraging learning on 

the teacher. A majority of the surveyed students (61%) agreed with the statement, while only 

13% had the opposite opinion, 20% did not consider the matter, and 13% had never thought 

about the issue. Figure 4.8. 
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                                                       Figure 4.8 - Item 22 of students’ survey 

 

As it can be seen, there appears that students have contrasting beliefs regarding the 

source of their motivation. On the one hand, 65% of the students perceived that they are 

difficult to motivate and, on the other hand, an eloquent portion (61%) coincides on the 

teacher‟s obligation of encouraging motivating instruction. 

 

4.1.3 Self-concept 

As regards self-concept, the results of items 42 (“la materia inglés es más difícil que 

otras materias”) and 61 (“tengo facilidad para aprender idiomas”) showed how students 

pondered their capacity to learn the subject English. In relation to item 42, the opinions 

seemed to be almost equally divided: nearly half of the surveyed population (42%) perceived 

that English is more difficult than other subjects, whereas 37% did not agree with that 

statement. Regarding item 61, results showed that 47% of the surveyed students perceived the 

subject as difficult to acquire. Nonetheless, a hopeful 30% expressed confidence to pursue the 

language learning goal. Yet, 20% for item 42 and 23% for item 61 disregarded the issue or 

had never considered it. Figures 4.9 and 4.10. 
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      Figure 4.9 - Item 42 of students’ survey                              Figure 4.10 - Item 61 of students’ survey 

 

To sum up this section, anxiety was reported as not having a strong impact on learning 

experiences among most of the surveyed students. Motivation seems to be highly considered 

by students, in relation to both the importance of language learning and the teachers‟ role as a 

source of motivation. Self-concept does not appear as a categorical variable among students‟ 

perceptions; while many of them believed that English is difficult to learn, there was a similar 

proportion of students who revealed high self-concept towards learning the language. 

 

4.2 Teachers’ Beliefs 

This section reports the results on teachers‟ beliefs by answering RQ2: What beliefs do 

secondary EFL teachers hold about students’ anxiety, motivation and self-concept in ELL? It 

describes the results of the items in the survey that show the teachers‟ perceptions of students‟ 

anxiety, motivation and self-concept observed throughout the teaching practice. These results 

were processed with the SSPS program and illustrated with their corresponding graphical 

images. 
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4.2.1 Anxiety   

As regards students‟ anxiety perceived by teachers, item 35 (“El aprendizaje del inglés 

les produce ansiedad a los alumnos”), a clear majority of 79% expressed their agreement 

with the belief that English learning is a stressful activity for the students. The remaining did 

not agree with the proposition, stated not caring about the matter or had never thought about it 

(19%). Figure 4.11. 

                                            

                                                   Figure 4.11- Item 35 of teachers’ survey 

 

4.2.2 Motivation 

In reference to item 21 (“Los alumnos se portan mal en las clases de inglés porque se 

aburren”), 60% of the teachers did not agree that boredom leads to indiscipline. A small 15% 

of the participants did not agree with the proposition and 22% disregarded this issue. As 

regards item 25 (“Los alumnos piensan que la materia inglés no es importante”), the results 

showed that teachers had different views regarding the students‟ perception that English is not 

an important subject in their curricula; 40% did not agree with this assumption, while a 

considerable portion of 32% agreed with this view, and a remaining 28% did not take the 

issue into consideration.  Figures 4.12 and 4.13. 

Item 46 (“Es difícil enseñar inglés por la falta de motivación de los alumnos”) sets the 

difficulty of teaching English on the students‟ lack of motivation. More than half of the 
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teachers (55%) agreed on this belief. However, 28% of the instructors disagreed and, a not 

less significant percentage, 17% of the surveyed population, did not care about this matter. 

Figure 4.14. 

                                

       Figure 4.12 - Item 21 of teachers’ survey                               Figure 4.13 - Item 25 of teachers’ survey 

                                         

                                                              Figure 4.14 - Item 46 of teachers’ survey 

 

4.2.3 Self-Concept 

In relation to the teachers‟ beliefs regarding the capacity of the students to learn the 

subject English, item 37 (“Mis alumnos pueden aprender inglés”), the results showed a 

substantial 97% agreement to the proposition. Figure 4.16. 



33 

                                    

                                           Figure 4.15 - Item 37 of teachers’ survey 

 

In summary, teachers‟ perceptions on students‟ beliefs revealed that most teachers 

(79%) considered that the subject English causes anxiety in their students. More than half of 

the surveyed population regarded motivation as a factor of consideration connected to 

discipline in the classroom (60%) and a hindrance to teach the subject (55%). Finally, 

regarding self-concept, teachers revealed a high appreciation (97%) in relation to their 

students‟ capacity to learn the language.  

    

4.3  Comparison between Students’ and Teachers’ beliefs 

This section compares the results corresponding to RQ1 and RQ2, in order to answer 

RQ3: What is the relationship between teachers’ and students’ beliefs in reference to the 

above mentioned constructs? In order to provide an answer to this research question, both 

students‟ and teachers‟ answers were analyzed qualitatively so as to identify relationships 

between the two populations under study. The results are presented by construct. 
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4.3.1 Anxiety 

There appears to be a difference between the perceptions of the two participant groups 

regarding the concept anxiety. On the one hand, a big portion of the students surveyed agreed 

that anxiety or nervousness is not an important factor in their learning process and a third of 

the population surveyed did not even consider the matter either because they did not mind or 

because they had never thought about it. On the other hand, a significant portion of the 

teachers held the perception that their students feel anxious about the English class, while a 

small percentage disagreed with the statement. Figures 4.16 and 4.17. 

             

        Figure 4.16 - Students’ anxiety                                              Figure 4.17 - Teachers’ anxiety 

 

4.3.2 Motivation 

In terms of beliefs concerning motivation, the analysis of the results between the two 

inquired groups revealed both similarities and differences. 

