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Over the past decade, numerous studies have been carried out regarding affective variables in SLA. However, it
has been shown that these variables should not be analysed in isolation. Factors such as gender, for example,
should also be taken into consideration. This study looks at the importance of gender in relation to affective var-
iables in primary students (M: 11.5). The results are consistent with previous studies, in that female respondents
were shown to outperform their male counterparts in terms of affective variables (L2 motivation, L2 anxiety, L2
selves).
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Las variables afectivas y el género en SLA en educacién primaria

Numerosos autores han estudiado el papel de las variables afectivas en el drea de adquisicidn y ensenanza de
lenguas en la dltima década. No obstante, se ha demostrado que estas variables no deben analizarse de forma
aislada, sino que se deben tener en cuenta factores como el género. Este trabajo indaga en la importancia del
género en relacion con las variables afectivas en alumnos de primaria (M: 11,5). Los resultados son consistentes
con estudios previos, los cuales demostraron que las participantes encuestadas superan a sus homélogos mas-
culinos en términos de variables afectivas (motivacién/ansiedad/yoes en 2).
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1. Introduction

Gender differences are most apparent
when learning a second or a foreign lan-
guage. These differences are not only
manifested in the strictly academic sphere
but also transcend the field of affective
variables within the process of language
learning (Ryan, 2009: 35). To date, numer-
ous studies have suggested that females
are more motivated than their male coun-
terparts with regard to language learning
(Baker & Maclntyre, 2000; Dornyei, Csizér
& Németh, 2006; Kisaau, 2006; Martinovi¢
& Sori¢, 2018; Merisuo-Storm, 2007; Mori &
Gobel, 2006 Pasaltou-Joycey, Vrettou, Pend-
eri, 2017). Furthermore, it has been proven
that there are also gender differences re-
garding L2 anxiety (Aydin, Harputlu, Celik,
Ustuk at Guzel, 2017; Park & French, 2013)
and the L2 selves (Azaarnoosh & Birjandi,
2012; Dogan, 2017; Kim & Kim, 2011; Mar-
tinovic, 2018; Yashima, Nishida & Mizumoto,
2017).

With these previous studies as a refer-
ence, the main objective of this study was
to analyse whether gender differences exist
between students of primary education in
a language immersion programme in rela-
tion to motivation, anxiety and the selves.
The rationale behind the study is that the
results of the present study could shed light
on this lesser studied age group, thereby
making a useful contribution to the exist-
ing body of literature on the relationship
between affective variables and gender.

2. L2 motivation, L2 anxiety and
the L2 selves

The history of L2 motivation is relatively
recent (Gonzédlez Mujico & Lasagabaster,
2019) since it began to be understood as a
fundamental part of the learning process in
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the 1960s (Dornyei & Ushioda: 2011, p. 39).
One of the most relevant theories is that
of Self-determination. Its greatest contri-
bution is that of the continuum ranging
from amotivation to intrinsic motivation,
through extrinsic motivation (Ryan & Deci,
2002, p. 5). Extrinsic motivation is governed
by external factors (Deci & Ryan, 2000),
whilst intrinsic motivation is related to an
individual’s genuine interest in a specific
activity (Deci & Ryan, 2000, p. 233).

In a similar vein, L2 anxiety is also a
growing concept in the area of applied
linguistics since the 1970s (Barcelos, 2015,
p. 306). According to Gardner (2010, p. 90):
‘It is a type of situational anxiety related
to learning and using a second language.
There are three types of anxiety: commu-
nicative apprehension, test anxiety, and fear
of negative evaluation (Horwitz, Horwitz &
Cope, 1991, p. 30). Communicative appre-
hension appears when the learner has to
communicate orally in groups, in pairs, or
in public, or when he hears or learns an
oral message (Horwitz et al, 1991, p. 30).
Test anxiety is experienced by overly per-
fectionist learners with unrealistic goals
(Horwitz et al, 1991, p. 30). Fear of negative
evaluation could be considered even worse
than test anxiety. While test anxiety only ap-
pears when the learner faces tests, fear of
negative evaluation goes further and ap-
pears when the learner undergoes any kind
of assessment (Horwitz et al, 1991, p. 31).
Authors such as Criado and Mengual (2017,
p. 20,30), have demonstrated, both through
quantitative and qualitative analyses, the
importance that this fear of negative eval-
uation has for secondary school students
aged between 15 and 18.

