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Abstract

The motivational processes affecting learning, the academic success of a student is highly
dependent on what motivates a person to study or also known as someone’s goal orientation.
Moreover, motivation affects the willingness to learn and predicts learners’ self-regulatory
strategies. To further explore the nature of achievement goals, motivation, and learning strategies,
this quantitative study is conducted to determine the relationship between achievement goal
orientation and motivated learning strategies of BTLED students of the Marinduque State College
wherein the instrument used will be questions from the Motivated Strategies for Learning
Questionnaire (MSLQ) by Pintrich and DeGroot (1990) and the Achievement Goal Questionnaire-
Revised (AGQ-R) by Elliot and Murayama (2008). For the results of the study, the researcher
found out that BTLED students mainly focus on understanding and learning their course materials
through using their task motivation and perception regarding the importance of course works.
Thus, it implies that the achievement goals have an influence on the motivated beliefs and learning
strategies wherein students who are motivated to learn through a variety of goals may adapt
learning strategies during their learning process. Therefore, the researcher recommends the
implementation of intervention programs designed to directly teach students optimal approaches
to studying which can aid their learning process of course materials and adopting particular
achievement goal orientations.

Keywords:  goal orientation, intrinsic value, mastery approach, motivation, mastery avoidance,
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I. The Problem
Introduction

Being academically successful is highly dependent on what motivates a person to study, something
which can also be expressed as someone’s goal orientation (Dweck, 1986). While students undergo
formal education in academic institutions, many personal and contextual situations may occur that
can strongly influence the progression of their learning process. One of the examples of situations
that may influence one’s learning process is the COVID-19 pandemic which caused the
cancellation of face-to-face classes and transition to online and remote learning. Furthermore,
motivation and learning strategies are elements attached to learning processes wherein motivation
affects the willingness to learn and predicts learners’ self-regulatory strategies. Consequently,
some students may not have the necessary strategies and capabilities to successfully satisfy the
demands of academic life which can induce the development of a negative perspective on
education, loss of interest in learning, uncertainties on the personal capacities and abilities in
accomplishing tasks, and even exhaustion. As a result, lack of motivation becomes apparent which
reduces academic performance and can be a cause to drop out. In the process of analyzing the
causes of poor academic performance and/or academic failure, the motivation theory often arises.
Therefore, students must be adequately motivated to comprehend and perform effectively. Apart
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from this, motivation is required for students to progress into independent learners and excel in
their academics wherein the importance of the relationship between goal orientation and academic
performance is seen.

In the field of education, school motivation is one of the most studied psychological variables that
strongly influence the explanation of many conducts in the educational context. The function of
goals is a prominent feature in motivational theories. Goals are defined as the endpoint to which
effort and initiative are directed (Dweck & Elliott, 1983). In other words, goals are what a person
is trying to achieve (Pintrich, 2000). It has been said that learning is more than cognition.

It is an internal process of affective, cognitive, and behavioural factors where the end result is
dependent on our ability for self-regulation. Thus, motivation and learning strategies are elements
attached to the learning process. Motivation predicts learners’ self-regulatory strategies therefore
students who are more motivated to engage in learning tasks generally will opt to be more strategic.
Weinstein, et.al. (2005) described learning strategies as “tools used in the service of goals”. This
means that a learner’s goal and motivational orientation determines how and if learning strategies
are used. In some cases, several students do not have the necessary strategies and expertise to fulfill
academic requirements which leads to developing a negative attitude towards education, losing
interest in learning, doubting their abilities and feeling physically and mentally exhausted. All this
may lead to students’ complete lack of motivation which could negatively affect their academic
performance and could even lead them to abandon their studies early.

In the Conceptual Framework, the method is illustrated on how the research will be conducted. In
the input section, the materials needed are enumerated; these are related literature and studies about
goal orientation and academic performance. Documents such as student profiles are needed in
determining the respondents who will participate in the research conduction. The researcher used
two questionnaires which are the Motivated Strategies for Learning Questionnaire (MSLQ)
(Pintrich & DeGroot, 1990) and Achievement Goal Questionnaire-Revised (AGQ-R) (Elliot &
Murayama, 2008) in order to obtain information from the sample of the study regarding the
motivation and strategies college students employ to learning, examine the relationship between
achievement goal orientation and motivated learning strategies, and determine the student’s
achievement goal orientations namely mastery-approach, mastery-avoidance, performance-
approach, and performance-avoidance and motivated learning strategies such as self-efficacy,
intrinsic value, test anxiety, self-regulation, and cognitive strategy. Lastly, the response of the
students will be used for the data analysis and will be a basis to answer the research problem of
the study.