In relation to the future perspectives in life and the importance of the subject English as 

a factor of motivation, results showed a certain extent of agreement between the two groups 

surveyed. The majority of the students expressed their agreement with the propositions stating 

that English is an important subject and it is useful for their future, and only a small 

percentage of the students disregarded this topic. Similarly, on the teachers‟ side, a big 

proportion perceived that their pupils regarded English as an important subject in the 

curricula. Yet, one third of the teachers expressed their beliefs that students disregarded the 

subject. Figures 4.18; 4.19; 4.20 and 4.21.       
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       Figure 4.18-Item 7-Students’ survey                         Figure 4.19 - Item 19 - Students’ survey   

      

                             

    Figure 4.20 - Item 38 - Students’ survey                   Figure 4.21 - Item 25- Teachers’ survey 

 

In relation to sources of motivation, the relationships between students‟ and teachers‟ 

beliefs showed both discrepancies and concordances. On the one hand, a large portion of 

students believed that the teacher is responsible for their motivation and that their teachers did 

not motivate them enough. On the other hand, teachers reported a weak link between 

motivation and students‟ behavior; most of them believed that misbehavior is not a 

consequence of lack of interest or boredom. Nevertheless, some agreement seems to lie in the 

fact that teachers expressed that it is difficult to teach unmotivated students and students 

consented that they are difficult to motivate. Figures 4.22, 4.23, 4.24, 4.25 and 4.26.  
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      Figure 4.22 - Item 22- Students’ survey                  Figure 4.23 - Item 51- Students’ survey   

        

        Figure 4.24 - Item 65 of Students’ survey 

 

                      

       Figure 4.25- Item 21 of Teachers’ survey                                Figure 4.26- Item 46 of Teachers’ survey 
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4.3.3 Self-concept 

 

In relation to students‟ self-concept and the ability to appraise their particular capacity 

to acquire English, the results showed certain contrast in the appreciation of the two studied 

groups. A big portion of the students (42, 2%) stated that English is more difficult than other 

subjects and a significant segment (46,4%) expressed their lack of competence to learn 

languages. On the contrary, almost all of the surveyed teachers (97%) believed their students 

are capable of learning the subject. Figures 4.27, 4.28 and 4.29.  

 

                                  

             Figure 4.27- Item 61 of students’ Survey                      Figure 4.28- Item 42 of students’ survey    

                                             

                                                              Figure 4.29 - Item 37 of teachers’ survey 

 

In conclusion, the content analysis performed on the results from the two surveyed 

groups can be summarized in the following terms. The issue of anxiety appears more as a 

teachers‟ than a students‟ concern, unveiling a difference between the perceptions from 
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students and teachers. Less than half of the surveyed students‟ population considered anxiety 

as an obstacle in opposition to the teachers‟ opinion that revealed a clear agreement with the 

proposition that the subject English provoked a certain degree of anxiety in their students.  

As regards motivation, the comparison of the two groups showed similarities and 

differences. A big fraction of the students expressed their agreement with the idea that the 

subject English will be beneficial for their future lives, and similarly, a considerable 

proportion of the teachers thought their students held that belief. However, in relation to 

motivation sources, contrasting results were found: while students placed a big portion of the 

responsibility of generating incentives on the teacher, the teachers recognized that the sources 

of indiscipline do not always come from boredom or lack of interest. Nonetheless, from both 

perspectives, the perception revealed that learning and teaching becomes more difficult 

whenever there is absence of motivation.  

The outcomes related to self-concept on the students‟ side showed that a considerable 

part of the surveyed population regarded the subject English as difficult to learn and that they 

did not conceive themselves as good language learners. In contrast to this appreciation, on the 

teachers‟ side, the results revealed a categorical agreement on the conviction of the students‟ 

full capacity of learning.   

 

4.4 Influence of affective factors on students and teachers’ 

experiences   

This section reports the results obtained from the open-ended question in both surveys 

so as to answer RQ4: How do anxiety, motivation and self-concept impact the EFL learning 

experience in students and teachers? In order to answer this question, a qualitative method of 

analysis was performed following the adapted PERMA model (Oxford 2014) based on the 

premises of Positive Psychology as described in the previous chapter. The analysis is 

organized by participants, i.e., teachers and students, and by construct, respectively. Each 

subsection is illustrated with examples of students‟ and teachers‟ verbalizations from the data. 

More instances of verbalizations are provided in Appendix C (Students‟ verbalizations which 
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illustrate their perceptions about anxiety, motivation and self-concept) and Appendix D 

(Teachers‟ verbalizations which illustrate their perceptions about their students‟ anxiety, 

motivation and self-concept). 

4.4.1 Students’ voice 

This segment describes the results obtained from the qualitative analysis of the open-

ended question 3 in the students‟ survey: (Creo que en el secundario podríamos aprender 

mejor inglés si …). This question was responded by 55,4% of surveyed students. Even though 

this open-ended question asked in general terms about the best way to learn English without 

making any specific reference to or addressing affective factors, more than half of the 

students‟ answers contained some reference to the constructs aimed at in this study (Figure 

4.30). Within this portion of the answers which made reference to the studied affective 

factors, more than a quarter made allusion to motivation followed by the references that 

mentioned self-concept and anxiety. Figure 4.31. 

                                             

 

 

  Figure 4.30 - Question N°3 of Students’ survey                  Figure 4.31- Affective factors in results of Question N°3 

 

The high number of responses making reference to the affective factors studied in this 

thesis unveils the importance of anxiety, motivation and self-concept within the students‟ 

emotional system. More than half of the students referred to motivation, followed by an equal 
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rate of nearly one quarter for each of the other two concepts, self-concept and anxiety, 

respectively. Figure 4.32. The following paragraphs describe each of these affective factors 

and illustrate them with examples of students‟ verbalizations.  

                                         

                                                   Figure 4.32- Students’ affective factors 

 

4.4.1.1  Students’ Anxiety 

For the identification of the instances of anxiety in the students‟ answers, the letter P of 

the acronym in the PERMA model was used, which stands for positive and negative 

emotions. The qualitative analysis showed that the sources of anxiety mentioned by the 

students were varied, and can be classified mainly in two groups: the teacher‟s role and the 

subject English itself. The first group of causes for anxiety seemed to be centered on the 

instructor: lack of capacity to keep classroom discipline, poor or inaccurate explanations, little 

patience towards students and too demanding or even bad-tempered teachers. The latter 

arguments pointed to lack of time or difficulty in understanding vocabulary.  

