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ABSTRACT: This study investigates the current levels, relationship, and predictive value of
motivation, trait anxiety, and hope on the English achievement as a foreign language of second-
ary school students. To this end, we employed a non-experimental or ex post-facto design. The
sample consisted of 85 adolescent students (54.1% female, 45.9% male), enrolled in a public
high school in Granada, Spain, who were assessed in motivation, trait anxiety, hope, and academ-
ic achievement. The results revealed average values across all assessed variables. Statistically
significant gender differences were found in competence and control goals, worthy future, and
trait anxiety, with females scoring higher in all three. Academic achievement in English showed
significant correlations with several motivational and emotional variables, including hope, com-
petence and control goals, worthy future, punishment avoidance, and interest in the subject. Fur-
thermore, punishment avoidance and worthy future emerged as significant predictors of English
academic achievement as a second language (L2). The results are discussed and evaluated for
their implications for future research and improvements in educational practice.

Keywords: Motivation, Trait anxiety, Hope, Academic Achievement in English as L2, Sec-
ondary education.

Motivacion, ansiedad rasgo, esperanza, y rendimiento académico de los estudiantes de
inglés como lengua extranjera: un estudio de caso en la Educacion Secundaria

RESUMEN: Este estudio investiga los niveles actuales, la relacion y el valor predictivo
de la motivacion, la ansiedad rasgo y la esperanza en el rendimiento en inglés como lengua
extranjera de estudiantes de secundaria. Para ello, empleamos un disefio no experimental o
ex post-facto. La muestra consistio en 85 estudiantes adolescentes (54.1% mujeres, 45.9%
hombres), matriculados en una escuela secundaria publica en Granada, Espana, que fueron
evaluados en motivacion, ansiedad rasgo, esperanza y rendimiento académico. Los resulta-
dos muestran valores promedio en todas las variables evaluadas; diferencias significativas
de género, a favor de las mujeres, en metas de competencia y control, futuro valioso y ansie-
dad rasgo; relaciones significativas entre el rendimiento académico en inglés y las variables
esperanza, metas de competencia y control, futuro valioso, evitacion del castigo e interés
en la materia; y la naturaleza predictiva de la evitacion del castigo y el futuro valioso en
el rendimiento académico en inglés como L2. Los resultados se discuten y evaluan por sus
implicaciones para futuras investigaciones y mejoras en la practica educativa.

Palabras clave: Motivacion, Ansiedad rasgo, Esperanza, Rendimiento académico en inglés
como L2, Educacion secundaria.
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1. INTRODUCTION

High school students face multiple factors influencing their academic achievement. Re-
cent research has enhanced our understanding of English academic outcomes. Among these,
second language acquisition (SLA) has received particular attention. SLA Proficiency varies
significantly among students without a unifying explanatory factor (Gestanti & Nimasari,
2021). Differences in SLA appear to be related to levels of proficiency and exposure (Ddrnyei,
1994; Pérez Cabello, 2023). In Spain, English is the second most taught language, but it
remains a significant challenge. This has led to improvements in English language proficiency
through bilingual education (Duran-Martinez & Fernandez-Costales, 2025; Lorenzo et al.,
2021; Martinez Agudo & Fielden Burns, 2021; Otto et al., 2024). However, English, as a
subject, continues to be a deficient area in the curriculum. Despite, its progress, Spain holds
a moderate position in the global ranking of English proficiency (EF EPI, 2024).

In 1996, the Spanish Ministry of Education and Culture and the British Council signed
an agreement, starting bilingual curricula in 43 schools with 40% instruction in English
(Ministerio de Educacion y Cultura & British Council, 1996). Currently, 84% of early
childhood students learn English as a first foreign language, and 100% receive second language
instruction. In secondary education, 749 centres offer instruction in French, English, or German
(Ortega-Martin et al., 2018). Enrolment in bilingual programmes grew from 240,154 in 2010-2011
to 1.5 million in 2022-23, with 95-95.5% choosing English (Ministry of Education, 2020, 2023).

In this context, it becomes particularly relevant to analyse the factors affecting academic
achievement in English as a foreign language. Understanding these determinants helps educators
and policymakers improve outcomes, reduce disparities, and maximise students’” potential.

Academic achievement is complex and multidimensional. Authors such as Edel Navarro
(2003) and Rand et al. (2020) define it as the sum of numerous elements, including method-
ologies and both internal/external variables. Garcia Jiménez (2000) includes skills, motivation,
and contextual variables like teachers and family. Despite the diversity of perspectives, over-
all grades and average grades have been accepted as a good practical measure of academic
performance (Allen, 2005; Goldhaber & Goodman Young, 2024; Suleiman et al., 2024).

Among the determinants of academic achievement, motivation stands out as crucial
factor in English acquisition. It has consistently been identified as a key factor in second
language (L2) learning outcomes (Nurhidayah, 2020; Saito et al., 2017; Toshnazarovna &
Dmitriyevich, 2025). Motivation can compensate for deficiencies in language skills (Gardner,
1985), energising behaviour and giving it direction (Ddrnyei, 1994, p. 518). Studies show
that motivation positively correlates with academic achievement (Estevez et al., 2016; Guz-
man-Zamora & Gutiérrez-Garcia, 2020; Regueiro et al., 2016), and moderately with language
proficiency (Fomento-Torres et al., 2023; Yamashiro & McLaughlin, 2001).

In this regard, Oliver and Simpson (1988) found that attitude was not a strong predic-
tor of academic achievement, but achievement motivation and self-concept were significant
predictors. Estévez et al. (2016) and Formento-Torres et al. (2023) found that future orient-
ed goals and avoiding punishment also predicted achievement. However, avoidance goals
hindered it (Rodriguez et al., 2014).

In contrast, anxiety (often the opposite of motivation) negatively impacts SLA
(Khesht-Masjedi et al., 2019). High trait anxiety is linked to communicative apprehension
and fear of negative evaluation, reducing confidence and performance in foreign languages
(Yamashiro & McLaughlin, 2001). Conversely, higher self-confidence has been shown to
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increase willingness to communicate (Yashima, 2002), a key element in language acquisition.
Recent meta-analyses confirm that anxiety negatively correlates with academic achievement,
oral proficiency, and reluctance to use the language, suggesting the need for pedagogical
support in this regard (Pacheco Vasquez & Veas Aguirre, 2024).

However, anxiety is complex and subjective. Recent studies confirm the multifaceted
impact of anxiety on SLA (Adrianzén Segovia, 2021; Braun, 2024). The effect of anxiety
varies depending on the language (Chastain, 1975). Research on its relationship with foreign
language acquisition yields mixed results (Scovel, 1978). The impact of anxiety depends
on its intensity. Excessive anxiety can be debilitating, but insufficient anxiety can reduce
attention to language forms (Yamashiro & McLaughlin, 2001). Trait anxiety has also been
identified as a significant predictor of performance (Chastain, 1975; Cecilio et al., 2014;
Colunga-Rodriguez et al., 2021; Pulido Acosta & Herrera Clavero, 2018), especially among
Spanish students. Higher anxiety predicts poorer academic performance (Cecilio et al., 2014).
However, while this is true, some research has failed to demonstrate a direct correlation
between anxiety and performance, indicating that high-performing students may experience
more anxiety due to fear of failure (Alfonso & Lonigan, 2021; Colunga-Rodriguez et al.,
2021; Contreras et al., 2005; Macher et al., 2012; Martinez Monteagudo et al., 2013). There-
fore, educational practice requires more empirical evidence in this regard.