The process section includes the following methods to be used by the researcher in conducting the
study. To gather the needed data, the researcher will conduct the survey questionnaires which are
widely used by achievement goal researchers and were adapted from previous research works
related to the study. The survey questionnaire is divided into three sections: demographic section,
MSLQ section, and AGQ-R section. For the analysis of the gathered data, Pearson’s correlation,
weighted mean, frequency, and percentage were utilized. Mean and standard deviation was used
to describe the data; the Cronbach’s alpha to measure the internal consistency which is how closely
related a set of items are as a group; the Pearson product-moment correlation to identify the
relationship among variables of the study; and frequency and percentage to determine the most
and least apparent among the variables. The researcher also used descriptive analysis to determine
the highest and lowest mean scores of students in the occurrence of each scale based on the
frequency and percentage of students’ scores in the different sections of the survey questionnaire.
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Lastly, the result of the study is to determine the relationship between achievement goal orientation
and motivated learning strategies of BTLEd of Marinduque State College.

The purpose of this correlational study is to determine the relationship between achievement goal
orientation and motivated learning strategies of the Bachelor of Technology and Livelihood
Education (BTLEd) students of Marinduque State College (MSC). The results of the study will be
a basis for assessing determinant factors that can influence students' learning process and
manifestation of motivation among the students.

Assessing the relationship between achievement goal orientation and motivated learning strategies
has an important leading role to make the teaching-learning process to be effective and efficient
and to produce independent and self-regulated learners.

At this stage of the research, achievement goal orientation can be defined as the purpose of
academic engagement and motivated learning strategies are divided into motivation beliefs and
self-regulated learning strategies. In addition, the study primarily focuses on major variables that
can contribute to the motivation and self-regulated learning of students to illustrate significant
theoretical and practical implications that can serve as a basis for an effective and efficient learning
process. To achieve this, the study is based on the following purposes:

e To determine the most and least apparent subscale of achievement goal orientation and
motivated learning strategies present among BTLED students.

e Todistinguish the difference between the achievement goal orientation and motivated learning
strategies of BTLED students.

Furthermore, the direct recipient of the output of this research is the school management of
Marinduque State College. The data gathered may provide useful information for teachers,
educators, curriculum designers, and researchers to get insight into the impacts (if any) of
achievement goals and utilization of motivated learning strategies in planning academic activities
to assist the students' learning process. It may help teachers in designing interventions to change
the goal stresses in their classroom.

Il. Research Methodology
Research Design

This quantitative research will be conducted in a correlative manner as the study aims to determine
the relationship between achievement goal orientation and motivated learning strategies of BTLED
students of MSC. The researcher believes that the chosen research design is effective towards
describing the relationship between the four subscales of achievement goal orientation: mastery-
approach, mastery-avoidance, performance-approach, and performance-avoidance and motivated
learning strategies: self-efficacy, intrinsic value, test anxiety, self-regulation, and cognitive
strategy.

Population/Sample/Participants

In order to achieve the sample of this research, the respondents will be chosen by using the
universal sampling. According to Richard & Margaret (1990), universal sampling refers to the
selection of sample where not all the people in the population have the same profitability of being
included in the sample and each one of them, the probability of being selected is unknown.
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Research Instruments and Procedure

The researcher will be using the questions from Motivated Strategies for Learning Questionnaire
(MSLQ) by Pintrich and DeGroot (1990) and Achievement Goal Questionnaire-Revised (AGQ-
R) by Elliot and Murayama (2008) which are widely used by achievement goal researchers to
assess the role achievement goal orientation, investigate the motivation and strategies grade 12
students employ to learning, and examine the relationship between motivation defined as goals
and self-regulated learning. The survey questions from the Motivated Strategies for Learning
Questionnaire (MSLQ) consists of forty-four (44) items which are divided into nine (9) items for
self-efficacy, nine (9) items for intrinsic value, four (4) items for test anxiety, thirteen (13) items
for cognitive strategy use, and nine (9) items for self-regulation. The survey questions from the
Achievement Goal Questionnaire-Revised (AGQ-R) consist of twelve (12) items.

After obtaining the information needed from the research instrument, the researcher will be getting
the distribution of scores will then be segregated according to the different subscales of
achievement goal orientation and motivated learning strategies. The scores will be totalled per
frequency of the Likert (1- Very untrue of me = red; 2 - Untrue of me = orange; 3 — Somewhat
untrue of me = yellow; 4 -Neutral = green; 5 — Somewhat true of me = blue; 6 - True of me =
purple and 7 - Very true of me = magenta).