The following are examples of students‟ verbalizations in reference to anxiety. The 

numbers between brackets refer to the coding given to the participants in the data, “S” means 

student. 

  …. y que nos ayuden más personalmente. (S.118) 

  … si tuvieran más paciencia con….(S.989) 
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… nos explicaran con términos que entendiéramos y expliquen mejor las cosas que no 

entendemos (S.1002) 

 

4.4.1.2 Students’ Motivation 

Students‟ answers about motivation in general were related to four sources: the teacher 

as a motivator, the students‟ own motivation, the activities performed in class and the 

teaching material. Most of the instances pointed to the teacher as main responsible for 

arousing interest; however, a considerable number of answers made reference to the students‟ 

own duty to bring the proper interest to learn into the classroom. The other occurrences 

attributed lack of interest to the activities performed in the class, boring textbooks, lack of 

technological aids or outdated teaching topics, among other issues. 

Instances of students‟ motivation: 

    ...si me gustara un poquito...que las clases no sean tan aburridas y poner un poquito de 

voluntad. (S. 926) 

   ... todo el curso, aula, se interesara por aprender, escuchar y prestar atención. (S. 232)    

   … si los profesores nos motivaran más y hacen actividades que nos interesen. (S. 300) 

 

4.4.1.3 Students’ Self-concept  

In reference to self-concept, a wide variety of themes connected to different sources 

were mentioned in the responses. On the one hand, in a substantial number of answers 

students believed that, in order to improve their learning process, the educational system 

should implement more teaching time and provide more frequency of classes within the 

school timetable. On the other hand, another big portion of the considerations connected an 

improvement in language learning to giving more importance to the speaking skill inside the 

classroom. Students also pondered the teachers‟ role as pertinent in the students‟ successful 
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results. However, while some voices called for more demanding and more qualified teachers, 

other excerpts praised their teachers and teaching methods. 

Some instances of self-concept:  

   ...La gramática no es eficiente para el aprendizaje del habla. Si solo la materia se enfocara 

en enseñar hablar inglés serviría para el futuro y en mi opinión se podrían obtener mayores 

logros tanto de parte del alumno como del profesor. (S. 621) 

   … creo que hay muchos alumnos que les da igual aprender o no, y muchos que creen que 

nunca lograrán un alto nivel de idioma en la secundaria (S. 150) 

   … me parece adecuado el nivel y las estrategias utilizadas, no necesita cambios (S. 643) 

 

4.4.2 Teachers’ voice 

Open ended question 5 in the teachers‟ survey was composed of two parts. The first part 

(5A) aimed at the teachers‟ insights in reference to a better classroom atmosphere (Creo que 

en la escuela secundaria se podría lograr una mejor atmósfera de trabajo en el aula si…). 

The second part of the prompt (5B) pointed to the teaching practice (Creo que en la escuela 

secundaria se podría enseñar mejor si…). For the sake of the present study, the responses to 

both prompts were considered together for the analysis. 

Each of the 61 teachers answered both parts of the question. Of the total of the answers 

obtained, 58,1% of them referred to some of the affective factors targeted in this study even 

though the prompts, as well as in the students‟ case, were broad and did not aim at any 

specific aspect of their teaching practice. Figure 4.33. In reference to the answers referring to 

affective factors, 33,7% was related to anxiety, 43,7% was connected to motivation and the 

remaining 22,5% involved self-concept. Figure 4.34. 
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  Figure 4.33- Teachers’ survey Q 5A and B             Figure 4.34-Teachers’ survey Q 5 Affective factors 

 

4.4.2.1 Teachers’ perceptions of students’ anxiety 

The references to teachers‟ perceptions of students‟ anxiety, similarly to students‟ 

perceptions, related to lack of discipline inside the classroom as a hindrance to reach a good 

teaching and learning atmosphere. The rest of the teachers‟ insights connected anxiety to a 

variety of factors such as evaluation methods, school authorities, socio-cultural issues related 

to discipline problems in the classroom (lack of respect, social violence), among others. 

Below are some instances in reference to anxiety. The numbers between brackets refer 

to the coding given to the participants in the data, “T” means teacher. 

… también creo que si no tuvieran una calificación en la lengua extranjera los alumnos 

estarían más relajados. (T. 1) 

… se erradicaran casos de violencia, discriminación, problemas económicos graves y 

sobretodo ausencia o escasa presencia de la familia. (T.8) 

… los alumnos se sienten a gusto con la materia, el docente y pueden aportar sus ideas y ser 

escuchados.(T. 35) 
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4.4.2.2 Teachers’ perceptions of students’ motivation 

Most of the teachers referring to affective factors in their answers mentioned motivation 

as a key factor to consider in their teaching practice. In many cases, teachers referred to 

themselves as main sources of motivation; in other instances, they pointed out the need to 

raise students‟ awareness on the importance of learning the English language. Other topics 

found among the teachers‟ verbalizations were the concern of introducing varied activities, 

more technological resources and updated teaching materials.  

Instances of teachers‟ references to motivation: 

… se presentan actividades que motiven y entusiasmen a los alumnos. (6 T.) 

… la idea es que los alumnos se sientan motivados para poder adquirir mejor la segunda 

lengua (T.50) 

… los estudiantes estuvieran motivados, si tuvieran otra predisposición. El tema de la 

motivación lo es todo. Profes y alumnos motivados sería una situación ideal. 

Lamentablemente, la desmotivación es “contagiosa en ambas direcciones (alumno-profesor) 

(T.1) 

 

4.4.2.3 Teachers’ perceptions of self-concept 

In relation to self-concept, the surveyed teachers took the opportunity given by the 

open-ended questions to reflect on their own practice. Most of the surveyed group pointed to 

various external factors that might result in a better atmosphere in the classroom; however, 

there was a portion that took the chance to make a conscious self-criticism about their own 

work.     

