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Abstract 

Although abundant research established a link between achievement goals and academic 
performance, research on the role of achievement goals in multicultural education is scarce. This 
study examined the relationship between the achievement goals and multicultural teaching 
competence (MTC) of 149 teachers at a comprehensive southeastern American university. 
Descriptive statistics revealed that the predominant goal types were mastery-approach and 
performance-avoidance goals. Results from a hierarchical regression analysis showed that 
achievement goals significantly predicted MTC. Based on these significant findings, a canonical 
correlation analysis was conducted to further analyze this relationship. The results indicated that 
mastery-approach goals positively predicted emotional cultural competence, a component of 
MTC. The findings demonstrated the advantage effect of mastery-approach goals in facilitating 
multicultural teaching competence.  
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Introduction 

 To help bridge the gap between a relatively homogenous teaching force and increasing 

student diversity, (Adams et al., 2019; Aguado-Odina et al. 2017), many countries such as 

Malaysia, Andorra, UK, China, and the US have committed to multicultural education rooted in 

equity and equality (Banks, 2006; Phoon et al., 2013; Sleeter, 2018; UNESCO, 2014). Due to its 

sensitive nature, which may promote  adverse emotional reactions  such as anger, avoidance, 

passivity, and silence (Doepker, 2015; Jackson, 1999) and cognitive dissonance toward ethno-

relativism (Bennett, 1993), multicultural education often encounters difficulties and challenges 

such as student resistance and less than satisfactory educational outcomes (Author et al., 2018; 

Brown & Rodriguez, 2017; Milner et al., 2003; Nelson & Guerra, 2014; Sleeter, 2001). It 

remains of prime importance in an ever-changing, diverse world. To help improve the 

effectiveness of multicultural education in addressing equity issues in education, particularly 

posing as a unique challenge during the pandemic, educators must approach it from a 

motivational perspective (Gay, 2020; Wlodkowski & Ginsberg, 1995). However, there is a 

scarcity of research examining the role of motivation in multicultural teacher education (Author 

et al., 2011, 2018).  

The role of motivation in content areas, including math and English, has been well 

researched in  recent decades (e.g., Burak, 2014; Lykegaard & Ulriksen, 2016; Shernoff et al., 

2003). Achievement goals theory, one of the most influential frameworks used to investigate 

student motivation (Elliot & McGregor, 2001), has consistently proven the benefits of mastery-

approach goals but mixed results for performance-based goals (Author et al., 2013, 2016; Elliot 

& McGregor, 2001; Senko et al., 2011, 2017). Most recently, Darnon et al.  (2018) found that 

while mastery-approach goals positively predicted final grades for lower socioeconomic 
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status (SES) students, performance-approach goals only did so for upper SES students. The 

findings of another recent study in Peru favored mastery-approach goals over other goals 

(Matos et al., 2017). However, it is unknown whether achievement goals have similar effects 

on multicultural teaching competence. The purpose of the study was twofold: 1) to explore the 

relationship between achievement goals of teachers and their multicultural teaching competence, 

and 2) to uncover the impact of specific achievement goal types on aspects of multicultural 

teaching competence.  

 

Theoretical Framework 

Achievement Goals Theory 

 Achievement goals are outlined in aspirations that individuals set for engaging in a task 

and how they judge their achievement (Pintrich, 2000). Individuals can set goals for either 

achieving success (approach) or avoiding failure (avoidance). They may judge the outcomes 

based on absolute criteria and comparison with their own previous performance (mastery) or 

through comparison with others (performance), hence the 2 × 2 model (Elliot & McGregor, 

2001). Achievement goals in the 2 × 2 model are based on the definition of goals (i.e., mastery- 

versus performance-based) and valence of goals (i.e., approach- versus avoidance-based). Based 

on the 2 × 2 achievement goal model (Table 1), students may endorse one or more of the four 

types of goals: mastery-approach (aiming at learning new knowledge, mastering new skills, and 

making progress), mastery-avoidance (goals driven by the fear of not understanding or 

progressing), performance-approach (striving for outperforming others or looking competent), or 

performance-avoidance (aiming at avoiding looking incompetent or failure) goals (Elliot & 