Before analysing the data gathered for the objectives of the study, the researcher used the
Cronbach’s alpha to determine the internal consistency of the Achievement Goal Questionnaire-
Revised (AGQ-R) as it adapted the 7-point likert-type scale and the “Reflect Me” anchor of the
Motivated Strategies for Learning Questionnaire (MSLQ) to maintain the cohesiveness of the
survey questionnaire. The Cronbach's alpha or coefficient alpha is the most common test score
reliability coefficient for single administration. It is used to identify how closely related a set of
test items are as a group.

Furthermore, other statistical treatments are Pearson Product Moment Correlation to determine the
relationship between two variables; Descriptive analysis using weighted mean to determine the
highest and lowest mean scores of students’ responses; find the average amount by which scores
differ from the mean; and lastly, Percentage formula wherein this will help in order to find out the
percentage and frequency of the results.

I11. Results and Discussion
Table 1

Demographic Profile of BTLEd respondents

Frequency Percentage
Sections
First Year 23 32%
Second Year 15 21%
Third Year 16 21%
Fourth Year 19 26%
Total 73 100%

The total sample size of the research is seventy-three (73) Bachelor of Technology and Livelihood

Education (BTLEd) students wherein there are 23 first year students with a percentage of 32%, 15
https://ijase.org
87



International Journal of Arts, Sciences and Education ISSN: 2799 - 1091
Volume 5 Issue 1 | March 2024 Page No. 84-101

second year students which composes 21% of the total sample as well as 16 third year students
which also composes another 21%, and 19 fourth year students who belongs to the 26% of the
total sample.

Table 2
Internal Consistency of Achievement Goal Questionnaire-Revised

Item No. Variance of Total Scores Variance per Item

0.89

0.87

0.47

1.22

3.29

151

0.5

2.05

2.72

1.83

1.54

12 2.17

Sum of Variances per Item 19.06
Cronbach’s Alpha 0.83

Internal Consistency Good Internal Consistency

80.56
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Table 2 indicates the internal consistency of the Achievement Goal Questionnaire-Revised (AGQ-
R) that the researcher utilized in survey questionnaire. The AGQ-R adapted the 7-point Likert-
type scale and the “Reflect Me” anchor from the Motivated Learning Strategies Questionnaire
(MSLQ) instructed by the authors, Pintrich and DeGroot. Before analysing the data from the
Achievement Goal Questionnaire-Revised, the researcher calculated the Cronbach’s alpha to
measure how closely related and reliable the set of test items are as a group.

Based on the findings, the adaptation of the 7-point likert-type scale and the “Reflect Me” anchor
resulted to a good internal consistency which also implies that the data gathered is reliable.
Therefore, the researcher is able to use the data from the achievement goals section for the
objectives of the study.
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Figure 1. Percentage of Achievement Goal Orientation among BTLEd students

In this framework, goal constructs are defined in two dimensions according to definition of
competence (performance versus mastery) and valence of competence (approach versus
avoidance). Thus, for the second part of the questionnaire, the Achievement Goal Questionnaire-
Revised, the scores of each student for each subscale were computed by summing the scores of
each item that make up the subscale to determine the percentage of each subscale present among
the students.

In Figure 1, it shows the percentage of Achievement Goal Orientation of BTLEd students wherein
based on the findings, mastery-approach orientation is the most apparent with a percentage of
28.26%. Moreover, performance-approach orientation has 24.01 % and performance-avoidance
orientation has 24.74 %. On the contrary, the least apparent achievement goal orientation is the
mastery-avoidance orientation with only 22.99 %.

Based on the findings, it can be concluded that most of the BTLEd students mainly possess a
mastery-approach orientation. This implies that these students are focused on learning,
understanding the course materials and developing their skills. Furthermore, the implicit theories
of intelligence states that those students who perceive their classes as emphasizing effort and
understanding are likely to adopt mastery-oriented goals.

Table 3
Descriptive Statistics & Analysis of Achievement Goal Questionnaire-Revised

Top Three Highest Weighted Mean

Subscale Statement _ Descriptive Analysis

Mastery Approach 3 6.22 Very true of me
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Mastery Approach 7 5.78 True of me
Mastery Approach 1 5.63 True of me
Top Three Lowest Weighted Mean

Subscale Statement = Weighted Mean @ Descriptive Analysis

Mastery Avoidance 5 451 Somewhat true of me

Mastery Avoidance 9 4.70 Somewhat true of me

Performance Approach 8 4.88 Somewhat true of me

In addition, the averages of the weighted means per subscale were calculated to identify the ratings
per statement that are included in the achievement goals section of the questionnaire. The students
could score the items as follows: 1 — very untrue for me to, 2 — untrue for me, 3 — somewhat untrue
for me, 4 — neutral, 5 — sometimes true for me, 6 — true for me, and 7 — very true for me.