Beyond motivation and anxiety, hope (linked to optimism and self-regulation) has also
been associated with academic achievement (de Besa-Gutiérrez et al., 2019; Vizoso Goémez
& Arias Gundin, 2018) and has recently garnered interest. Generally, hope is understood as
a contributor to psychological well-being (Barragan Estrada, 2023; Knowlden et al., 2016;
Snyder & Lopez, 2002). Defined as a psychological trait, it involves goal-directed planning,
persistence in effort (Carver & Scheier, 2014; Snyder, 2002; Vazquez-Espinosa & Lopez-
Suarez, 2022) and influences successful behavior by enabling positive perspectives despite
uncertainty. However, research on the link between hope and achievement offers contradic-
tory data. Some studies find that hope predicts better outcomes and planning (Dixson et al.,
2017; Franch Belmonte et al., 2022; Snyder et al., 1991), while others do not find a direct
influence between these variables (Rand, 2009; Wong & Cheung, 2024). Most research on
hope and academic achievement has focused on university populations, with few studies
addressing adolescents and school contexts (Buckelew et al., 2008; Ciarrochi et al., 2007,
Dixson et al., 2017; Feldman & Kubota, 2015; Franch Belmonte et al., 2022; Leeson et al.,
2008; Rand et al., 2011), and no previous study has examined the role of hope in second
language acquisition among secondary school students learning English.

Research analysing gender differences in performance, motivation and anxiety offers
contradictory and inconclusive results. Some studies (Castro Jiménez & Ledn Mena, 2024;
Ebenuwa-Okoh, 2010; Palomares-Ruiz et al., 2020) minimize the role of gender in academic
performance. In contrast, others (Barca Enriquez et al., 2014; Cerezo Rusillo & Casanova Arias,
2004; Martin, 2011) suggest that gender interacts with performance when other factors such
as motivation and self-perception are considered. Motivation and anxiety are also sensitive to
gender. Girls tend to outperform boys in motivation (Lightbody et al., 1996; Pino-Juste et al.,
2021). Anxiety is typically higher in girls than in boys (Dorn et al., 2009; Lagos San Martin et
al., 2018; Lightbody et al., 1996; Pino-Juste et al., 2021). Finally, hope also varies by gender.
Some studies have found that girls tend to report lower hope and more depressive symptoms
(Siverio Eusebio & Garcia Hernandez, 2008; Heaven & Ciarrochi, 2008; Andrade-Salazar et al.,
2017), while others found that women were more hopeful compared to men (Caycho et al., 2016).
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Taken together, all these findings highlight the need for further research. In light of the
inconclusive evidence regarding the relationship and predictive role of motivation, trait anxiety,
and hope in academic achievement, and the limited research specifically addressing English
achievement among adolescents, this study aims to: describe the levels of these variables in
Spanish high school students; examine their interrelationships; assess their predictive value
for English achievement; and explore gender differences, contributing to a more inclusive
and effective educational approach.

2. METHODOLOGY

To address the objectives of our research, this study followed a quantitative, non-exper-
imental ex post-facto design. It was cross-sectional and included descriptive, correlational,
and predictive analyses.

2.1. Participants

The sample consisted of 85 Spanish adolescents (39 males and 46 females), aged between
13 and 17 (M = 14.27, SD = 1.10). They were non-probabilistically selected from a public high
school in Granada (Spain). All participants gave informed consent and volunteered for the study.

2.2. Instruments

2.1.1. Questionnaire for the assessment of academic goals in Secondary education (CEMA-II)

CEMA-II is an instrument designed by Nuiez et al. (1997) composed of 42 Likert-type
questions, ranging from 1 (never) to 5 (always) and 8 subscales related to different types of
Goals (G) that are related to different types of motivation: Learning-oriented goals (G2: to
acquire competence and control; G7: to interest in subjects), self-oriented goals (G3: to defend
the ego -performance-avoidance goals-; G6: to defend the ego; G8: to seek self-aggrandizement
-performance-approach goals-), social valuation-oriented goals (G1: to acquire social recogni-
tion), and achievement or reward goals (G4: to the desire for a worthy future job; G5: to avoid
punishment). Each subscale comprises between 4 and 7 items. The CEMA-II has been validated
for Spanish adolescents (Nuiiez et al., 1997). In this study, Cronbach’s alpha = 0.84, subscales
ranged from 0.72 to 0.88; McDonald’s omega = 0.83, subscales ranged from 0.70 to 0.87.

2.1.2. The State-Trait Anxiety Inventory test for Children (STAIC)

To measure trait anxiety, we used the Spanish adaptation by Seisdedos (1990) of the
original State/Trait Anxiety Self-Assessment Questionnaire in Children (STAI-C) by Spielberger
(1973). This questionnaire comprises two independent scales that allow the specific evaluation
of the anxiety factor in two modalities: anxiety as a transitory state and anxiety as a permanent
trait. In the present investigation, only anxiety as a permanent trait was assessed. The scale
consists of 20 items rated on a Likert-type response format with three different levels (rarely,
nothing, and usually) valued from 1 to 3 points respectively so that the lowest possible score
is 20 while the highest is 60. The STAIC has been validated in Spanish adolescents (Castrillon
Moreno & Borrero Copete, 2005). In our sample, alpha = 0.82, omega = 0.81.
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2.1.3. Children’s Hope Scale (CHS)

The Hope data was collected using Children’s Hope Scale (CHS) of Snyder et al. (1997).
This questionnaire was created to evaluate the hopeful thinking associated with goal achievement
in children and adolescents aged 8-16 years. It consists of 6 statements using a Likert scale with
six anchors ranging from 1 (never) to 6 (always). The CHS is divided into two dimensions:
agency (3 items), which refers to the perceived ability to initiate and sustain goal-directed
actions, and pathways (3 items), which assesses the perceived ability to generate routes toward
goals. The final score is the sum of the raw scores of all the items. The CHS has proved its
consistency. The Cronbach alphas for the original scale ranged from .72 and .86. The Spanish
adaptation (Pulido-Martos et al., 2013) similarly, showed adequate internal consistency, with
a Cronbach’s alpha of 0.76. Internal consistency in our sample: alpha = 0.71, omega = 0.70.

2.1.4. Academic achievement

Academic achievement was measured by the average English grades at the end of the
second term (2021/2022), including exams, participation, homework, and other assignments.
Data were obtained from the school’s modern languages department.