McGregor, 2001). For example, students in multicultural education with mastery-approach goals 



  

 
 

34 

actively strive to improve their cultural competence by mastering diversity knowledge and/or 

taking actions to combat prejudices and discriminations for their personal growth. In contrast, 

students oriented to mastery-avoidance goals may be motivated by a fear of making no progress 

in their cultural competence or not learning as much as before. Students with performance-

approach goals may seek to outperform or outsmart others in multicultural education courses. 

Students driven by performance-avoidance goals tend to avoid failing or receiving bad grades 

that make them look incompetent or inferior in front of others.  

As a motivational approach to education, achievement goals were consistently shown to 

predict goal attainment and achievement emotions (Pekrun et al., 2006, 2009), task engagement 

(McGregor & Elliot, 2002), as well as conflict regulation (Darnon et al., 2006). Previous studies 

showed that students with mastery-approach goals tend to be more resilient in the face of 

adversity and succeed at more challenging tasks (e.g., Pekrun et al. 2006, 2009). Similarly, 

Matos et al. (2017) confirmed that the students in their study consistently pursued mastery-

approach goals in comparison to other goals. However, research results are mixed regarding 

the role of performance-based goals. Darnon et al.  (2018) revealed that students’ SES level 

moderated the relationship between mastery-approach goals and performance-approach goals 

and their final grade. Mastery-approach goals predicted the final grade for lower SES 

students while performance-approach goals predicted the final grade for  higher SES 

students. 

In one study on the role of goal orientation in online help-seeking, performance-

avoidance goals unexpectedly predicted online help-seeking (Author et al., 2013).  However, it is 

unclear what type of help was sought.  Few studies have investigated a motivational approach to 

multicultural teacher education. As a result, it is unknown whether achievement goals predict 



  

 
 

35 

cultural competence for pre-service and in-service teachers.  

 

Multicultural Teaching Competence  

In comparison with the relatively homogenous teaching force in the U.S., the increasing 

student diversity calls for multicultural teacher education in preparing educators for g student 

diversity (Banks, 2006). As multicultural education enters its fifth decade (Baker, 1977), 

instrumentation studies capturing multicultural teaching competence are mushrooming (e.g., 

Author et al., 2011, 2017; Prieto, 2012; Spanierman et al., 2011). Although the critical role of 

multicultural education is well documented in the literature (e.g., De Meuse & Hostager, 2001; 

Gay, 2000; Zhu, 2011), the relative neglect of an affect dimension is missing in most 

psychometric studies. Encompassing affect as well as cognition and behavior dimensions, a 

recent inclusive model of multicultural teaching competence (Author et al., 2019) proposed and 

verified three major components: emotional cultural competence (ECC), cognitive cultural 

competence (CCC), and behavioral cultural competence (BCC). These components encompass a 

teacher’s ability to respond positively to student diversity, emotionally, cognitively, and 

behaviorally (Author et al., 2019). It captures a teacher's feelings of, knowledge about, and 

behaviors toward student diversity. Instead of previous models limited to knowledge and skills 

essential to working with student diversity, the new inclusive model encompasses feelings, 

thoughts, and actions associated with student diversity that a teacher needs to develop to be 

culturally competent. 

Despite its critical role in meeting the needs of  student diversity and achieving 

educational equity (Aguado-Odina et al., 2017), multicultural teacher education has not been 

very effective (e.g., Brown & Rodriguez, 2017; Nelson & Guerra, 2014; Sleeter, 2001). Previous 
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studies disclosed various negative emotional reactions toward diversity issues among students, 

such as anger, avoidance, passivity, and silence. (Jackson, 1999). Since many American students 

grow up in a White-dominated western society pervasive with monocultural values and opinions, 

overcoming their personal biases and beliefs is often challenging (Doepker, 2015), which  leads 

to student resistance in the learning process (Jackson, 1999). Adopting a motivational approach 

is pivotal to addressing the emotional reactions and reducing student resistance in multicultural 

teacher education. To this end, some scholars have taken a general motivational perspective in 

multicultural education (e.g., Wlodkowski & Ginsberg, 1995; Biberman-Shalev, 2021). 