Instances of reference to teachers‟ self-concept: 

… yo trabajo muy bien en el aula. Hay que ser muy consistente entre lo que se dice y lo que 

se hace. (T. 21) 

… si se prestara más atención a las necesidades de los alumnos (T. 44) 
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… la cantidad de horas de inglés fuera mayor y si el docente estuviera dispuesto a mejorar su 

rol (T. 54) 

         

4. 5 Relationship between Students’ and Teachers’ voices 

This section reports on the comparison of the results of RQ4 in order to answer RQ5: 

What is the relationship between teachers’ and students’ anxiety, motivation and self-concept 

in reference to research question 4? For this purpose a content-analysis was performed 

comparing and contrasting teachers‟ and students‟ views. First, a comparison is presented in 

relation to the occurrences of the targeted constructs in both groups in order to visualize the 

weight that students and teachers gave to each concept.  Then, a more qualitative observation 

reviews the results in relation to the sources that both groups under study attached to each 

construct. Both approaches are illustrated with examples from the data. More instances of 

verbalizations are provided in Appendices C and D. 

In relation to frequency of occurrences, motivation appears as the most referred 

affective factor among both surveyed groups. Students mentioned the construct in a similar 

proportion compared to their counterpart: 49,2% for the students and 43,7% for the teachers. 

Self-concept resulted in second place in the case of students, with a 25,8% of the references. 

In contrast, it resulted in the third place in the teachers‟ group, with 22,5% of the reference. 

Another difference between both sets of participants was noticed in the case of anxiety: 25% 

of the instances set this construct in the third place in the group of students in opposition to 

the 33,7% of instances in the teachers‟ group that positioned this affective factor in the second 

place of reference. Figures 4.35 and 4.36 . 
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            Figure 4.35- Students’ affective factors                         Figure 4.36- Teachers' affective factors 

 

What can be observed in both populations is that more than half of the students and 

teachers surveyed in each group referred to at least one of the targeted affective factors in the 

present study. What can be remarked is that, as already mentioned, both groups of participants 

gave motivation, anxiety or self-concept a considerable place in their reflections when 

evaluating their experiences in the classrooms, even though these constructs were not 

explicitly mentioned in the open-ended questions. This issue is further discussed in Chapter 5. 

As previously stated, both groups under study acknowledged motivation as a crucial 

component for a fruitful outcome of their teaching or learning practices. The following 

students‟ and teachers‟ verbalizations illustrate their similar perceptions in reference to 

motivation. The numbers between brackets refer to the coding given to the participants in the 

data, “S” and “T” mean student or teacher, respectively.  

...lo hicieran más interesante y no se basara en la especialidad del colegio, sino en 

temas más interesantes, como cosas de la vida cotidiana (S.614) 

...tratar de lograr motivarlos buscando recursos que los enganche.(T. 24) 

In view of the number of occurrences, students‟ anxiety appeared to be of higher 

consideration within the teachers‟ group than within the students‟ one. This finding was 

different from what was expected at the onset of the study and coincides with the results of 

the quantitative analysis which compared students‟ and teachers‟ beliefs. This unexpected 

finding will be further discussed in Chapter 5. The coincidence in the results of the 



47 

quantitative and qualitative analysis reinforces the strength of the triangulation and shows 

internal cross-data confirmation.  

The following are examples of students‟ and teachers‟ verbalizations in reference to 

anxiety which highlight these differences in their perception of the concept. 

...tuviese más horas, y ayuda, no sólo dar actividades y exámenes, no rendir otro 

examen después de ya haberlo rendido y APROBADO, porque ninguno nos soporta a 

nosotros los adolescentes. (S. 685) 

...se realizan más proyectos integrados, combinando distintas disciplinas. Se 

incorporaran las instancias de la modalidad  taller (o modalidades que rompan esquemas 

más tradicionales). La presencia de más de un docente en el aula/espacio de trabajo 

facilitaría el seguimiento y apoyo a estudiantes con algún tipo de dificultad o más avanzados. 

(T.61) 

In the case of self-concept, the importance that both groups gave to this construct might 

mean that self-reflection is an important point of consideration at the time of thinking about 

their experiences related to teaching and learning English.  

The following are examples of students‟ and teachers‟ verbalizations which show the 

important role that both groups assign to self-concept. 

 ...creo que hay muchos alumnos que les da igual aprender o no, y muchos que creen que 

nunca lograrán un alto nivel de idioma en la secundaria. (S. 150) 

...Si se prestara más atención a las necesidades de los alumnos. (T.44) 

 

In addition to occurrences of the three constructs, the qualitative analysis also focused 

on the sources that both groups attached to the three constructs under study. Both similarities 

and differences between students‟ and teachers‟ insights were observed in the qualitative 

analysis performed using the PERMA model. The following is a description of the 

relationship, presented by construct, between the two groups under study: teachers and 

students.  
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 Both populations surveyed agreed that one of the main sources in relation to classroom 

anxiety is classroom discipline. Students made reference to students‟ and teachers‟ capacity to 

keep students‟ behavior under control and, at the same time, teachers also addressed lack of 

discipline as a hindrance against a good classroom atmosphere. The following verbalizations 

illustrate  teachers‟ and students‟ similar views in relation to discipline as the source of 

anxiety.  

...Los alumnos se comportaran bien. (S. 1356) 

...La profesora logra poner más disciplina (S. 1406) 

...Simplemente si pudiera mejorar la disciplina (T. 40) 

The most visible differences between the two groups were in respect to other sources of 

anxiety. Whereas students reported the limited teaching time and difficulties with the 

vocabulary, teachers pointed to a variety of factors such as evaluation methods, school 

authorities or socio-cultural issues. 

The following are examples of students‟ and teachers‟ verbalizations in reference to the 

above mentioned differences between sources of anxiety. 

...Aprendiéramos vocabulario, sería más fácil relacionar cosas. (S. 1170) 

…[Si tuviésemos］directivos más accesibles a lo novedoso y que confíen en su 

personal (algo que sufrimos en esta escuela), tenemos un régimen militar y los docentes no 

podemos desarrollar las clases a nuestro criterio. (T. 25) 

In reference to motivation, in general terms, both populations shared similar beliefs in 

relation to the following aspects: the importance of the teacher‟s role as responsible for 

motivation inside the classroom, the need for activities more appealing to students, updated 

and attractive teaching material and the use of more technological teaching aids. 