2.3. Procedure

After initial contact with school staff, families, and students, and obtaining informed
consent, data collection was scheduled during class time. Motivation, anxiety, and hope
instruments were administered in three 30-minute sessions. Anonymous codes preserved
participant confidentiality across sessions. Grades were obtained from teachers. All procedures
adhered to the ethical principles of the Declaration of Helsinki.

2.4. Data Analysis

Once assessed, the data were transferred and analysed using SPSS version 21.0, with a
5% margin of error and a 95% confidence level (p > .05), except for the regression analysis,
where a stricter 99% confidence level was applied. First, a descriptive analysis was performed
to examine the sociodemographic characteristics of the sample and their levels of academic
achievement, motivation, anxiety, and hope. Normality and homoscedasticity were confirmed
using the Kolmogorov-Smirnov and Levene’s tests. The Kolmogorov-Smirnov test yielded
p-values of 0.180 (English academic achievement), 0.112 (trait anxiety), and 0.140 (hope),
indicating normal distribution. Levene’s test showed no significant variance differences,
with p-values of 0.185 (academic achievement), 0.215 (motivation), 0.147 (trait anxiety),
and 0.132 (hope). Based on these results, Student’s ¢ test for independent samples was used
to assess gender differences in academic achievement, trait anxiety, and hope. A MANOVA
was conducted to analyse the effect of gender on academic goals (subscales G1-G8 of the
CEMA-II), given their shared construct and intercorrelations. This approach avoids Type I
error inflation associated with multiple univariate tests. When MANOVA results were signif-
icant, follow-up ANOVAs were carried out to identify specific dimensions with significant
differences. Effect sizes were calculated separately: partial eta squared (n,*) for MANOVA
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and ANOVA, and Cohen’s d for ¢ tests. According to Cohen (1988), n,’ values of 0.01, 0.06,
and 0.14 indicate small, medium, and large effects, respectively; Cohen’s d values of 0.20,
0.50, and 0.80 represent small, medium, and large effects. Pearson’s correlation coefficients
were used to examine the relationships between English academic achievement and the studied
variables. Finally, simple and multiple regression analyses were conducted to explore the
predictive value of motivation, trait anxiety, and hope on academic achievement in English.

3. REsuLTS

3.1. Academic achievement, motivation, trait anxiety and hope levels

The descriptive analysis (see Table 1) shows that the mean English academic achievement is
6.66 (SD = 2.16) out of 10, indicating an above-average result. Regarding academic motivation
subcategories (scale 1 to 5), the highest means is for academic reward goals (M = 3.18), especially
desire for a decent future job, followed by social valuation goals (M = 3.01), and learning-ori-
ented goals (M = 2.72), focused on competence and control. Self-oriented goals (M = 2.45),
based on performance-approach involvement, are lower. Trait Anxiety has a mean of 4.32 (SD
= 2.32), indicating below-average anxiety and some stability in anxious propensity. Hope shows
an average value of 5.31 (SD = 1.96), reflecting students’ perceived goal-achievement ability.

Table 1. Descriptive analysis

n Min. Max. Mean SD
English Academic achievement 85 2.00 10.00 6.66 2.16
Academic goals
Learning-oriented academic goals:
(G2) Competence and control 85 1.00 4.86 3.14 0.89
(G7) Interest in subjects 85 1.00 4.00 2.30 0.84
Self-oriented academic goals:
(G3) Performance-avoidance goals 85 1.00 4.83 2.25 0.95
(G6) Work-avoidance goals 85 1.00 4.43 2.24 0.74
(G8) Performance-approach goals 85 1.00 5.00 2.87 1.07
Social valuation-oriented academic goals:
(G1) Social recognition 85 1.00 5.00 3.01 1.01
Achievement or reward academic goals:
(G4) Worthy Future 85 1.20 5.00 3.71 0.94
(G5) Avoid Punishment 85 1.00 5.00 2.66 0.96
Trait Anxiety 85 0.50 9.25 4.32 2.32
Hope 85 0.67 9.33 5.31 1.96
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3.2. Gender differences by academic achievement, motivation, trait anxiety and hope

Table 2 presents mean, standard deviations, ¢-test results and significance by gender. Both
males (M = 6.46) and females (M = 6.83) have above-average English achievement, with
females scoring higher but not significantly. MANOVA indicated a significant multivariate
gender effect on motivation goals (Wilks’ 4 = 0.764, F = 2.57, p = 0.016, nz= 0.213). Uni-
variate tests found significant differences in competence and control goals (G2) (F = 5.24, p =
0.024, > = 0.059) and future value goals (G4) (F = 7.13, p = 0.009, nz = 0.079), with higher
scores in females. Trait anxiety was significantly higher in females (¢t = -3.29; p < 0.01, d =
0.73). Hope means were 5.55 for males and 5.11 for females, with no significant difference.

Table 2. MANOVA, ANOVAs and t-test results comparing males and females on English
academic achievement, motivation, trait anxiety and hope

Male Female Effect

v sb M sb Statistic p size
English Academic achievement 6.46 2.18 683 216 -0.77 442

Academic goals

(G1) Social recognition 2.80 091 3.19 1.07 3.21 .076

(G2) Competence and control 291 0.89 334 0.85 5.24 .024" .059
(G3) Performance-avoidance goals ~ 2.12 0.74 235 1.10 1.38 245

(G4) Worthy Future 3.43 0.85 396 0.96 7.13 .009"  .079
(G5) Avoid Punishment 2.83 089 252 1.01 2.13 .147
(G6) Work-avoidance goals 228 071 221 0.78 0.23 .632
(G7) Interest in subjects 2.19 082 2.40 0.84 1.32 252
(G8) Performance-approach goals 2.84 097 289 1.15 0.04 .847

Trait Anxiety 346 196 504 237 -3.29 001" 0.73
Hope 555 1.81 S5.11 2.09 1.02 307

Note: *** p < .001, ** p < .01, * p <.05. English academic achievement, Trait anxiety and Hope range from 1 to
10. The subgoals from the motivation test range from 1 (never) to 5 (always). ANOVAs were used for academic goal
subscales (G1-G8), and independent samples ¢-tests were applied to English Academic achievement, Trait Anxiety,

and Hope. MANOVA of Academic goals: Wilks’ 4 = 0.764, F = 2.57, p = 0.016, .* = 0.213.