However, few have studied specific motivation dynamics (Author et al., 2011, 2018), and no 

known studies have examined achievement goals' role in teachers' cultural competence.   

 

The Present Study 

Given the critical role of multicultural teacher education in preparing teachers to support 

student diversity and the lack of motivational approaches (Banks, 1981; Phoon et al., 2013; 

Sleeter, 2018; UNESCO, 2014), we conducted this study to examine the role of motivation in 

multicultural teaching competence. Given the research that demonstrates the influence of 

achievement goals on academic achievement in content areas including English and math (e.g., 

Burak, 2014; Lykegaard & Ulriksen, 2016; Shernoff et al., 2003), we hypothesized that 

achievement goals teachers adopted in the study would have an impact on their multicultural 

teaching competence. Figure 1 represents the theoretical model. 
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Figure 1.  

Theoretical model for Achievement Goals and Predicting Multicultural Teaching Competence 

 

 

Note. This model shows the theoretical predictive relationship between achievement goals and 

multicultural teaching competence (MTC), comprised of three components: emotional cultural 

competence (ECC), cognitive cultural competence (CCC), and behavioral cultural competence 

(BCC).  

However, given the mixed research results on the types of achievement goals related to 

academic performance, it remains unknown whether and how achievement goal types predict 

specific multicultural teaching competence and which types of learning goals may predict which 

specific aspects of multicultural teaching competence. Therefore, two research questions guided 

the inquiry of this study: 1) Is there a significant relationship between achievement goals and 

multicultural teaching competence controlling for the potential professional status difference? 



  

 
 

38 

And 2) if so, what is the impact of achievement goals on multicultural teaching competence? 

 

Method 

This study utilized inferential statistics to examine the teachers’ achievement goals on 

their multicultural teaching competence. Regression analysis was an appropriate approach 

because it helped identify how achievement goals predicted participants’ multicultural teaching 

competence. Furthermore, performing canonical correlation analyses allowed for a thorough 

analysis of specific effects of different types of achievement goals on multicultural teaching 

competence (Brook & Arnold, 2019).  

Data Sources  

A total of 149 education majors at a comprehensive southeastern university voluntarily 

participated in the study to receive course credit, including 57 in-service teachers and 92 pre-

service teachers. The sample was predominantly White (69.1%), female (81.2%), undergraduate 

students (55%), and had English as their native language (96.6%), very typical of the relatively 

homogenous teaching force in the U.S (Boser, 2011; Farinde et al., 2015). Most of them were 

from small-to-medium-sized hometowns with a population of 50,000 residents or less (72.5%) 

and received at least three credit hours of instruction on diversity issues in education at the time 

of their participation. Their age ranged from 17 to 72 years old (M = 27.55, SD = 10.68).  

Procedure and Measures 

 Participants completed two surveys measuring their achievement goals and multicultural 

teaching competence on a 7-point Likert scale ranging from not true of me (1) to extremely true 

of me (7) (Table 2 in Appendix A for α values). Participants were also surveyed about 
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demographic information, including age, gender, hours of instruction received on diversity 

issues, hometown size, etc.  

2 × 2 Achievement Goal Questionnaire.  

The 2 x 2 Achievement Goal Questionnaire (Elliot & McGregor, 2001) uses three items 

to measure each of the four types of achievement goals.  Sample items for each of the subscales 

include: " I want to learn as much as possible from this class" (mastery-approach goals ); " I 

worry that I may not learn all that I possibly could in this class” (mastery-avoidance goals); “It is 

important for me to do better than other students”, (performance-approach goals ) and My goal in 

this class is to avoid performing poorly" (performance-avoidance goals).  