The following examples show the similar perceptions that students‟ and teachers‟ have 

in reference to the sources of motivation. 

...Los profesores hacen que los alumnos se interesen en inglés (S. 494) 
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...Nos enfocáramos en demostrar la utilidad de la materia fuera del aula. (T. 51) 

The difference between the two groups in relation to sources of motivation was the fact 

that students made reference to self-motivation, whereas teachers did not mention this aspect.  

The following are examples of students‟ verbalizations in reference to self- motivation. 

...Prestáramos más atención (S.1497) 

...Tuviéramos más interés por este idioma (S.1500) 

In relation to self-concept, students‟ beliefs were similar to teachers‟ perceptions; both 

groups mentioned the need for more teaching time, a higher frequency of classes and the 

importance of the teachers‟ role in relation to successful academic results. Besides, students 

made reference to more qualified teachers, and teachers also acknowledged the need for more 

reflective practices.  

The following examples illustrate students‟ and teachers' verbalizations in reference to  

the above mentioned similarities in self-concept sources. 

...y lo que más influye es la actitud y aptitud del profesor. (S. 1124) 

...la cantidad de horas de inglés fuera mayor y si el docente estuviera dispuesto a 

mejorar su rol.(T. 54) 

The difference between the two groups regarding self-concept was found in the fact that 

students made reference to the importance of certain language skills, such as listening and 

speaking, as an element to take into consideration for better language learning, whereas 

teachers made no reference to any language skill in particular. 

The following is an example of a student‟s verbalization in reference to the above 

mentioned source of self-concept. 

...Usáramos tecnologías para hacerlo, Poder escuchar personas de nacionalidad 

inglesa así ejercitaríamos mejor nuestro oído o hablar más en clase para desarrollar mejor 

estas dos habilidades, que según mi criterio, son las más difíciles de adquirir a la hora de 

aprender un nuevo idioma. (S. 787) 
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In terms of a summary for the present chapter, it can be said that both similarities and 

differences could be identified from the qualitative analysis of results, as regards the 

relationship between students‟ and teachers‟ opinions about their academic experience in 

ESL. These concordances and discrepancies were found in relation to the number of 

occurrences found in the data as well as in the sources mentioned in reference to the three 

constructs under study.  

The following chapter presents the interpretation and further reflection of these findings 

in the light of similar research done in the field. 

   



51 

CHAPTER 5: DISCUSSION   

 

The present section presents the discussion and conclusive remarks obtained from the 

triangulation of both types of methodological analyses applied in the present study: 

quantitative and qualitative. It aims at comparing and contrasting the results obtained from the 

two groups under study: students and teachers. It discusses each group with similar research 

in the field (5.1 and 5.2), and then the two groups are compared in order to identify 

concordances and discrepancies among them (5.3).  

 

5. 1   Students’ affective factors  

A synthesis of the students‟ affective factors under analysis is presented here by 

triangulating the results from both quantitative and qualitative analyses applied in the present 

work. In terms of anxiety, and according to quantitative data, this construct does not represent 

a great concern for most students since only 24% of the surveyed population agreed with the 

proposition that the English class provokes anxiety. Similarly, the qualitative analysis also 

revealed that the weight given to this affective factor in the open-ended section was in line 

with the one found in the likert-scale part of the survey. These results were not expected 

before the study and seem to contrast evidence found in other studies in different contexts 

where the results showed significant data revealing that students in high-school report the 

following affective factors as negatively affecting their learning: anxiety, hopelessness, 

inhibition and low self-confidence in their English learning (Zhu & Zhou, 2012). Yet, other 

research involving Pakistani secondary school students as participants have shown that the 

levels of anxiety vary from student to student (Hashwani, 2008). The qualitative approach also 

unveiled some factors causing students‟ anxiety, mainly focusing on different sources such as 

the teachers‟ role (insufficient or unclear explanations, lack of support) or the subject English 

itself (trouble understanding vocabulary, difficulties with spelling and pronunciation). 

As regards motivation, it gained a considerable place among students‟ responses in the 

quantitative analysis of results. The most significant findings were related to topics such as 
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the importance the students assigned to the language for their future and the teachers‟ role as 

responsible for arousing motivation. These reports coincide with those of other studies 

conducted with students of secondary school level revealing that learners had positive 

attitudes and high degree of extrinsic motivational goals towards the English language and its 

learning (Avella & Carrero Camargo Pongutá, 2010; Meenaz, Shams & Hashwani, 2008).  

Nevertheless, to a certain extent, students also recognized themselves as difficult to engage in 

learning. This outcome suggests certain contrasting perception in the students‟ voice 

regarding motivation source. On the one hand, most of the students perceived that they are 

difficult to engage in learning and, on the other hand, a significant portion coincides on the 

teacher‟s obligation of encouraging motivated and effective instruction. These inferences 

seem to go in line with views stating that the nature and magnitude of motivation are not 

stable but subject to change over time (Pawlak, 2012), or that motivation is not a stable state 

but a dynamic process that fluctuates over time (Shoaib & Dornyei, 2005). The qualitative 

report also showed similar references to factors related to the teachers‟ role as source of 

motivation: the classroom activities, the teaching material (technology and teaching content) 

and the students themselves as responsible for self-motivation. In a similar vein, in another 

study performed in the near context of Córdoba, Argentina, also involving EFL secondary 

schools (Portesio & Vartalatis, 2009), students evaluated the English language as useful, but 

regarded the school subject negatively, and assigned the teacher a key role in the learning 

process. However, in a different context, secondary school ESL learners in Pakistan were 

found to sustain affirmative attitudes and high levels of enthusiasm towards the subject 

English (Hashwani, 2008), suggesting that motivation among secondary school students is 

perceived differently according to different cultures. 

As regards beliefs of self-concept related to the EFL, the following inferences can be 

made about this construct in connection to students. The quantitative results reflected an 

almost equal number of students who believed that English is not a difficult subject and those 

who stated that they are not good language learners. This last result seems to coincide with a 

study conducted in Colombia with high-school ESL students, whose data showed that some 

students did not believe to have the ability to learn English (Carrero & Pongutá, 2010). 