3.3. Relationship between academic achievement, motivation, trait anxiety and hope

Pearson correlations (Table 3) indicate low but significant positive correlations between
English academic achievement and Hope (» = 0.26, p < 0.05), Competence and control goals
(G2) (r = 0.32, p < 0.01), Worthy Future goals (G4) (» = 0.30, p < 0.01), and Interest in
Subjects goals (G7) (r = 0.25, p < 0.05). These correlations suggest that increased moti-
vation in these subcategories and higher hope levels relate to better English achievement.
Conversely, Avoid Punishment goals (G5) correlate negatively with achievement (» = -0.34,
p <0.01), indicating that motivation driven by avoiding punishment relates to lower English
grades. Other variables showed no significant correlations.
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Table 3. Correlation coefficients
Variables 1 2 3 4 5 6 7 8 9 10

1. English Academic achievement

2. (G1) Social recognition .09
3. (G2) Competence and control ~.32" 53"

4. (G3) Performance-avoidance - "
-02 .70 .34

goals
5. (G4) Worthy Future 30" 447 567 447
6. (G5) Avoid Punishment =347 29" -01 317 .17
7. (G6) Work-avoidance goals =21 A8 -11 44 -3 27
8. (G7) Interest in subjects 250 .37 557 15 27 -07  -13

9. (G8) Perf - h
(G8) Performance-approac S03 73 28 73 3907 49 337 12

goals
10. Trait Anxiety -01 34" 25 39" 227 12 357 13 .21
11. Hope 26" .03 A7 -17 13 =327 317 16 -.12 -.48™

Note: *** p < 001 ** p < .01; * p < .05; n =85

3.4. Motivation, trait anxiety and hope as academic achievement predictor variables

By making use of the multiple lineal regression model, we aim to outline the relationship
between two or more independent variables and our dependent variable. To build an efficient
Student’s English Performance model, we selected the most significant variables: the avoid
Punishment goal (G5) and the Worthy future goal (G4). We then checked the assumptions
about our lineal regression analysis to examine whether our results are accurate or not based
on the guidelines provided by prior research (Osborne & Waters, 2002). To ensure that there
was no multicollinearity between these two variables, a Pearson correlation coefficient was
calculated to examine the relationship between the predictors. The avoid Punishment goal
(G5) coefficient (» = -0.34) and the Worthy future goal (G4) coefficient (» = 0.30) suggested
that the assumption of multicollinearity was not violated. Furthermore, tolerance (0.97) and
variance inflation factor (1.03) did not indicate a violation of this assumption.

A multiple linear regression analysis (enter method) was performed to examine whether
English academic achievement could be predicted by the Worthy Future goal (G4) and the
Avoid Punishment goal (G5). The model was statistically significant (' = 1.19, p < 0.001),
explaining 24.3% of the variance (R* = 0.24). Both G5 (B = -0.89, ¢t = -4.07, p < 0.001)
and G4 (B =0.84, t =3.77, p < 0.001) contributed significantly to the prediction of English
achievement (see Table 4). Additional models including more variables were tested, but
none yielded substantial improvements in explained variance, nor did they report significant
predictors.

The model predicting English academic achievement is: English Academic achievement
= 5.90 — 0.89*Avoid Punishment (G5) + 0.84*Worthy Future (G4)
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Table 4. Multiple linear regression model

Predictor B SE B p t P
Constant 5.90 0.95 - 6.19 <.001™
Avoid Punishment (G5) -0.89 0.22 -0.40 -4.07 < .001™*
Worthy Future (G4) 0.84 0.22 0.37 3.77 <.001"™

Note: B = unstandardized Beta. SE B = Standard Error for the unstandardized beta. # = Standardized beta, ¢ = -test
statistics. p = probability value. ™" p < .001

4. DiscussioN AND CONCLUSIONS

This study offers a novel contribution by jointly examining motivation, trait anxiety,
and hope as predictors the academic achievement in English as a second language, an area
scarcely explored in previous research.

The first objective was to determine the levels of English academic achievement, mo-
tivation, trait anxiety, and hope. We found above-average grades in achievement (6.7 out of
10), motivation subcategories (3.18 on a scale from 1 to 5), and hope (5.31 out of 10), with
below-average levels of trait anxiety. These results are informative for tailoring educational
interventions. For instance, moderate motivation and high hope levels suggest the value of
promoting goal-oriented activities linked to students’ aspirations.

The second objective examined gender differences. Significant differences were found
only for trait anxiety and the motivational subcategories of Worthy-Future (G4) and Compe-
tence-and-Control goals (G2). Female students reported much higher levels of trait anxiety
than males, mirroring prior findings (Dorn et al., 2009). In motivation, female students
exhibited a greater drive towards academic and achievement goals, while males showed a
stronger pattern towards social reinforcement goals (Delgado et al., 2010; Ruiz-Esteban et al.,
2018). Girls ranked higher in every motivational subcategory except Avoid Punishment (G5)
and Work-Avoidance (G6), aligning with existing research (Martin, 2011; Ramudo Andion
et al., 2017; Ruiz-Esteban et al., 2018). Girls also used more effective learning strategies,
such as time management and persistence, but reported greater anxiety.

The third objective aimed to verify the relationship between English academic achieve-
ment and motivation, trait anxiety, and hope. English academic achievement positively
correlated with hope and the subgoals of Competence and Control (G2) and Worthy Future
(G4), and negatively with Avoid Punishment (GS5). This suggests that long-term aspirations
and beliefs in competence enhance English performance, while fear-based motives hinder
it, in line with Estevez et al. (2016). Trait anxiety did not correlate with academic success
(Macher et al., 2012; Fernandez-Castillo and Gutiérrez Rojas, 2009).

The fourth objective tested whether psychological traits predict academic achievement
in English. Previous studies have used this tool to predict academic achievement (Ferragut
& Fierro, 2012; Garcia Jiménez et al., 2000; Navalon Mira & Ruiz-Callado, 2017; Ramudo
Andién et al., 2017), our regression analysis only confirmed G5 and G4 as significant
predictors—negatively and positively, respectively. Thus, trait anxiety, and hope were not
predictors of English academic achievement, partially coinciding with Estevez et al. (2016).
These results are particularly noteworthy because they reveal how two motivational subgoals
of predominantly extrinsic nature—Avoid Punishment and Worthy Future— exert opposite
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effects but share an extrinsic character (Raab et al., 2024). While the former is short-term
and avoidance-driven, the latter is long-term and aspiration-based. This dual role of extrinsic
motivation implies that educational interventions should not just boost motivation, but shape
its direction toward constructive, future-focused goals.

Given the importance of mastering academic English, it is vital to understand the psy-
chological variables influencing SLA. Gender-based differences revealed that males are more
socially motivated, while females are more academically and intrinsically driven. However,
girls also suffer greater trait anxiety, potentially affecting their engagement with language
learning tasks. Overall, the strongest driver across the sample was the aspiration for a better
future. Students oriented towards long-term goals performed better, whereas those driven by
fear of punishment underperformed. These results echo Estevez et al. (2016) and Pawlak
& Moustafa (2023), though Leondari (2007) warned that future orientation does not always
correlate positively with achievement.

Despite significant gender differences in anxiety, trait anxiety did not predict English
performance. Multivariate analysis was also employed to explore interactions among vari-
ables, offering a comprehensive perspective on the dynamics between motivation, anxiety,
and hope (Tabachnick & Fidell, 2013).