The Cultural Competence Inventory. 

The Cultural Competence Inventory (Author et al., 2019) measures participants' 

multicultural teaching competence (MTC). Composed of three subscales- emotional cultural 

competence (ECC), cognitive cultural competence (CCC), and behavioral cultural competence 

(BCC), with six items for each subscale. The inventory assesses affective, cognitive, and 

behavioral responses to student diversity. An example item which measures ECC is “Student 

diversity is stressful for me." A sample item measuring CCC is "Knowing students from 

different ethnic groups improves my understanding of myself." An item measuring BCC is  "I 

help students work through problem situations caused by stereotypical attitudes toward cultural 

differences."  

Data Analyses 

To examine the potential relationship between achievement goals and multicultural 

teaching competence, regression analysis was conducted to investigate whether achievement 

goals predicted multicultural teaching competence while controlling for the possible influences 
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of participants’ professional status of in-service versus pre-service teachers using Statistical 

Package for Social Sciences (SPSS) Version 27. 

Based on the significant findings of regression analysis, canonical correlation analysis 

(CCA) was used to assess the strength and nature of the relationships between achievement goals 

and multicultural teaching competence. The researchers selected the CCA because of its 

simultaneous analysis of multiple predictors and dependent variables, which minimizes the 

chance of Type I error (Sherry & Henson, 2005). Though CCA is one of the least frequently used 

multivariate techniques, it is the appropriate strategy for evaluating the strength and nature of the 

relationship between multiple dependent and continuous independent variables, and there is no 

covariate (Tabachnick & Fidell, 2007). Two linear combinations using CCA were created from 

the study variables, known as canonical variates. The first variate consisted of the predictor 

variables (i.e., the four achievement goal types), and the second variate contained the criterion 

variables (i.e., the three types of multicultural teaching competence) (Sherry & Henson, 2005).  

The CCA generated a series of canonical functions, quantifying the relationships among 

the observed predictor or criterion variables and their corresponding canonical variate.   Using 

Wilks's lambda, the full canonical model was evaluated for statistical significance at the p < .05 

level. The squared canonical correlation (R2) was calculated to determine the effect size of the 

full model. Based on the significance and effect size of the full model, each canonical function 

was evaluated. For each function, the CCA produced an estimate of the correlation between the 

two variates and a redundancy index as well which explained the amount of variance in one 

canonical variate accounted for by the other. Only statistically significant functions and high 

canonical correlations and redundancy were interpreted (Note: there are no established 

guidelines in the literature; Hair et al., 1998). Correlations greater than or equal to .70 were 



  

 
 

41 

considered as evidence that a given variable had a very strong relationship with its respective 

variate (Cohen, 1988).   

 

Results 

Table 2 provides the descriptive statistics, internal consistencies, and bivariate 

correlations of the multicultural teaching competence and achievement goal variables for the 

sample. To explore which goal types and aspects of multicultural teaching competence were 

most and least evident for the participants, mean scale scores were examined (see Table 2 in 

Appendix A). As is shown in the table, the most pronounced achievement goal types that 

participants endorsed were mastery-approach goals (M = 5.55, SD = 1.35) and performance-

avoidance goals (M = 5.09, SD = 1.45). Although all means of multicultural teaching 

competence were above the midpoint (4.00), the most highly positively rated indicators were 

ECC (M = 5.80, SD = 1.21) and CCC (M = 5.83, SD = 1.19) were the most highly positively 

rated.  