Consistently, these insights seem to go in line with others referring to students‟ self-concept 

that contemplate the complex and unstable nature of this construct, and stating that “EFL self-
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concept may be differently sensitive to context and differently dynamic” (Mercer, 2011 p. 

342). From the qualitative evaluation in the present dissertation, the students mentioned 

improvements in the educational system, the development of speaking skills and the impact of 

teachers on their learning (some were praised and some others criticized) as factors that 

influenced their capacity to learn. Some of these findings are also consonant with comparable 

research dealing with participants of similar ages and the same educational levels, but placed 

in a completely different context: Chinese high-school students (Zhu & Zhou, 2012).  

 

5. 2 Teachers’ affective factors 

As with students, teachers‟ results from both the qualitative and the quantitative 

analyses were triangulated. From the quantitative perspective, teachers‟ beliefs in relation to 

their students‟ anxiety unveiled a considerable proportion of concern, as most teachers (79%) 

believed that the subject English causes anxiety in their students. These results seem to follow 

the line of a study that involved ESL/EFL teachers from a Teaching English to Speakers of 

Other Languages (TESOL) program at Indiana University (USA) whose results showed that 

the participants agreed that anxiety, in general, can play an important role affecting L2 

learning and acquisition of their students (Ohata, 2005). Similarly, in the qualitative analysis, 

the teachers recurrently mentioned their students‟ anxiety. The references to this factor were 

associated with evaluation methods (exams stress), institutional regulations (strict school 

rules) and a variety of sociocultural factors such as social violence and lack of respect, 

affecting the classroom atmosphere.  

Beliefs about motivation were positively endorsed by a significant fraction of teachers 

in the quantitative approach of the study, both in relation to discipline (60%) and difficulty to 

teach (55%). As it was expected before the study, a good proportion of teachers believed that 

motivated students cooperate with good behavior in the classroom and are easier to teach. In 

this sense, the qualitative analysis could also corroborate the importance that teachers give to 

the issue of motivation. In the open-ended question, many teachers mentioned several factors 

connected to students‟ motivation: the importance of the teachers‟ role, the relevance given to 

the English language, the introduction of varied activities and more updated technological 
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resources. In a similar line, a study situated in a different context (Hornstra, Mansfield, Van 

Der Veen, Peetsma & Volman, 2015), also analyzed the importance of context-related 

variables in teachers‟ practices and reported teachers‟ personal beliefs and contextual 

pressures. The study found that motivation was related to underlying reasons for more 

controlling teaching practices.  

In reference to self-concept, the observation of the quantitative results revealed that the 

teachers had highly positive assumptions (97%) in allusion to their students‟ capacity to learn. 

The reason for this expected outcome seems to be linked to the inherent characteristic of the 

teachers‟ role which, as it is widely acknowledged, embraces all students‟ potential capacity 

to learn. Yet, in the qualitative analysis, the teachers did not refer particularly to their 

students‟ self-concept; rather, their insights were in relation to improving their own 

professional task, pointing to external factors (improvements in the educational system) and a 

more reflective attitude towards their own practice. These results seem to respond to the fact 

that the teachers answered an open-ended question which made direct reference to the 

teaching practice (Creo que en la escuela secundaria se podría enseñar mejor si…). Another 

study (Berger, Girardet, Vaudroz & Crahay, 2018), which also dealt with associations 

between classroom management practices, teaching experience and teachers‟ beliefs (general 

pedagogical beliefs, beliefs about student motivation, and self-efficacy beliefs), also found 

associations between teachers‟ beliefs and practice, and positive relationships between 

teaching experience and self-efficacy. The results of the present work and the revised 

literature seem to reinforce the idea that, even though teachers approach their tasks with full 

conviction of success, contextual factors play an equally important role in the teaching as well 

as the learning process (Barcelos, 2003).  

Some previous research in the field of affective factors in other contexts (Diaz Larenas, 

Alarcon Hernandez & Ortiz Navarrete, 2015; Gonçalves, Azevedo & Alves, 2013; Turner, 

Christensen & Meyer, 2009) and in the near one (Requena, Liruso & Villanueva De Debat, 

2009) has to be acknowledged. Yet, the scarce literature found in relation to teachers‟ 

concerns about their students‟ beliefs and affective factors highlights the importance of 

further research in the field in relation to these issues, specifically anxiety, motivation and 
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self-concept. The present study has aimed to contribute to further research in relation to the 

mentioned affective factors but centered in our near context.  

 

5.3  Relationship between students’ and  teachers’ affective factors 

In order to shed some light on the relationships between students‟ and teachers‟ 

affective factors, the quantitative and qualitative analyses of both groups were compared. The 

results of this comparison revealed both concordances and discrepancies about teachers‟ and 

students‟ beliefs regarding the three constructs under study.  

As it has already been mentioned, it appears noteworthy to highlight that, although the 

open-ended question did not have an explicit prompt regarding affective factors, both groups 

of participants gave motivation, anxiety or self-concept a considerable place in their 

reflections when evaluating their experiences in the classrooms. This observation appears as 

the first and most important coincidence found between the two populations under study. 

Besides, this finding appears in line with a study performed in Hungary, also involving 

secondary school students, whose results confirm the “circular interrelationship” between 

language learning motivation, self-efficacy and language anxiety (Piniel & Csizér, 2013, 

p.537). Similarly, the finding in the present study reinforces the concept that these three 

constructs are positioned among the most frequently researched in the field (Oxford, 1996).  

As regards anxiety, this construct has been considered one of the most common 

negative emotions in EFL learning (Méndez López, 2011) since language learning contexts 

appear to be particularly prone to students' anxiety arousal (Price, 1991). In accordance with 

that line of research, the quantitative part of the results for the present work showed that 

teachers expressed a considerable concern about that affective factor among their students. In 

contrast, students did not mention this factor in an equal proportion. Thus, teachers appear to 

be much more preoccupied about feelings of anxiety among their students than the students 

themselves. From the qualitative analysis, certain differences emerged in the comparison and 

contrast of the results found in both groups. The main discrepancy lies in the sources of 

anxiety mentioned by each part. Whereas students placed the origin of anxiety mainly on the 
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teachers‟ role in the classroom (difficulty to keep discipline, poor explanations or little 

patience) and the subject itself (difficulty to understand, trouble with vocabulary), the teachers 

pointed to the students‟ misbehavior, the evaluation methods, institutional regulations or 

sociocultural issues such as lack of respect or bullying. Accordingly, these findings seem to 

corroborate similar ones which show some differences or gaps between the teachers‟ and the 

students‟ perceptions on the role of anxiety in the L2 classroom contexts (Ohata, 2005). 