4.1. Implications for educational practice

Teachers should encourage students’ active roles through collaborative decision-making,
peer learning, and goal-setting activities. Emphasising the connection between academic
effort and long-term aspirations is essential, particularly in the context of English, a vital
tool in a globalised world.

Educators and families must cultivate non-punitive environments, as fear-based motiva-
tion undermines learning. Instead, schools should nurture intrinsic and long-term motivation,
valuing personal growth and effort. These insights call for pedagogical strategies tailored to
varied motivational profiles, ensuring personalized, future-oriented teaching.

Additionally, programs to foster self-esteem and control over learning are recommended,
particularly to enhance English achievement.

4.2. Future studies

Future research should include experimental designs to test motivational interventions
in classroom settings and their influence on long-term academic outcomes. Longitudinal
studies could provide insight into how reducing punitive practices impacts learning envi-
ronments over time.

It is also essential to examine diverse motivational profiles and their effects on perfor-
mance, especially across different educational contexts. This would clarify how factors like
anxiety, motivation, and hope interact with achievement. Prior research (Deci & Ryan, 2020)
has shown that intrinsic motivation and long-term goal pursuit benefit academic performance
more than extrinsic or avoidance-based motives, a finding aligned with our data.

These findings are limited using a non-probabilistic, purposive sample of students,
which introduces potential biases and limits the generalizability of the results. The small
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sample size and the single-institution case study design further constrain broader applica-
bility. Moreover, relying exclusively on self-report instruments and an ex post facto design
entails methodological limitations.

Nevertheless, studies like this are essential to identify factors that may hinder or en-
hance students’ classroom language performance and offer practical insights for improving
English teaching practices.

5. REFERENCES

Alfonso, S., & Lonigan, C. (2021). Trait anxiety and adolescent’s academic achievement: The
role of executive function. Learning and Individual differences, 85, 1-10. https://doi.
org/10.1016/j.1indif.2020.101941

Adrianzén Segovia, C. S. (2021). Influencia de la ansiedad en el aprendizaje del idioma inglés
como lengua extranjera en estudiantes de educacion superior. INNOVA Research Journal,
6(3), 58-78. https://doi.org/10.33890/innova.v6.n3.2021.1742

Allen, J.D. (2005). Grades as valid measures of academic achievement of classroom learning. The
Clearing House: A Journal of Educational Strategies, Issues and Ideas, 78(5), 218-223.
https://doi.org/10.3200/TCHS.78.5.218-223

Andrade-Salazar, J. A., Duffay-Pretel, L., Ortega-Maya, P. A., Ramirez-Avilés, E., & Carvajal-
Valencia, J. E. (2017). Autoestima y desesperanza en adolescentes de una institucion
educativa del Quindio. Duazary, 14(2), 1-9.

Barca Enriquez, E., Vicente Castro, F., Almeida, L., & Barca Lozano, A. (2014). Impacto de
estrategias de aprendizaje, autoeficacia y género en el rendimiento del alumnado de edu-
cacion secundaria. International Journal of Developmental and Educational Psychology,
2(1), 287-297. https://doi.org/10.17060/ijodaep.2014.n1.v2.442

Barragan Estrada, A. R. (2023). Bienestar, salud mental 6ptima y florecimiento: esclareciendo y
diferenciando conceptos complejos. Revista de Psicologia y Salud Mental, 15(2), 123-145.
https://doi.org/10.1016/j.psicod.2023.09.003

Braun, E. N. (2024). El rol de la ansiedad en el aprendizaje de lenguas extranjeras. Anuario
de Ciencias Humanas-UNLPam, 7,245-250. https://repo.unlpam.edu.ar/bitstream/handle/
unlpam/7655/n07al9braun.pdf?sequence=1

Buckelew, S., Crittendon, R.S., Butkovic, J. D., Price, K.B., & Hurst, M. (2008). Hope as a
predictor of Academic performance. Psychological reports, 103(2), 411-414. https://doi.
org/10.2466/pr0.103.2.411-414

Carver, C., & Scheier, M. (2014). Dispositional Optimism. Trends in cognitive sciences, 18(6),
293-299. https://doi.org/10.1016/j.tics.2014.02.003

Castrillon Moreno, D.A., & Borrero Copete, P. (2005). Validacién del Inventario de Ansiedad
Estado-Rasgo (STAIC) en nifios escolarizados entre los 8 y 15 afios. Acta Colombiana
de Psicologia, 8(1), 79-90.

Castro Jiménez, S., & Leén Mena, J. (2024). Brechas de género en el rendimiento académico de
estudiantes de primaria y secundaria: revision documental. Noveno Informe Estado de la
Educacion. San José, C.R.: CONARE - PEN.

Caycho, T., Castilla, H., & Ventura-Leon, J. L. (2016). Esperanza en adolescentes y jovenes peruanos:
Diferencias segun el sexo y la edad. Psychologia. Avances de la Disciplina, 10(2), 33-41.

147



PoRTA LINGUARUM Issue 45, January 2026

Cecilio, D., Fernandez, F., da Silva, S. & Gakyia, S. (2014). Ansiedad y dificultades escolares.
International Journal of Developmental and Educational Psychology, 5(1), 433-442. http://
www.redalyc.org/pdf/3498/349851788049.pdf

Cerezo Rusillo, M.T., & Casanova Arias, P.F. (2004). Gender differences in academic motivation
of secondary school students. Electronic Journal Of Research In Educational Psychology,
2(1), 97-112.

Cohen, J. (1988). Statistical Power Analysis for the Behavioral Sciences (2nd Edition). Lawrence
Erlbaum Associates.

Chastain, K. (1975). Affective and Ability factors in Second-Language acquisition. Language
learning, 25(1), 153-161. https://doi.org/10.1111/.1467-1770.1975.tb00115.x

Ciarrochi, J., Heaven, P.C., & Davies, F. (2007). The impact of hope, self-esteem, and attri-
butional style on adolescents’ school grades and emotional well-being: A longitudinal
study. Journal of research in Personality, 41(6), 1161-1178. https://doi.org/10.1016/j.
jrp.2007.02.001

Colunga-Rodriguez, C., Angel-GonZélez, M., & Vazquez-Colunga, J. C. (2021). Relacion entre
ansiedad y rendimiento académico en alumnado de secundaria. Revista de Estudios e Investi-
gacion en Psicologia y Educacion, 8(2), 229-241. https://doi.org/10.30827/relieve.v29i1.25110

Contreras, F., Espinosa, J., Esguerra, G., Haikal, A., Polania, A., & Rodriguez, A. (2005). Autoe-
ficiencia, ansiedad y rendimiento académico en Adolescentes. Diversitas. Perspectivas en
Psicologia, 1(2), 183-194. https://www.redalyc.org/articulo.0a?id=67910207

de-Besa-Gutiérrez, M.R., Gil-Flores, J., & Garcia-Gonzalez, A.J. (2019). Variables psicosociales y
rendimiento académico asociados al optimismo en estudiantes universitarios espafioles de
nuevo ingreso. Acta Colombiana De Psicologia, 22(1), 152-163. https://doi.org/10.14718/
ACP.2019.22.1.8