According to the findings on Table 3, the statement number 3 “My goal is to learn as much as
possible” received the highest rating with a mean of 6.22 and is described as “Very true of me”.
This means that most of the BTLEd students are positively motivated to exert a significant amount
of effort to understand the course materials which are aspects of mastery-approach orientation.
Apart from this, the statements number 7 “I am striving to understand the content thoroughly as
possible” and number 1 “My aim is to completely master the materials presented in this class”
received the second and third highest rating with means of 5.78 and 5.63 and are both described
as “True of me”. These statements also belong to the mastery-approach orientation which focuses
on the development of competence for one’s own sake.

On the other hand, the findings also show that statement number 5 “My aim is to avoid learning
less than I possibly could” received the lowest rating with a mean of 4.51 and is described as
“Somewhat true of me”. This states that some of the BTLEd students try to avoid situations in
which they are unable to learn which a characteristic of mastery-avoidance orientation. Similarly,
statement number 9 “My goal is to avoid learning less than it is possible to learn” received the
second lowest rating with means of 4.70 is described as “Somewhat true of me” as well. This
indicates that BTLEd students somewhat avoid learning to lessen the work they have to do in class
which depicts a mastery — avoidance quality. Lastly, statement number 8 “My goal is to perform
better than the other students” received the third lowest rating with a mean of 4.88 and is also
described as “Somewhat true of me”. This may show that some students do not possess a drive to
outperform other students but there is still a possibility some may do.

https://ijase.org
90



International Journal of Arts, Sciences and Education ISSN: 2799 - 1091
Volume 5 Issue 1 | March 2024 Page No. 84-101
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Figure 2. Percentage of Motivated Learning Strategies among BTLEd students

For the third part of the questionnaire, the Motivated Strategies for Learning Questionnaire, the
scores of each student for each factor were computed by summing the scores of each item that
make up the factor to determine the percentage of each one present among the students. In Figure
2, the percentage of motivated learning strategies of BTLEd students is shown wherein the
cognitive strategy which is under the learning strategies is the most apparent motivated learning
strategy among BTLEd students with a percentage of 30.89%. On the other hand, the least apparent
motivated learning strategy would be test anxiety with 8.57%. If the results are analyzed it can be
concluded that the majority of the BTLEd students utilize basic and complex strategies for
processing information from text and lectures. Some examples of these strategies are the use of
rehearsal, elaboration strategies, and critical thinking. Furthermore, identifying these strategies
could be a significant step toward appropriate academic interventions and could improve students'
achievements by determining the strengths and weaknesses in their studies and providing them
with adequate interventions.

Table 4
Descriptive Statistics & Analysis of Motivated Strategies for Learning Questionnaire

Top Three Highest Weighted Mean

Subscale Statement _ Descriptive Analysis

Intrinsic Value 21 6.19 Very true of me
Intrinsic Value 4 6.15 True of me
Intrinsic Value 15 6.11 True of me

Top Three Lowest Weighted Mean
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Subscale Statement Weighted Mean Descriptive Analysis
Self-regulation 27 4.25 Neutral
Self-regulation 38 4.32 Neutral
Self-efficacy 16 4.44 Somewhat true of me

Additionally, the items of the Motivated Strategies for Learning Questionnaire were further
analyzed by taking averages of the weighted means per subscale were calculated to identify the
ratings per statement that are included in the motivate learning strategies section of the
questionnaire. The scoring of the items are as follows: 1 — very untrue for me to, 2 — untrue for
me, 3 — somewhat untrue for me, 4 — neutral, 5 — sometimes true for me, 6 — true for me, and 7 —
very true for me. As stated by Kubischta (2014) who also adopted the Motivated Strategies for
Learning Questionnaire (Pintrich & DeGroot, 1990) to their research, the answers to items 26, 27,
37 and 38 have to be subtracted from 8 to calculate the real score for students answer to that item,
because they are marked as reversed coded in the MSLQ, and have to be reflected before scoring
the item correctly.

According to the finding in Table 4, statement number 21 “Understanding this subject is important
to me” received the highest rating with a mean of 6.19 and is described as “Very true of me”. This
means that nearly all BTLEd students’ primary goal is to be able to comprehend the information
in their course materials and lectures which are aspects of the intrinsic value, a motivation belief.
Apart from this, statements number 4 “It is important for me to learn what is being thought in the
class” and number 15 “I think what I am learning in this class is useful for me to know” received
the second and third highest rating with means of 6.15 and 6.11 respectively and is both described
as “True of me”. This signifies that the majority of the BTLEd students set objectives before
engaging in a particular activity wherein in this case, during course lectures. Moreover, there is an
emphasis on the perception of the student regarding interest, importance, and how beneficial it
may be used for future and/or other purposes. Hence, these ideas are some of the characteristics of
intrinsic value, a motivation belief.