From Table 2, it appears that mastery-approach goal is positively related to ECC (r = .28, 

p <.01), BCC (r = .18, p <.05), and CCC (r = .27, p <.01). On the other hand, mastery-avoidance 

goal is positively related to BCC (r = .17, p <.05) and CCC (r = .20, p <.05); performance-

approach goal negatively related to ECC (r = -.21, p <.05), and performance-avoidance goal 

positively related to CCC (r = .20, p <.05). While the results showed differential relationships of 

achievement goals and multicultural teaching competence types, the mastery-approach goal 

consistently positively related to all three types of multicultural teaching competence. The more 

mastery-approach goals students endorsed, the higher emotional, behavioral, and cognitive 

cultural competencies they reported.   
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Effects of achievement goals on multicultural teaching competence 

Based on the significant preliminary correlations in Table 2, hierarchical regression 

analysis was conducted to investigate whether achievement goals have predictive power over 

multicultural teaching competence (MTC) while controlling for professional status differences 

(in-service versus pre-service teachers) using SPSS Version 25. Professional status was entered 

as a covariate in the first step (Model 1), and the four types of achievement goals from the 2 × 2 

model (Eliot & McGregor, 2001) were added in the second step to find out their unique 

predictive power (Model 2).  

Table 3 ( See Appendix A) indicates that 15% of multicultural teaching competence was 

accounted for by the predictor variables listed. As can be seen Professional status only accounted 

for 1% of the variance, with the achievement goals (AGO) adding a bulk of 14%. Of the AGO 

variables, the mastery-approach subscale made the most significant contribution to MTC (! 

= .30, p <.01), followed by performance-approach (β =.-.19, p <.05). These results suggest that 

mastery-approach goals have the greatest positive impact on MTC, whereas performance-

avoidance goals have the greatest negative impact on MTC. However, since MTC is a three-

dimensional construct, it remains unknown which achievement goal type primarily influenced an 

aspect of MTC. Figure 2 is a visual representation of the AGO types predicting MTC based on 

the regression analysis results. 
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Figure 2.  

Hierarchical Regression Results of AGO Types Predicting MTC 

 

Note. The hierarchical regression model predicts teachers' achievement goal orientation (AGO) 

on their multicultural teaching competence (MTC). Model 1 is represented by a dotted left arrow, 

while Model 2 is represented by a solid arrow. ***p < .0.001. **p < .01. *p < .05.    

 

Effects of mastery-approach goals on emotional cultural competence 

Based on the significant findings of regression analysis, canonical correlation analysis 

(CCA) was used to assess the strength and nature of the relationships between achievement goals 

and multicultural teaching competence.  Before conducting CCA, the data were screened to 

ensure that the assumptions of the analysis were met.  The normality of the variables was 

assessed using QQ plots for the individual variables and found to conform closely to the normal 

distribution. Outliers were assessed using leverage, with values greater than 2 ×	(number of 

variables/sample size) or 0.09 indicative of outlying observations (Tabachnick & Fidell, 2007). 
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This method uncovered three individuals who were outliers. To assess the impact of these 

outliers on the canonical correlation, they were excluded from subsequent analysis.  None of the 

results were different to five decimal points, suggesting that the outliers did not have any undo 

biasing effect on the canonical correlation. Therefore, the results presented below include all 

subjects. Finally, scatterplots were used to assess the linearity and homoscedasticity of the 

relationships among the variables. The evaluation verified linear relationships for all pairs of 

variables and confirmed the absence of variation in the width of the scatters across the variable 

values. 

Three functions emerged with squared canonical correlations of .194, .050, and .003, 

respectively (see Table 4, Appendix A). The full model was statistically significant [Wilk’s = 

0.76, f = 3.36, p < .001]. The set of three canonical functions explained 32% of the variance 

shared across the two variable sets. Only the first canonical correlation between the two sets of 

variables was found to be statistically significant, with a value of 0.44 and a canonical R2 of 0.17, 

indicating that the other set accounts for approximately 17% of the variation in one set of 

measures. The canonical correlation was statistically significant (p < .001) and falls into the 

"medium" range as defined by Cohen (1988).  