Deci, E.L., & Ryan, R.M. (2020). Self-determination theory: A macrotheory of human motivation,
development, and health. Canadian Psychology/Psychologie canadienne, 49(3), 182-185.
https://doi.org/10.1037/a0012801

Delgado, B., Inglés, C.J., Garcia-Fernandez, M., Castejon, J., & Valle, A. (2010). Diferencias de gé-
nero y curso en metas académicas en alumnos de Educacion Secundaria Obligatoria. Revista
Espariola de Pedagogia, 68(245), 67-84. https://www.revistadepedagogia.org/rep/vol68/iss245/6

Dixson, D. (2017). Hope Across Achievement: Examining Psychometric Properties of the
Children’s Hope Scale Across the Range of Achievement. SAGE Open, 7(3). https://doi.
org/10.1177/2158244017717304

Dixson, D., Keltner, D., Worrell, F., & Mello, Z. (2017). The magic of hope: Hope mediates
the relationship between socioeconomic status and academic achievement. The journal
of educational research, 111(4), 507-515. https://doi.org/10.1080/00220671.2017.1302915

Dorn, L., Negriff, S., Huang, B., Pabst, S., Hillman, J., Braverman, P. & Susman, E.J. (2009).
Menstrual symptoms in adolescent girls: association with smoking, depressive symptoms
and anxiety. Journal of adolescent Health, 44(3), 237-243. https://doi.org/10.1016/j.jado-
health.2008.07.018

Dérnyei, Z. (1994). Understanding L2 motivation: On with the Challenge! The Modern Language
Journal, 78(4), 515-523. https://doi.org/10.1111/1.1540-4781.1994.tb02071.x

Duran-Martinez, R., & Fernandez-Costales, A. (2025). Bilingual education in Spain: A critical
review of stakeholders’ perceptions. Language Teaching. Cambridge University Press.
https://doi.org/10.1017/S0261444824000508

148



VicTor DELGADO ET AL. Motivation, trait anxiety, hope and academic...

Ebenuwa-Okoh, E.E. (2010). Influence of Age, Financial Status, and Gender on Academic Per-
formance among Undergraduates. Journal of Psychology, 1(2), 99-103. https://doi.org/10
.1080/09764224.2010.11885451

Edel Navarro, R. (2003). El rendimiento académico: Concepto, investigacion y desarrollo. Revista
electronica iberoamericana sobre Calidad, Eficacia y Cambio en Educacion, 1(2), 1-16.
https://www.redalyc.org/articulo.0a?id=55110208

EF EPI (2024). EF English Proficiency Index. https://www.ef.com.es/epi/

Estevez, 1., Rodriguez, S., Valle, A., Regueiro, B., & Pifieiro, 1. (2016). Incidencia de las metas
académicas del alumnado de secundaria en su gestion motivacional. Aula abierta, 44(2),
83-90. https://doi.org/10.1016/j.aula.2016.03.001

Feldman, D., & Kubota, M. (2015). Hope, self-efficacy, optimism, and academic achievement:
Distinguishing constructs and levels of specificity in predicting college grade-point average.
Learning and Individual differences, 37,210-216. https://doi.org/10.1016/j.1indif.2014.11.022

Fernandez-Castillo, A., & Gutiérrez Rojas, M. E. (2009). Atencion selectiva, ansiedad, sintomatolo-
gia depresiva y rendimiento académico en adolescentes. Electronic Journal of Research in
Educational Psychology, 7(1), 49-76. https://www.redalyc.org/articulo.oa?id=293121936004

Ferragut, M., & Fierro, A. (2012). Inteligencia emocional, bienestar personal y rendimiento acadé-
mico en preadolescentes. Revista Latinoamericana de Psicologia, 44(3), 95-104. http://www.
scielo.org.co/scielo.php?script=sci_arttext&pid=S0120-05342012000300008&Ing=en&tlng=es

Formento-Torres, A. C., Quilez-Robres, A., & Cortés-Pascual, A. (2023). Motivacion y rendimiento
académico en la adolescencia: una revision sistematica meta-analitica. RELIEVE. Revista
Electronica de Investigacion y Evaluacion Educativa, 29(1), 1-25. https://doi.org/10.30827/
relieve.v29i1.25110

Franch Belmonte, A., Monzonis Carda, 1., Adelantado Renau, M., Moliner Urdiales, D., & Beltran
Valls, M. R. (2022). Relacion entre la esperanza y el rendimiento académico en alumnado
de Educacion Secundaria Obligatoria. Forum de Recerca, 27(XXVII Jornades de Foment
de la Investigacio en Cieéncies Humanes i Socialsm), 76-77. https://dialnet.unirioja.es/
servlet/articulo?codigo=9077621

Garcia Jiménez, M. (2000). Competencia social: intervencion preventiva en la escuela. Infancia
y Sociedad, 1(24), 21-48.

Garcia Jiménez, M.V., Alvarado Izquierdo, J.M., & Jiménez Blanco, A. (2000). La prediccion
del rendimiento académico: regresion lineal versus regresion logistica. Psicothema, 12(2),
248-252. https://www.psicothema.com/pdf/558.pdf

Gardner, R.C. (1985). Social psychology and second language learning: The role of attitudes and
motivation. Edward Arnold.

Gestanti, R.A., & Nimasari, E.P. (2021). Foreign language acquisition by secondary school students
and their performance in English. International Journal of Multicultural and Multireligious
Understanding, 8(1), 495-502. http://dx.doi.org/10.18415/ijmmu.v8i1.2328

Goldhaber, D., & Goodman Young, M. (2024). Course grades as a signal of student achievement:
Evidence on grade inflation before and after COVID-19. Journal of Policy Analysis and
Management, 44(1), 349-351, http://dx.doi.org/10.1002/pam.22618

Guzman-Zamora, N., & Gutiérrez-Garcia, R. (2020). Motivacion escolar: metas académicas, esti-
los atribucionales y rendimiento académico en estudiantes de educacion media. Archivos
Venezolanos De Farmacologia y Terapéutica, 39(3), 290-295. http://saber.ucv.ve/ojs/index.
php/rev_aavft/article/view/19449

149



PoRTA LINGUARUM Issue 45, January 2026

Heaven, P., & Ciarrochi, J. (2008). Parental Styles, Gender and the Development of Hope and
Self-Esteem. European Journal of Personality, 22, 707-724. https://doi.org/10.1002/per.699

Khesht-Masjedi, M., Shokrgozar, S., Abdollahi, E., Habibi, B., Asghari, T., Ofoghi, R.S., &
Pazhooman, S. (2019). The relationship between gender, age, anxiety, depression, and
academic achievement among teenagers. Journal of Family Medicine and Primary Care,
8(3), 799-804. https://doi.org/10.4103/jfmpc.jfmpc_103_18

Knowlden, A., Hackman, C., & Sharma, M. (2016). Lifestyle and mental health correlates of
psychological distress in college students. Health Education Journal, 75(3), 370-382.
https://doi.org/10.1177/0017896915589421

Lagos San Martin, N., Vicent Juan, M., Gonzalvez Macia, C., Sanmartin Lopez, R., & Garcia
Fernandez, J. M. (2018). Diferencias en ansiedad escolar en funcion del sexo y curso
académico en una muestra de estudiantes chilenos de educacion basica. Psicologia desde
el Caribe: Revista del Programa de Psicologia de la Universidad del Norte, 35(3), 242-
251. https://doi.org/10.14482/psdc.35.3.152.46

Leondari, A. (2007). Future time perspective, possible selves, and academic achievement. New Direc-
tions for Adult and Continuing Education, 2007(114), 17-26. https://doi.org/10.1002/ace.253.