In contrast, the findings also show that statement number 27 “When work is hard I either give up
or study only the easy part” received the lowest rating with a mean of 4.25 and is described as
“Neutral”. This statement refers to the lack of proper metacognitive control, an aspect of self—
regulation, in oneself which may result in avoidance behaviour as an escape mechanism from
difficulties such as course work. Similarly, statement number 38 “I find that when the teacher is
talking, I think of the other things and don't really listen to what is being said” received the second
lowest rating with a mean of 4.32 and is described as ‘“Neutral”. This refers to a difficulty in
focusing during their lectures in some instances which also shows the lack of self-regulation which
is defined as the ability to manage one’s behaviour toward surroundings. A neutral statement such
as number 27 and 38 depicts that BTLEd students neither have a positive response nor a negative
response but rather are unsure regarding how these statements apply to themselves. Lastly,
statement number 16 “My study skills are excellent compared with others in this class” received
the third lowest rating of 4.44 and is both described as “Somewhat true of me”. This signifies that
some BTLEd students may perceive their learning techniques as superior to others in terms of
showing one’s competence and confidence in performing tasks which is an aspect of self-efficacy,
a motivation belief.

Table 5
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Relationship between the four subscales of achievement goal orientation and motivated learning
strategies of BTLEd students

Variable 1 2 3 4 5 6 7 8 9

1. Mastery Approach | _._____.

2. Mastery Avoidance| (.38* |--------

3. Performance
Approach 0.48* | 0.30 |--------
4. Performance
Avoidance 0.45* | 0.52* | 0.49* |--------
5. Self-efficacy 0.45% | 0.38* | 0.40* | 0.37* |-----—--
6. Intrinsic Value 0.46* | 0.29 | 0.39* | 0.37* | 0.42% |--------
7. Test Anxiety 0.35%* | 0.08 | 0.11 | 0.19 | 0.25 | -0.10 |--—----
8. Self-regulation 0.46* | 0.12 | 0.39* | 0.16 | 0.42* | 0.55* | -0.10 |--------
9. Cognitive Strategy | 0.40* | 0.21 | 0.32 | 0.30 | 0.33* | 0.40* | -0.10 | 0.45* |--------

(Note: * significant at p < 0.05 level)

Based on the correlation matrix, mastery-approach orientation has a weak positive correlation with
mastery-avoidance with an R-value of 0.38 and performance-approach with an R-value of 0.48.
The definition of mastery approach is the desire to learn while mastery-avoidance is the inability
and fear to master all materials. The goal of mastery-avoidance, to avoid doing worse than one has
done before, uses a negative outcome as the hub of regulation, the individual is constantly
reminded of this negative possibility during goal pursuit that may affect the learning process and
hinder the development of skills and knowledge. Relative to mastery-avoidance goals, mastery-
approach goals would seem optimal forms of regulation in a context highlighting intrapersonal
standards of competence wherein these goals can facilitate task absorption and enhance
performance during the learning process.

Meanwhile, the goal of performance-approach orientation is to do better than others and desire to
show their achievements publicly. According to Midgley et.al. (2001), mastery-approach
objectives may improve performance in the absence of externally-provided feedback or public
evaluative processes of any sort, in that case, mastery-approach goals only improve performance
for intrinsically engaging tasks. Furthermore, mastery-approach and performance-avoidance
orientation also have a weak positive correlation with an R-value of 0.45. That may be an
indication that the motivation of students to master their course materials may also influence their
extrinsic motivation.

Statistically speaking, both mastery-approach and mastery-avoidance of BTLEd students tend to
go up in response to one another but the relationship is not very strong as they negate each other
in terms of the valence of competence while mastery-approach and performance-approach also
tend to go up relative to each other but they both belong to the same valence of competence but
differ in terms of the definition of competence as well as performance-avoidance.