Ohata‟s results showed some concordances (test anxiety, communication apprehension, fear 

of negative evaluation, the role of the teacher as communicator and care-taker, counselor or 

motivator) as well as discrepancies (teachers‟ positive view of anxiety as triggering language 

learning) between the teachers‟ and students‟ perceptions on the role of anxiety in the L2 

classroom contexts. 

In relation to motivation, from the results of the quantitative analysis, the main 

coincidence resides in the fact that both groups acknowledged motivation as a crucial 

component for a fruitful outcome of their teaching or learning practices. A similar outcome 

was found in a former study contrasting tertiary EFL Chinese teachers‟ and students‟ beliefs 

about EFL teaching and learning (Davis, 2003). Although Davis‟ research inquired about 

some learning dimensions not covered in the present dissertation, both populations surveyed 

in his study also agreed that “the most important factor in second language acquisition success 

is motivation” (Davis, 2003, p.216). 

Another noteworthy finding in reference to motivation was not anticipated before this 

study: a considerable percentage of the surveyed teachers (45%) were not specifically 

interested in the matter or did not agree with the proposition that it is difficult to teach 

unmotivated students (Figure 4.14). Although a similar portion of students and teachers did 

not consider motivation an important aspect (as reported in Chapter 4), the unexpected finding 

was that the teachers appeared to be, in a certain proportion, not fully considering motivation 

as a crucial factor in the classroom. This seems to be of concern given the responsibility of the 

teachers‟ role since the educators are supposed to carry the main active and engaging function 

in the teaching-learning interaction. The conviction is, as it has already been stated, that 

“[k]eeping motivation high in our classes should be a goal to strive for and a concern of every 
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teacher since it will help improve the effectiveness of our pedagogical practice and, thus, 

make learning easier” (Placci, Barbeito & Valsecchi, 2012, p.134). 

From the qualitative approach, both concordances and discrepancies were found in 

reference to motivation. As regards similarities, both populations mentioned the role of the 

teacher as fostering motivation, the need for more varied classroom activities, more updated 

teaching material and further use of technology as an educational aid. The differences were 

observed in the approach to the issue of motivation. Many teachers sustained that lack of 

motivation is not a reason for misbehavior, whereas students highlighted the importance of 

self-motivation as a key factor for a better learning experience. In a different context of 

research, another study also centered on the comparison of students‟ and teachers' motivation, 

and how this affective factor affects language learning (Bukhary & Bahanshal, 2013). In 

contrast to references found in the present study, Bukhary and Bahanshal (2013) reported in 

their results that many students did not like English classes and did not wish to participate or 

attend them; however; and in a similar line to the present work, teachers commented that, 

despite the efforts to promote language learning, the outcome of their students was considered 

to be unsatisfactory.  

 The results related to self-concept on the students‟ side, from the quantitative 

perspective, showed that more than half of the surveyed population considered the subject 

English as difficult to learn and that a considerable portion did not regard themselves as good 

language learners. In contrast, on the teachers‟ side, the results revealed a categorical 

agreement on the conviction of the students‟ full capacity of learning. As it has already been 

stated, this last finding coincides with an intrinsic characteristic of the teacher‟s role who 

regards all students as potential successful learners. The qualitative analysis revealed that 

students related self-concept to the increase of instruction time, more speaking practice and 

more demanding teachers. Respectively, teachers mainly mentioned improvements in school 

timetables together with more critical and reflective teaching practices. These results shared 

some similarities as well as differences, with a study (Portesio & Vartalatis, 2009) performed 

in a near context (Villa María, Córdoba, Argentina), with a similar population (fifty high-

school ESL students). Portesio and Vartalatis‟ (2009) work revealed that, contrary to the 

outcome for present research, students evaluated the school subject negatively. However, and 
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similarly to the results in the present study, students in their study regarded EFL as a relevant 

tool for their future and assigned the teacher a key role in the learning process.  

Throughout the revised literature (Chapter 2), there appeared a series of studies dealing 

with the similarities and dissimilarities between learners‟ and teachers‟ beliefs about foreign 

language learning. Most of the vast research (Barcelos, 2003; Brown, 2009; Cephe & Yalcin, 

2015; Davis, 2003; Crawford, 2013; Kern, 1995; Schulz, 1996; Peacock, 1998; Wan, Low, & 

Li, 2011) has been conducted in contexts different from the one of the present study and 

covers a wide variety of aspects in relation to EFL teaching and learning. In most of the cases, 

the educational level studied involved pre-university or university locations. Yet, the revisited 

literature does not offer sufficient research on the secondary school population. 

Accordingly, the present work offers important findings regarding the specific context 

of secondary schools in a local area. Besides, it gains relevance as it addresses the gap in the 

existing literature by comparing both populations: students and teachers.   

The next chapter presents the conclusions arrived at after the analysis and include the 

pedagogical implications.  



59 

 

CHAPTER 6: CONCLUSIONS 

       This chapter presents conclusions regarding pedagogical implications (6. 1) and 

suggestions for future research (6. 2). Following, strengths and limitations of the study are 

considered (6. 3) and, lastly, there is the inclusion of some final remarks (6. 4). 

 

6. 1  Pedagogical implications 

Some possible pedagogical implications in view of the obtained results might be 

twofold: in terms of the teachers‟ procedures and institutional regulations. 