Leeson, P., Ciarrochi, J., & Heaven, P. (2008). Cognitive ability, personality, and academic per-
formance in adolescence. Personality and Individual Differences, 45(7), 630-635. https://
doi.org/10.1016/j.paid.2008.07.006

Lightbody, P., Siann, G., Stocks, R., & Walsh, D. (1996). Motivation and attribution at Se-
condary School: The role of gender. Educational studies, 22(1), 13-25. https://doi.
org/10.1080/0305569960220102

Lorenzo, F., Granados, A., & Rico, N. (2021). Equidad en la educacién bilingiie: Estatus socioe-
condémico y contenido y aprendizaje integrado de lenguas en el sur de Europa monolingiie.
Lingiiistica Aplicada, 42(3), 393-413. https://doi.org/10.1093/applin/amaa037

Macher, D., Paechter, M., Papousek, 1., & Ruggeri, K. (2012). Statistics anxiety, trait anxiety,
learning behavior, and academic performance. European journal of psychology of education,
27(4), 483-498. https://doi.org/10.1007/s10212-011-0090-5

Martin, A.J. (2011). School motivation of boys and girls: Differences of degree, differences of
kind, or both? Australian Journal of Psychology, 56(3), 133-146. https://doi.org/10.1080
/00049530412331283363

Martinez Agudo, J.D., & Fielden Burns, L.V. (2021). What key stakeholders think about CLIL
programmes: Commonalities and differences of perspective. Porta Linguarum, 35, 221-237.
https://doi.org/10.30827/portalin.v0i35.1532

Martinez Monteagudo, M., Garcia Fernadndez, J.M., & Inglés, C. (2013). Relaciones entre ansie-
dad escolar, ansiedad rasgo, ansiedad estado y depresion en una muestra de adolescentes
espafioles. International Journal of Psychology and Psychological Therapy, 13(1), 47-64.
https://www.redalyc.org/articulo.oa?id=56025664004

Mateo J. (2009). La investigacion ex post-facto. In R. Bisquerra, Metodologia de la investigacion
educativa (pp. 195-229). La Muralla S.A.

Ministerio de Educacion, Formacion Profesional y Deportes (2020). Datos y principales indica-
dores del sistema educativo espariol. Secretaria General Técnica.

Ministerio de Educacion, Formacion Profesional y Deportes (2023). Estadistica de las Ensefianzas
no universitarias. Ensefianza de Lenguas Extranjeras. Curso 2022-2023. Ministerio de

150



VicTor DELGADO ET AL. Motivation, trait anxiety, hope and academic...

Educacion, Formacion Profesional y Deportes.

Ministerio de Educacion y Cultura & British Council (1996). Acuerdo de colaboracion para la
introduccion de un curriculo bilingiie en las escuelas publicas espariolas. Ministerio de
Educacion y Ciencia.

Navalén Mira, A., & Ruiz-Callado, R. (2017). Consuma de sustancias psicoactivas y rendimiento
académico. Una investigacion en estudiantes de educacion secundaria obligatoria. Health
and addictions, 17(1), 45-52. https://doi.org/10.21134/haaj.v17i1.278

Nuiiez, J., Gonzalez-Pienda, J., Gonzalez-Pumariega, S., Garcia, M., & Roces, C. (1997). Cues-
tionario para la evaluacion de metas académicas en Secundaria (CEMA-II). Departamento
de Psicologia de la Universidad de Oviedo.

Nurhidayah, R. (2020). The role of motivation in second language acquisition. Jurnal Ilmiah
Spectral, 6(2), 96-104. https://doi.org/10.47255/spectral.v6i2.59

Oliver, J.S., & Simpson, R.D. (1988). Influences of attitude toward science, achievement moti-
vation, and science self-concept on achievement in science: a Longitudinal study. Science
Education, 72(2), 143-155. https://doi.org/10.1002/sce.3730720204

Ortega-Martin, J.L., Hughes, S., & Madrid, D. (2018). Influencia de la politica educativa de
centro en la ensefianza bilingiie en Espaiia. Secretaria General Técnica.

Osborne, J.W., & Waters, E. (2002). Four assumptions of multiple regression that researchers
should always test. Practical assessment, research, and evaluation, 8(1), 2. https://doi.
org/10.7275/1222-hv23

Otto, A., Rascon-Moreno, D., Alcalde-Pefialver, E., & Garcia-Laborda, J. (2024). Presentation:
Bilingual education in Spain: A critical look at current trends. Revista de Educacion,
(403), 1-8.

Pacheco Vasquez, E.A., & Veas Aguirre, S.J. (2024). Ansiedad Lingiiistica y su Impacto en los
Resultados del Aprendizaje de Idiomas. Boletin Cientifico Ideas y Voces, 4(3), 30-49.
https://doi.org/10.15443/r13326

Palomares-Ruiz, A., Cebrian, A., & Lopez-Pina, J. A. (2020). E-igualdad de género y rendimiento
académico en entornos virtuales de aprendizaje: un estudio inter-sujetos. Formacion Uni-
versitaria, 13(5), 137-150. https://doi.org/10.4067/S0718-50062020000500137

Pawlak, S., & Moustafa, A. A. (2023). A systematic review of the impact of future-oriented think-
ing on academic outcomes. Frontiers in psychology, 14, 1190546. https://doi.org/10.3389/
fpsyg.2023.1190546

Pérez Cabello, AM. (2023). La lengua extranjera y su ensefianza en Educacion secundaria.
Horsori Editorial, S.L.

Pino-Juste, M. R., Pérez Fernandez, A., & Dominguez Rodriguez, V. (2021). Prevalencia moti-
vacional en alumnado de Educacion Secundaria Obligatoria. (El género y el expediente
académico determinan la diferencia? Profesorado: Revista de curriculum y formacion del
profesorado, 25(2), 351-365. https://doi.org/10.30827/profesorado.v25i2.9274

Pulido Acosta, F., & Herrera Clavero, F. (2018). Predictores sociodemograficos de la ansiedad y
el rendimiento académico en estudiantes. Revista Mexicana de Investigacion en Psicologia,
10(1), 82-93. https://doi.org/10.32870/rmip.v10i1.5992.