The L2 selves were introduced in SLA
through the L2 Motivational Self System
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(Dornyei, 2005). This system comprises
three constructs: the L2 self, the ought-to
L2 self and the L2 learning experience
(Dornyei, p. 2005: 105). The ideal self is re-
lated to the attributes that someone would
like to possess in relation to learning a sec-
ond language (Ddrnyei, 2005, p. 105). The
ought-to self does not refer to the quali-
ties that someone would like to have, but
to the qualities that someone feels they
should have (Dornyei, 2005, p. 105). Finally,
the learning experience is integrated by the
learner's own experience and by the ele-
ments of the learning context of the learner
(Dornyei, 2005, p. 106).

2.1. L2 motivation and gender
Traditionally, women have been more in-
clined to be associated with humanities
and men more with science. Today, this sit-
uation has changed considerably although,
in the case of second or foreign language
learning, female learners appear to be more
motivated than their male counterparts in
terms of learning such languages world-
wide in primary, secondary and tertiary ed-
ucation (Baker & Maclntyre, 2000; Ddrnyei,
Csizér & Németh, 2006; Kisaau, 2006; Mar-
tinovi¢ & Sori¢, 2018; Merisuo-Storm, 2007;
Mori & Gobel, 2006 Pasaltou-Joycey, Vret-
tou, Penderi, 2017; Hwa & Peck, 2017).
Kissau (2006, p. 415), reflecting on the
results of her own study and in an attempt
to find an explanation for this phenom-
enon, blames society for ‘feminising’ the
learning of a language and therefore, its
culture, in addition to branding male ap-
prentices as unmanly for having an inter-
est in such learning. In the words of Kissau
(2006, p. 15): ‘Boys reported being less in-
terested in learning about French culture

because society has made it clear that that
is more of a female concern’

Thus, male informants often show
higher levels of instrumental motivation at
all educational levels while female inform-
ants show more integrative motivation
(de la Morena Taboada, Sédnchez Burdn,
Ferndndez Martin, 2011, p. 28). In other
words, if males were willing to learn a lan-
guage, the underlying reasons would be
instrumental since language is perceived
as a means to an end. Females, on the
other hand, would have a different per-
spective and would approach language
learning as something more integrated
with their selves. If, instead of measuring
instrumental and integrative motivation.
we focus on extrinsic and intrinsic motiva-
tion, a clear advantage of female students
over males regarding L2 motivation is also
found. Ferndndez-Fontecha (2014, p. 39)
expressed this idea in the following terms:

[...] Most boys and girls mainly thought that

learning English as a foreign language was

necessary, important, or useful, and boys in
particular perceived the foreign language as
more necessary, important, or useful than
nice, attractive, pleasant, or interesting. Girls
found English more attractive, pleasant, in-
teresting, or nicer than boys did.

2.2. L2 anxiety and gender

The relationship between L2 anxiety and
gender is not as straightforward as it is for
L2 motivation and gender since studies
show mixed results. In Turkey, with prima-
ry and secondary participants, Aydin et al.
(2017) discovered that female informants
were more motivated than their male
counterparts. Similarly, Park and French in
Korea (2013, p. 465, 468) discovered that
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female university students showed greater
signs of anxiety than men. However, no sig-
nificant differences were found in Malaysia,
Pakistan and Yemen respectively at univer-
sity/tertiary levels (Gopang, Bughio & Pa-
than, 2018; Razak, Yassin & Maasum, 2017;
Yih, Chin & Ling, 2018).

2.3. L2 selves and gender

Concerning the L2 selves, previous liter-
ature also shows mixed results. Dogan
(2017), in Turkey, found gender differenc-
es regarding the selves at a state universi-
ty. As with motivation, male respondents
seemed to be driven by more external
factors (ought-to self) (Azaarnoosh & Bir-
jandi, 2012, p. 580), unlike female respond-
ents, who were driven by more personal
and internal interests (ideal self) (Kim and
Kim, 2011, p. 66). These results are in line
with those of Yashima et al. (2017) in Japan
among university students, but not consist-
ent with those of Martinovic (2018), who, in
Croatia, found that male university students
showed greater levels of the ideal self. Au-
thors such as Henry and Cliffordson (2013,
p. 278, 285) found no gender differences
when examining the perception of the ide-
al self among their secondary education
participants (M= 15.5) in Sweden.

As seen, the results presented in this re-
view of the literature show mixed results re-
garding the relationship between affective
variables and gender mainly in secondary
and tertiary contexts. The main aim of this
study, therefore, was to shed light on this
relationship in primary education, a pivotal
stage in the academic lives of individuals
in both cognitive and affective contexts.
Nonetheless, the results obtained may not
be as reliable as with older participants
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because of younger students' relative lack
of both cognitive and affective maturity.