Furthermore, the relationship between the mastery-approach goal orientation and the motivated
learning strategies such as self-efficacy, intrinsic value, and self-regulation seem to have a weak
positive relationship with each other with R-values of 0.45 and 0.46. In 1996, Elliot and
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Harackiewicz described achievement goal orientations as motives or reasons for completing a task.
Accordingly, achievement goal beliefs are similar to self-efficacy as they are theorized to influence
affective, cognitive, and behavioral outcomes in the same way self-efficacy beliefs guide a
learners’ aspirations and choice of behaviors to mobilize their effort, persistence, and academic
achievements. In the same way, intrinsic value concerns the interest and perceived importance of
coursework. If the results are analyzed, one's interest and how they perceived their course based
on significance and preference influences how they concentrate and comprehend course materials.
Relative to motivation beliefs such as self-efficacy and intrinsic value, self-regulation includes
persistence at difficult or monotonous tasks and working diligently. Zimmerman and Schunk
(2001) defined self-regulation as the self-directive processes through which learners transform
their mental abilities into task-related academic skills. That justifies the positive correlation
between the mastery- approach and self-efficacy; students can focus on learning their course
materials through persistence and diligence. Besides, previous research findings such as Dweck &
Elliott (1983) and Pintrich (2000) also reported positive associations between mastery-approach
achievement goals and self-regulation, utilization of learning strategies, and self-evaluation of
comprehension. Further mastery approach and cognitive strategy also have a weak positive
relationship with an R-value of 0.40. That means that as students use fundamental (e.g., rehearsal)
and complex (e.g., summarizing) strategies, they can process the information in course materials
and classroom lectures much better.

In addition, one of the items included in the test anxiety factor concerns students’ perception of
their inability to master the study material (“I am so nervous during a test that I cannot remember
facts I have learned.”). The remaining three items attempt to explore students’ worries about their
performance. Based on the matrix, mastery approach and test anxiety have a weak positive
association with an R-value of 0.35. This may imply that as a student worry, their mastery, and
learning gets disrupted or as students have negative thoughts about their abilities, the chances of
them learning and understanding the information in course materials significantly increases and
vice versa.

As for the relationship between the mastery-avoidance and performance goal orientations, both
performance-approach and performance-avoidance have a weak and moderate positive relation
with mastery-avoidance orientation with an R-value of 0.30 and 0.52 respectively. This is an
indication that when students fear losing skills and being unable to master materials, they also tend
to be negatively motivated to avoid looking incompetent and compare themselves with other
people. The motivated learning strategies such as intrinsic value, test anxiety, self-regulation, and
cognitive strategy have a negligible positive relation with mastery-avoidance with an R-value
between 0.21, 0.08, 0.12, and 0.21 respectively. This implies that a student’s task motivation,
emotional state, active monitoring of their learning, and use of study methods do not nor has little
effect on their fear of losing their skills or competencies. Nevertheless, both mastery-avoidance
orientation and motivated learning strategies such as intrinsic value, test anxiety, self-regulation,
and cognitive strategy of BTLEd students slightly affect each other positively but not enough to
make a significant effect on each other. Despite the negligible association between the other
motivated learning strategies, self-efficacy has a weak positive correlation with mastery-avoidance
with an R-value of 0.38. This means that one’s judgments of their ability to accomplish a task and
expectancy for success can influence their fear of being unable to master the information in the
task.

Moreover, the findings of the correlation matrix also reveal that performance-approach orientation
and performance-avoidance have a weak positive relationship with each other with an R-value of
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0.49. If the results are analyzed, as students try to do better than others, the greater they try to avoid
looking incompetent relative to others. Also, it appears to be that performance-approach
orientation and self-efficacy also have a weak positive relationship with an R-value of 0.40.
According to Pintrich, et.al. (1996), a learner' confidence in one’s skills to perform indicates
performance goals. Based on previous research, high self-efficacy was associated with
performance-approach goals (Elliot & Church, 1997). In the same way, performance-approach
orientation and intrinsic value as well as self-regulation, appear to have a weak positive association
with each other based on the correlation matrix with an R-value of 0.39. This implies the students’
perception, of the importance of course, work as well as monitoring and managing themselves,
they also become positively motivated to try to do better relative to other students thus,
performance-approach orientation has a positive relationship with self-regulation and intrinsic
value but enough to become a strong link. As follows, many studies linked students’ self-reported
use of cognitive strategies with their learning and challenge-seeking as well as with the beliefs that
the task was interesting and important wherein the dispositions were commonly shown by the
approach-oriented students (Ames & Archer, 1988; Dweck & Elliott, 1983; Meece, et.al., 1988).

Then again, performance-approach has a negligible positive relationship with test anxiety and
cognitive strategy with an R-value of 0.11 and 0.32 respectively. Statistically speaking, both
performance-approach orientation and motivated learning strategies such as test anxiety and
cognitive strategy of BTLEd students slightly positively affect each other but not enough to make
a significant effect on each other. This indicates that a student’s emotional state, and use of skills
to encode, memorize, and recall information during their cognitive process are not enough to make
a significant effect on their desire to demonstrate their ability and achievement publicly.