Pulido-Martos, M., Jiménez-Moral, J.A., Lopez-Zafra, E., & Ruiz, J. (2013). An Adaptation of
the Children’s Hope Scale in a Sample of Spanish Adolescents. Child Indicators Research,
7(2), 267-278. https://doi.org/10.1007/s12187-013-9223-5

151



PoRTA LINGUARUM Issue 45, January 2026

Raab, H.A., Goldway, N., Foord, C., & Hartley, C.A. (2024). Adolescents flexibly adapt action
selection based on controllability inferences. Learning & Memory, 31(3), a053901. https://
pme.ncbi.nlm.nih.gov/articles/PMC11000582/

Ramudo Andion, 1., Barca Lozano, A., Brenlla Blanco, J., & Barca Enriquez, E. (2017). Metas
académicas, atribuciones causales y género: su determinacion en el rendimiento acadé-
mico del alumnado de bachillerato. Revista de estudios e investigacion en Psicologia y
Educacion, 1, 143-147. https://doi.org/10.17979/reipe.2017.0.01.2436

Rand, K.L. (2009). Hope and Optimism: Latent Structures and Influences on Grade Expec-
tancy and Academic Performance. Journal of Personality, 77(1), 231-260. https://doi.
org/10.1111/j.1467-6494.2008.00544.x

Rand, K., Martin, A., & Shea, A. (2011). Hope, but not optimism, predicts the academic per-
formance of law students beyond previous academic achievement. Journal of research in
Personality, 45(6), 683-686. https://papers.ssrn.com/sol3/papers.cfm?abstract_id=1987040

Rand, K., Shanahan, M., Fischer, 1., & Fortney, S. (2020). Hope and optimism as predictors of
academic performance and subjective well-being in college students. Learning and Indi-
vidual differences, 81, 101906. https://doi.org/10.1016/j.1indif.2020.101906

Regueiro, B., Rodriguez, S., Pifieiro, I., Freire, C., Ferradas, M., Gayo, E., & Valle, A. (2016).
Motivational profiles in high school students: Differences in behavioural and emotional
homework engagement and academic achievement. International Journal of Psychology,
53(6), 449-457. https://doi.org/10.1002/ijop.12399

Rodriguez, S., Pifieiro, 1., Regueiro, B., Gayo, E., & Valle, A. (2014). Metas académicas, estra-
tegias de aprendizaje y rendimiento académico en educacion secundaria. Magister, 26(1),
1-9. https://doi.org/10.1016/S0212-6796(14)70012-X1.

Ruiz-Esteban, C., Méndez, 1., & Diaz-Herrero, A. (2018). Evolucién de las metas académicas en
funcién del sexo y la edad y su influencia en el rendimiento académico en adolescentes
murcianos. Educatio siglo XXI, 36(3), 319-332. https://doi.org/10.6018/j/350021

Saito, K., Dewaele, J.-M., & Hanzawa, K. (2017). A longitudinal investigation of the relations-
hip between motivation and late second language speech learning in classroom settings.
Language and Speech, 60(4), 614-632. https://doi.org/10.1177/0023830916687793

Scovel, T. (1978). The effect of affect on foreign language learning: a review of the anxiety research.
Language Learning, 28(1), 129-142. https://doi.org/10.1111/j.1467-1770.1978.tb00309.x

Seisdedos, N. (1990). STAIC, Cuestionario de Autoevaluacion. TEA Ediciones.

Siverio Eusebio, M. Angel, & Garcia Hernandez, M. D. (2008). Autopercepcién de adaptacion y
tristeza en la adolescencia: la influencia del género. Anales de Psicologia, 23(1), 41-48.
https://revistas.um.es/analesps/article/view/23211

Snyder, C.R. (2002). Hope theory: rainbows in the mind. Psychol. Ing. 13, 249-275. https://doi.
org/10.1207/S15327965PL11304-01

Snyder, C.R., & Loépez, S. (2002). Handbook of positive Psychology. Oxford University Press.

Snyder, C.R., Harris, C., Anderson, J.R., Holleran, S.A., Irving, L.M., Sigmon, S.T., Yoshinobu,
L., Gibb, J., Langelle, C., & Harney, P. (1991). The will and the ways: Development and
validation of an individual differences measure of hope. Journal of Personality and Social
Psychology, 60(4), 570-585. https://doi.org/10.1037/0022-3514.60.4.570

Snyder, C.R, Hoza, B., Pelham, W.E., Rapoff, M., Ware, L., Danovsky, M., Highberger, L., Ru-
binstein, H., & Stahl, K.J. (1997). The development and Validation of the Children’s Hope
Scale. Journal of Pediatric Psychology, 22(3), 399-421. https://doi.org/10.1093/jpepsy/22.3.399

152



VicTor DELGADO ET AL. Motivation, trait anxiety, hope and academic...

Spielberger C.D. (1973). Manual for the State Trait Inventory for Children. Consulting Psycho-
logists Press.

Suleiman, 1.B., Okunade, O.A., Dada, E.G. & Ezeanya. U.C. (2024). Key factors influencing stu-
dents’ academic performance. Journal of Electrical Systems and Information Technology,
11(41). https://doi.org/10.1186/s43067-024-00166-w

Tabachnick, B. G., & Fidell, L. S. (2013). Using Multivariate Statistics (6th ed.). Pearson.

Toshnazarovna, E.M., & Dmitriyevich, A.D. (2025). The impact of motivation in language learning.
Innovative Developments and Research in Education, 3(35), 53-57. https://interoncof.com/
index.php/cad/article/view/7959/7225

Viézquez-Espinosa, J. M., & Lopez-Suarez, A. D. (2022). La esperanza como constructo en el
logro de metas: Una revision conceptual. Ensefianza e Investigacion en Psicologia, 4(1),
518-529. https://revistacneipne.org/index.php/cneip/article/view/145

Vizoso Gomez, C.M., & Arias Gundin, O. (2018). Resiliencia, optimismo y burnout académico en
estudiantes universitarios. European Journal of Education and Psychology, 11(1), 47-59.
https://doi.org/10.30552/ejep.v11il1.185

Wong, W.L., & Cheung, S.H. (2024). Hope and its associations with academic-related outcomes
and general wellbeing among college students: the importance of measurement specificity.
BMC Psychol 12, 398, https://doi.org/10.1186/s40359-024-01859-7

Yamashiro, A.D., & McLaughlin, J. (2001). Relationships among attitudes, Motivation, Anxiety,
and English Language Proficiency in Japanese College Students. In P. Robinson, M.
Sawyer, & S. Ross (Eds.), Second Language Acquisition research in Japan (pp. 113-129).
The Japan Association for Language Teaching (JALT).

Yashima, T. (2002). Willingness to Communicate in a Second Language: The Japanese EFL
Context. The Modern Language Journal, 86, 54-66.
http://dx.doi.org/10.1111/1540-4781.00136

153