3. Method

3.1. Participants

The number of participants was 420. These
were sixth grade children (11.5), who took
part in a one-week language immersion
programme at the CRIEC (Rural Center for
Educational Innovation in Cuenca) in the
academic year 2018/2019. Both public and
private primary schools can apply to take
part in this programme. Our participants
were all pupils who participated in the im-
mersion programme that year. The children
engage in a wide variety of activities such
as workshops, watching films in English,
performing plays in English, to name but a
few.

Spanish informants comprised 79%
of the total number of participants and
Spanish is their first language. The major-
ity of participants attend bilingual schools
(59.4%) and 54,2 % were male participants.
It is noteworthy that a high percentage of
participants live in rural areas with most of
their parents in professions related to the
agricultural sector.

3.2. Methodology

The instrument used (see appendix) was
adapted from other questionnaires in order
to make it more appropriate and compre-
hensible for students of primary education
(see Csizér & Kormos, 2009; Gardner, 2010;
Horwitz, 1983; Ryan, 2009; Taguchi, Magid
& Papi, 2009). This instrument is of a quan-
titative nature and consists of twenty ques-
tions (Likert Scale 5) and four constructs
(extrinsic motivation, intrinsic motivation,
L2 anxiety and the L2 selves. In addition,
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there are six ethnographic questions which
attempt to identify participants’ socio-eco-
nomic backgrounds.

This instrument was submitted to
a committee of experts for scrutiny in
October 2017. The committee was made
up of a psycho-pedagogue, an expert in
methodology, an expert in language learn-
ing and two primary teachers. The commit-
tee followed a validation guide, evaluating
the questions in the questionnaire one by
one in order to determine if they were rel-
evant, pertinent and appropriate for sixth
grade children. Its internal consistency is
0.71.

Participants and their families were in-
formed about the research project by the
teachers at the CRIEC and by the research-
ers and they were able to ask about any
queries they had. As participants were mi-
nors, parents were requested to complete a
consent form created by the researchers of
the project. Upon completion of the con-
sent forms, the original questionnaire (in
Spanish) was administered by the teachers
at the CRIEC twice (T1 and T2) to look at
the effect that the immersion programme
had on the participants’ affective variables,
which was the aim of the previous work. In
the present study, only results at T1 were
analysed.

3.3. Analyses and results

Descriptive statistical analyses have been
presented reflecting aspects such as the
number of participants, the mean, medi-
an, mode, standard deviation, variance or
asymmetry in each variable. Descriptive
statistical analyses offer detailed informa-
tion on the results obtained in each of the
variables analysed. The total number of
participants was 420. Our aim had been to

count on around 1,000 participants, which
is approximately the number attending the
CRIEC during an academic year. However,
for reasons beyond our control, the sample
was reduced to 420 students, a number still
large enough to analyse and obtain robust
results. In previous quantitative studies in
Spain, North America and Asia, the number
of respondents did not exceed 341 (Garcia
Sanchez and Cruz Vargas 2013; Shaaban
and Ghaith 2000).

It is worth noting that the participants
obtained the highest means in item 8”1 do
my homework when my teacher asks me
10" (extrinsic motivation construct) and in
item 18"In the future, | will need to improve
my spoken English!(selves construct), indi-
cating the importance for participants in
this group to do the tasks assigned by the
teacher, in addition to having a good level
of oral English for the future. On the other
hand, respondents achieved the lowest
averages in item 2 “I am not keen on par-
ticipating in class because | do not want
to make mistakes!” (anxiety construct) and
in item 12 "I like watching films in English!”
(intrinsic motivation construct).

A one-way ANOVA was chosen to an-
swer our research question as to whether
female participants outperform their male
counterparts in all affective variables (mo-
tivation, anxiety and the selves). Prior to
conducting the ANOVA analysis, a factor
analysis was carried out with the aim of
reducing the 20 items of the questionnaire
to a smaller number of factors. The results
obtained were positive since four factors
emerged that coincided with the four
constructs proposed (extrinsic motivation,
intrinsic motivation, L2 anxiety and the L2
selves).
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As we can see in Table 1, the results
indicate that female students achieved a
higher mean in all the categories, suggest-
ing that they are more motivated and have
a greater sense of the self than their coun-
terparts, but they are also shown to be more
anxious. Nonetheless, as shown in the ta-
ble, results are only significant in the case of
intrinsic motivation and the selves, indicat-
ing then that females are more intrinsically
motivated and have a greater sense of the
second language self. The results obtained
are in line with numerous authors, since all
of them identify a clear advantage of the fe-
male participants in the case of motivation
(Baker & Maclntyre, 2000; Dornyei, Csizér
& Németh, 2006; Kisaau, 2006; Martinovi¢
& Sori¢, 2018; Merisuo-Storm, 2007; Mori
& Gobel, 2006 Pasaltou-Joycey, Vrettou,
Penderi, 2017; Hwa & Peck, 2017). In a study
by Dérnyei et al. in Hungary (2006: 645, 650,
1026, 1048, 1049, 1050), with participants