Lastly, for the relationship between the four subscales of achievement goal orientation and
motivated learning strategies, self-efficacy and intrinsic value have a weak positive relation with
performance-avoidance as observed by the R-values of 0.37. This is an implication that one’s
beliefs of their capabilities to organize and execute the courses of action required and importance
of course work has a slight positive outcome on one’s motivation to avoid appearing incompetent.
In addition, performance-avoidance also has a negligible and weak positive relationship with test
anxiety, self-regulation, and cognitive strategy with an R-value of 0.19, 0.16, and 0.30
respectively. In the same way, performance-avoidance orientation and motivated learning
strategies such as test anxiety and self-regulation of BTLEd students slightly positively affect each
other but not enough to make a significant effect on each other. According to Elliot (1994), one’s
fear or expectations of failure generally reflect avoidance goals. Consequently, previous research
has shown that students who did not want to look incompetent about their performance, or who
lacked in ability relative to others, tend to adopt performance-avoidance goals (Elliot & McGregor,
2001). However, in this current research, a student’s task motivation, emotional state, and active
monitoring of their learning are not enough to make a significant effect on one’s motivation to
avoid appearing inadequate.

Meanwhile, for the relationship between motivated learning strategies, self-efficacy has a weak
positive with intrinsic value, self-regulation, and cognitive strategy with an R-value of 0.42, 0.42,
and 0.33 respectively. This shows that someone’s effort management strategies, cognitive
processes, and perception of the importance of course work have a direct relationship with their
aspirations and choice of behavior in mobilizing their effort, persistence, and academic
achievements. Nonetheless, self-efficacy and test anxiety have a negligible positive relationship
wherein one’s perspective of competence and confidence in their performance has little to no
association with their worries and cognitive interferences.
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Surprisingly, the results of the current research agree with the results of Pintrich and DeGroot
(1990) wherein higher levels of self-efficacy were correlated with higher levels of cognitive
strategy use. Then for intrinsic value, it has a negligible negative relationship with test anxiety
with an R-value of -0.10. This means that a student’s negative concerns and worries are inversely
related to their intentions of engaging in learning activities but not enough to make a significant
effect on each other. Additionally, individual and interpersonal factors such as challenge, curiosity,
control, fantasy, competition, cooperation, and recognition have been reported to affect students’
intrinsic motivation (Malone & Lepper, 1987). Despite the negative with test anxiety, intrinsic
value and self-regulation have a moderate positive association with each other with an R-value of
0.55 as well as a weak positive link with cognitive strategy with an R-value of 0.40. This signifies
that metacognitive strategies such as setting goals for what you want to learn, monitoring learning
processes, and adjusting strategies according to the contexts and learning outcomes can
significantly affect a student’s interest in course work.

Moreover, intrinsic value includes the reasons and objectives that are adopted by the students in
order to engage in their learning activities or simply the student motivation. Also, self-regulation
refers to the active monitoring of learning by the students by using effort management and
organizational strategies. Therefore, the perfect positive relation between intrinsic value and self-
regulation refers to how the motivation of the students affects their self-management and self-
evaluation in terms of academic learning tasks. In the same way, the use of cognitive strategies in
facilitating the construction of new knowledge from previous experience and new information
processing determines their preference in challenges.

According to Pintrich and his colleagues (1991), test anxiety has two components, a worry or
cognitive component, and an emotional component. The worry component refers to students’
negative thoughts that disrupt performance, doubts about their ability, and negative beliefs about
the consequences of doing poorly on the test (Pintrich et al., 1991) while, the emotional component
refers to the effective and physiological arousal aspects of anxiety, for example, muscle tension,
elevated heart rate, sweating, feeling sick and shaking (Pintrich et al., 1991). Hence, test anxiety
has a weak negative relationship with self-regulation with an R-value of -0.10 and a negligible
relationship with cognitive strategy with an R-value of -0.10. It implies that as negative thoughts
increase, the use of metacognitive learning strategies to regulate their cognition, behavior, and
performance as well as utilization of cognitive strategies to interpret and understand the topics
decreases and vice versa. Nonetheless, both test anxiety and cognitive strategy of BTLEd students
inversely affect each other but not enough to make a significant effect on each other. Lastly, self-
regulation and cognitive strategy have a weak positive relationship with an R-value of 0.45. This
denotes that the use of self-regulation to take control of and direct one’s cognitive processes and
behaviors has a significant positive effect on the application of cognitive strategies on course notes.