Taking into consideration the recognition of the importance of students‟ and teachers‟ 

affective factors, their impact on the language learning process (Horwitz, 1995) and the 

results obtained in the present work, the following pedagogical implications related to the 

teachers‟ practice might be suggested. One indication might point to keeping a more 

conscious look on the students‟ responses in order to listen more attentively to their voices in 

relation to EFL learning in secondary school (Barcelos, 2003). The more careful listening to 

the students‟ voices will help to narrow the gap between teachers‟ and students‟ beliefs; it  

will also contribute to a better learner-education relationship; and at the same time, it will 

enhance students‟ and teachers‟ growth and development (Hongboontri, 2014).  Even though 

some research in relation to this issue has been done in other countries (Hongboontri, 2014) in 

relation to curriculum, instruction and contextual factors involved in the ESL teaching and 

learning process, the recommendation for similar practices in the nearer context could be 

remarked. These attempts to improve students-teachers‟ relationship can be achieved by 

providing regular feedback by means of varied communication channels such as opinion 

surveys (previous, during or after a course or term), as well as open dialogues and group 

discussions in class. These practices might help to reduce the gap between teachers‟ and 

students‟ beliefs about the importance of affective factors in relation to learning the FL and to 

avoid or minimize wrong preconceptions naturally brought to the classroom by all the 
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participants (Barcelos, 2003). From the point of view of professional growth, the EFL teacher 

could revise topics and teaching material in order to reach consensus with their students in 

terms of topics, materials or even pedagogic strategies appropriate for FL teaching and 

learning. These issues should be attended in teacher training programs so as to encourage 

future teachers to listen to the students‟ voices instead of vertically imposing topics, 

methodologies or strategies. Another constructive proposition for teachers would be to seek 

and embrace more reflective practice (Jerez Rodríguez, 2008) hand in hand with Continuing 

Professional Development
4
 (CPD) (Day & Sachs, 2004; Eun & Heining-Boynton, 2007; 

Weston, 2015).  

Respecting institutions and official educational authorities, the implications relate the 

findings of the present work with providing more space and importance to CPD as well as 

periodical revision of the official curricula (Banegas & Velázquez, 2014).  The results in this 

study showed that teachers highlighted the need for more reflective practices. Accordingly, 

the inclusion in teacher-training programs of research and theories related to beliefs and 

affective factors in EFL teaching and learning should be fostered. Classroom research might 

also be encouraged and supported by governmental and institutional authorities. Undoubtedly, 

there is no better perspective than the teachers‟ view to describe the reality of the EFL 

classroom and search for solutions to the classroom problems (Banegas, 2018). Similarly, 

governmental offices and regulations should provide proper and more frequent opportunities 

to update school programs and curricula according to contextual updated research. 

 

6. 2  Lines for future research 

In consideration to the outcomes of the present thesis, some interesting future research 

could aim at broadening the spectrum of emotions by inquiring into other affective factors not 

considered in the present study. Studying a greater variety of affective factors and their 

interrelationships might contribute to a more holistic view of the impact of this issue on EFL 

teaching and learning. Another interesting area for further investigation would be replicating 

                                                           
4
 The term continuing professional development (CPD) implies, “all the activities in which teachers engage in 

during the course of a career which are designed to enhance their work‟ (Day & Sachs, 2004 p.3). 
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similar studies through on-line surveys all over the country, which might offer a more 

comprehensible perspective of teachers‟ and students‟ beliefs about EFL teaching and 

learning in secondary schools in Argentina. Some further inquiry into different levels of 

instruction, especially kindergarten and primary school contexts, could also unveil new 

insights on the interconnection of EFL environments and affective factors. Finally, the 

application of long-term studies in relation to affective factors and other school subjects might 

surely contribute to increase the chances for improvement of classroom atmospheres and 

educational practices in both directions: teaching and learning.  

 

6. 3 Strengths and limitations of the study 

Both strengths and limitations can be acknowledged in the present study. A limitation 

may be the fact that the study only covers three affective factors. Admittedly, having inquired 

into more factors could have provided a more comprehensible view of the issue. Yet, having 

studied anxiety, motivation and self-concept from a combination of quantitative and 

qualitative perspectives offers an in-depth view of these factors. Even though the complexities 

of the interrelationship between cognition and affective factors need the embracement of a 

more holistic view, the mixed-method approach applied in the present dissertation allowed for 

a thorough insight in spite of the intricacy of the subject. Additionally, the fact that the 

research gives voice to both parts involved in the learning process (teachers and students), 

contrasting and comparing their views, also highlights the importance of the scope covered in 

the present work. 

Correspondingly, another strong point that can be highlighted is the significance of 

being a large-scale study that comprises the voices of 1522 students and 61 EFL teachers. In 

addition, the relevance of the instrument has to be remarked since it was implemented in one 

of the most important cities of the province of Córdoba and its outskirt region covering a 

sample of 40 private and public secondary schools. These last two features, the large-scale 

study and the local context involved in the research, were scarcely found in the existing 

literature. 
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6. 4  Final remarks 

This study has intended to elucidate how certain affective factors, namely, anxiety, 

motivation and self-concept influence students‟ and teachers‟ interactions in our local EFL 

secondary school context. It has also given the opportunity to students‟ and teachers‟ voices 

to be heard outside the classroom walls making reference to their experiences in terms of 

emotions and beliefs that allow us to see educational outcomes beyond the traditional grading 

methods of failure or success. 

Results have shown the existence of certain gaps between teachers and students that 

deserve to be listened to and taken into consideration in order to improve the teaching and 

learning processes. Many EFL teachers consider that their students are anxious about the 

learning of the language whereas students do not seem to share the same amount of concern. 

A good number of students consider themselves as poor language learners and face the 

learning task with difficulty while their teachers almost unanimously believe that their 

students will succeed in their endeavors. Accordingly, although many teachers and students 

hold the concept of motivation in high regards, a good number of the former considers that 

demotivation is not a reason for misbehavior, whereas the latter are expecting their teachers‟ 

encouragement to learn.    

Research evidence has shown that “students‟ and teachers‟ beliefs about SLA and 

actions shape context and are shaped by it” (Barcelos, 2003). Consequently, the 

contemplation of beliefs and affective factors as key part of the whole language acquisition 

picture (Mercer, MacIntyre, Gregersen & Talbot, 2018) appears as an imperative call in order 

to improve the classroom atmosphere which, in turn, will lead not only to academic success 

but also to the wellbeing of both parts involved in the process: teachers and students. 
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