Table 1. Anova results (original).

of 13.5 years, female informants were more
motivated than their male counterparts
since girls obtained higher means than
their male counterparts in most of the var-
iables related to motivation. In the case of
anxiety, these results are similar to those
of Aydin et al. (2017) and Park and French
(2013, p. 465, 468), who, in their Korean
study (with participants M= 21) discovered
that female university students were more
anxious than their male counterparts when
learning English as a foreign language.
However, our results are not consistent
with those of Matsuda and Gobel (2004),
who found no gender differences among
university participants in their study.
Finally, in the case of selves, the results
in relation to the ideal self coincide with
those presented by Kim and Kim (2011,
p. 66), who concluded that adolescent girls
have a greater predisposition to act guided
by their ideal self than their male peers. Our

Ext. Inter-groups ,025 1 ,025 ,038( ,845
Mot.

Total 505,242 760
Int. Inter-groups 32,478 1 32,478 36,887 ,000
Mot. Intra-groups 677,092 769 ,880

Total 709,570 770
L2 Inter-groups 1,190 1 1,190 1,175 ,279
anx. Intra-groups 770,877 761 1,013

Total 772,067 762
L2 Inter-groups 12,339 1 12,339 20,600 ,000
selves ntra-groups 455,818 761 ,599

Total 468,157 762
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results are also consistent with those of
Yashima et al. (2017) with undergraduate
Japanese students.

Consequently, the main findings
demonstrate that female pupils are more
motivated to learn a foreign language than
their male counterparts, but they also ap-
pear to be more anxious. This may be a re-
flection of a common notion that second
or foreign languages are more of a “female
subject” and that students might have
internalised this subconsciously (Kissau,
2006).

What is more, at this stage of their
lives, students of primary education have
a strong sense of differentiation in terms
of what it is to be a boy or a girl in terms
of interests, hobbies or free time activities,
for instance. This would certainly translate
with regard to the learning process since, as
previously stated, girls are more inclined to
have a greater interest in languages in com-
parison to their male counterparts.

4. Conclusions

As has been demonstrated, our study has
yielded similar results to those of previous
studies and thereby serves to contribute
to the existing body of literature on this
subject indicating that female learners out-
perform their male counterparts regarding
affective variables. These results indicate
that the role played by the affective varia-
bles is crucial. Furthermore, light has been
shed on the lesser studied group, that of
students of primary education.

At this stage, pupils undergo many
developmental changes, including cog-
nitive and emotional, so it is most advis-
able to investigate the factors that help
shape students’ attitudes towards learning
languages.

This study is not without its limitations
and the results should be interpreted with
caution since only half of the results were
statistically significant. It is also acknowl-
edged that most studies of affective varia-
bles focus on adolescents or adults, whose
levels of emotional and cognitive maturity
are generally higher. Nonetheless, it can be
considered useful to ascertain the opinion
of primary school children regarding affec-
tive variables before they reach secondary
school or university, to be able to draw per-
tinent conclusions and take certain peda-
gogical measures that favour the process of
language learning.

Other qualitative instruments could
have been adopted, such as follow-up
interviews with students. Not only are
broader and more substantial responses
obtained than with quantitative methods,
but in addition, the behaviour of the inter-
viewee can also yield data of great interest
for research (see Ushioda, 2012).

As for future research, carrying out a
longitudinal study to observe the evolution
of gender differences over the years would
be most appropriate since affective var-
jables fluctuate over time (Busse & Walter,
2013; Sylvén & Ohlander, 2014; Waninge
et al, 2014). Transitioning to adolescence
entails fundamental changes that would
be most useful to analyse.

Age is yet another factor that should
be taken into account (Maclntyre et al,
2002) and it would be appropriate to adapt
the questionnaire for different age groups
and replicate this study among adolescents
and/or adults to verify whether age is deci-
sive when it comes to affective factors.

The study could also be replicated in
other centers and/or language immersion
programmes in different parts of Spain
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and different countries, thus enabling a
useful comparison of results. A greater un-
derstanding of the impact that immersion
programmes have on affective variables
could be achieved and it could be deter-
mined whether there are areas and/or
countries where these programs are more/
less motivating. The relationship between
socio-economic factors and the affective
variables could also be examined (Doiz,
Lasagabaster and Sierra, 2014, p. 213).