1VV. Conclusions and Recommendations
Conclusions

The results from the data analysis gave enough information to the researcher to form conclusions.
The study has gathered important data that will help to address the main problem of the study
which is to determine the correlation between achievement goal orientation and motivated learning
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strategies and to determine the most and least apparent subscale of achievement goal orientation
as well as motivated learning strategies of BTLEd students of Marinduque State College; the
researcher came up with the following conclusions:

Based on the findings, the correlation between the subscales of achievement goal orientation and
motivated learning strategies ranges from weak negative correlation to moderate positive
correlation. For instance, the moderate positive correlation between intrinsic value and self-
regulation wherein the students’ motivation and perception of importance regarding their tasks
have a significant influence on how their self-management and self-evaluation will affect their
preference for the challenge and mastery goals. Thus, achievement goals have an influence on the
motivated beliefs and learning strategies wherein students who are motivated to learn through a
variety of goals may adapt learning strategies during their learning process. Learners learn using a
variety of goals to accomplish academic tasks which can lead to the adoption of learning strategies
during the learning process. Nonetheless, there is correlation between the subscales of achievement
goal orientation and motivated learning strategies of BTLEd students.

The researcher determined that BTLEd students mainly possess a mastery-approach orientation
which is focused on learning, understanding the course materials and developing their skills. On
the other hand, the least concern of BTLEd students is having the inability or fear of not
understanding the course materials and lectures is the least apparent achievement goal orientation.
In conjunction with the COVID-19 pandemic, students are less apprehensive with striving to avoid
falling behind task mastery as a result of the implementation of purely online classes but rather
strive to comprehend and master the learning materials as much as possible.

Lastly, the researcher also found out that BTLEd students commonly use cognitive strategies
which are basic and complex strategies such as rehearsal, elaboration, organization and critical
thinking in order to process the information in materials and lectures. Use of rehearsal refers to the
method of repeating the words over and over to oneself to help in the recall of information while,
elaboration includes the utilization of paraphrasing and summarizing. Organization is also one of
the complex strategies used such as outlining and creating tables and/or charts. Lastly, critical
thinking is necessary to assess student’s use of strategies to apply previous knowledge to new
situations or make critical evaluations of ideas. On the contrary, BTLEd students rarely have test
anxiety which has two components, a worry or cognitive component, and an emotional component.

Recommendations

Based on the aforementioned findings and conclusions, the following recommendations were
offered by the researcher to the direct recipient of the study, the management of educational
institutions

In today’s information societies, the main goal of schools should not be the direct transmission of
knowledge to new generations. Instead, their goal should be to teach new generations how to learn.
The researcher recommends the implementation of intervention programs designed to increase the
frequency and quality of mastery—oriented experiences for the Bachelor of Technology and
Livelihood Education (BTLEd) students based on the most apparent achievement goal orientation.
For instance, developing “learning to learn” courses or workshops designated to directly teach
students optimal approaches to studying which can aid their learning process of course materials.
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The researcher also suggests that the intervention efforts should also be aimed at encouraging
BTLEd students to adopt particular achievement goal orientations.

Motivation has several important factors influencing the study process of learners such as people,
goals and aspirations, beliefs, and perspectives regarding good grades. In addition to motivation,
the learner should have a definite goal. Thus, the researcher recommends the implementation of
motivational interventions such as counseling, client assessment, multiple sessions, or a 30-minute
brief intervention. This will foster hope and optimism by reinforcing students' beliefs in their own
capacities and capabilities.

The findings regarding the most and least apparent achievement goal orientation and motivated
learning strategies provide teachers with starting points to propose educational interventions that
seek to motivate and increase the student’s set of strategies; it also provides information to evaluate
the motivational and cognitive effects of such interventions. As for the results of the relationship
between achievement goal orientation and motivated learning strategies, the researcher
recommends developing an effective curriculum by taking into consideration studies regarding
motivational and learning strategies amongst diverse populations, different campus communities,
varying societies, and different experiences that shape student’s learning. Identifying these
orientations and strategies could be a significant step toward appropriate academic alterations and
actions that could improve students' achievements by determining the strengths and weaknesses in
their studies.

Lastly, this study has significant contribution to the research gap regarding achievement goal
orientation, motivation learning strategies, and factors affecting the manifestation of motivation in
terms of different contextual situations. For instance, the current situation present for this study is
the COVID-19 pandemic causing the cancellation of face-to-face classes and transition to the
method of online learning which led to consequential effects on education and its aspects.
Therefore, it is recommended that the current study will be compared to the relative studies in the
next five years to determine the evolution of achievement goals, motivation, and self-regulated
learning strategies.
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