Lastly, attention must be drawn to the
pedagogical implications of this study. We
have demonstrated the importance that
affective variables have in the process of
learning a foreign language. By focusing
only on aspects such as intelligence, a fun-
damental component of the human being,
the affective part, is overlooked. As teach-
ers, we should try to encourage and main-
tain the motivation of our students through
interesting, appropriate and challenging
tasks.

Thus, student-centered approaches
are most advisable (Lirola, 2005, p. 33)
Likewise, as teachers we should be aware of
the negative effect of anxiety on the learn-
ing process, when a student’s performance
is negative, there is a tendency to assume
that this is the case because of some lack
of innate ability or effort. The most plausi-
ble explanation is that students might be
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Appendix -The questionnaire

Departamento de Filologia Moderna.
Facultad de Educacion, CUENCA

PUCLM

UNIVERSIDAD DE CASTILLA-LA MANCHA

Contesta a las siguientes preguntas personales. (Answer the following questions.)

Sexo (Sex:MF: M L1 F [
Colegio (School):
iEs bilingte? S LI No Cgs it biligual? Yes L no D)

Algun miembro de tu familia habla inglés? Si L1 No L (Does any member of you family
speak English? Yes L1 no O

Profesion del padre: (Father’s job.)

Profesion de 1a Madre: (MOtNEI'S JOD:) .........eeeeereeesieeeeessssssseesssssssssesessssssssssessssssssssesssssssssssesssssnssee

Contesta a las siguientes preguntas sobre el INGLES EN TU COLEGIO. Para cada pregunta
elige uno de los siguientes emoticonos. -D-Totalmente de acuerdo; ©-De acuerdo; @-Ni de
acuerdo ni en desacuerdo; ®-En desacuerdo; >:( -Totalmente en desacuerdo.

(Answer the following questions about ENGLISH IN YOUR SCHOOL. For each question choose
one of the following emoticons.): -D-Totally agree; © -Agree; ©-Neither agree nor disagree;
®-Disagree; >:( - Strongly disagree.

1. Me gustaria viajar a un pais donde se 3. Estudioinglés porque quiero sacar
hable inglés para poder aprenderlo. buenas notas.
(I would like to travel to a country where (I study English because | want to get
English is spoken in order to learn it,) good grades.)
DO OB <( DOO® <(

2. Me cuesta participar en clase de in- 4. En el futuro necesitaré que mi nivel
glés porque tengo miedo a cometer de inglés escrito sea mejor.
errores. ((In the future | will need my level of
(I find it hard to participate in English written English to be better.)
class because | am afraid of making DOO® <(
mistakes.)
DO OB <(
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En el futuro me gustaria hablar mejor
eninglés.

(In the future | would like to speak better
in English.)

-DOOG <(

Tengo interés en hablar inglés fuera
del colegio.

((am interested in speaking English
outside of school.)

-DOO B <(

En el futuro me gustaria escribir mejor
eninglés.:

(In the future | would like to write better
in English.)

DOO B <(

Hago las tareas de inglés cuando me
las manda el profesor.

(Ido my English homework when my
teacher tells me to.)

DO O® <(

Me pone nervioso hablar inglés en
clase.

(It makes me nervous to speak English in
class.)

DOO® <(

Me pongo nervioso al empezar la
clase de inglés.

(I get nervous when my English class
starts.)

DOO B <(

Me gusta saber cosas sobre los paises
donde se habla inglés.

(Ilike to know things about the coun-
tries where English is spoken.)
-DOOG <(

Me gusta ver peliculas en inglés.

(I like to watch films in English.)

DO OB <(

13.

14.

20.

Estudio inglés para que mis padres
estén orgullosos de mi.

(I study English so that my parents are
proud of me.)

DO OB <(

Cuando hablo inglés en clase tengo
miedo de que mis companeros se
rfan de mi.

(When I speak English in class I'm afraid
that my classmates laugh at me.)
DO OB <(

En el futuro quiero entender mejor el
inglés.

(In the future | want to understand
English better.)

DO OB <(

Me gustaria saber inglés para comu-
nicarme con personas que lo hablan.
(I would like to know English to commu-
nicate with people who speak it.)
-DOOB

Salir a la pizarra en clase de inglés me
causa preocupacion.

(Going out to the board in English class
causes me concern.)

DO OB <

Tener un buen nivel de inglés oral es
importante para mi futuro.

(Having a good level of oral English is
important for my future.)

DO OB <

Estudio inglés para que mis profe-
sores estén orgullosos de mi.

(Istudy English so that my teachers are
proud of me.)

DO OB <(

Pienso que el inglés es una lengua
muy importante.

(I'think that English is a very important
language.)

DO OB <(
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