Table 4 (See Appendix A) displays the standardized coefficients, correlations (rs), and 

squared correlations (rs2) between the dependent and independent variables and their respective 

variates for the first canonical function. An examination of Table 5 (see Appendix A) reveals that 

only one of the multicultural teaching competence variables (ECC) was strongly associated with 

the canonical variate (rs = .93). Comparatively, the predictor variables that had the lowest 

correlations were mastery-avoidance (rs = .24) and performance-avoidance goal (rs = .33). The 

criterion variable with the strongest and largest correlation with the outcome variate was 
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mastery-approach goals (rs = .75), suggesting the significant positive effect of mastery-approach 

goals on emotional cultural competence for the participants in the study. Figure 3 is a graphical 

representation of the canonical correlations between the covariate groups.  

Figure 3. 

Canonical Correlation Analysis Results Between Achievement Goals and Multicultural 

Teaching Competence 

 

 

Note. The canonical correlation model shows the structure coefficient of canonical factors. ECC: 

emotional cultural competence; BCC: behavioral cultural competence; CCC: cognitive cultural 

competence. *** p < .001 
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Discussion 

This study examined teachers’ achievement goals and their multicultural teaching 

competence and the relationship between their specific achievement goals and aspects of 

multicultural teaching competence (MTC). Overall, the participants in the study reported 

relatively high emotional cultural competence (ECC), behavioral cultural competence (BCC), 

and cognitive cultural competence (CCC), suggesting the effectiveness of multicultural teacher 

education programs at the participating institution. Meanwhile, mastery-approach and 

performance-avoidance goals were the two primary goal types reported by the participants, 

indicating that most teachers in the study endorsed goals focusing on learning and growing while 

avoiding incompetence or failure. While it was encouraging to see mastery-approach goals 

dominating the participants' goal orientations, it was alarming to see performance-avoidance as 

the second dominant goal endorsed by the participants. Given the detrimental effects of 

performance-avoidance goals documented in the literature (e.g., Elliot & Church, 1997), it is 

compelling to find the root cause in multicultural education. A plausible explanation is that in the 

current US climate filled with fear and divisiveness (Paniagua, 2019), many teachers are trying 

to avoid looking ignorant or insensitive when interacting with others from diverse backgrounds. 

Hierarchical regression analysis was performed to answer the first research question 

while controlling for potential professional status differences (in-service versus pre-service). 

While the regression results did not show differences in professional status, they disclosed the 

significant predictive power of achievement goals relating to MTC, resonating with the critical 

role of achievement goals in other disciplines such as math and English (Burak, 2014; Lykegaard 

& Ulriksen, 2016; Shernoff et al., 2003). As is consistently shown in previous studies, 
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achievement goals predict not only task engagement (McGregor & Elliot, 2002) and conflict 

regulation (Darnon et al., 2006), but also goal attainment (Pekrun, et al., 2006, 2009). 

To answer the second research question, canonical correlation analysis (CCA) was 

performed to investigate which specific goals significantly influenced each aspect of MTC. The 

study results showed that mastery-approach goals had the most substantial influence on the 

relationship between achievement goals and MTC. The findings reinforce the positive roles of 

mastery-approach goals of focusing on learning new knowledge and skills and making progress 

of self-improvement in the process of learning (e.g., Darnon et al., 2006). The CCA results also 

showed that ECC alone had the strongest impact on the relationships between achievement goals 

and multicultural teaching competence. In essence, the CAA results showed that, interestingly, 

mastery-approach goals strongly and positively predicted ECC. Students who endorsed goals 

characterized by learning, making progress, and mastering new knowledge and skills reported 

more positive emotions and less adverse emotional reactions to student diversity, indicating 

higher ECC. Although unexpected, the finding in the study coincide with previous results that 

mastery-approach goals positively predicted positive emotions such as enjoyment, hope, and 

pride and negatively predict adverse effects such as boredom and anger (Pekrun et al., 2006, 

2009). In a recent experimental study on the effects of achievement goals on competence and 

happiness, Kamorova and colleagues (2017) found an adaptive function of mastery-approach 

goals in conditions of unfavorable social comparisons over performance-approach goals, 

suggesting the advantage effect of mastery-approach goals. The mastery-approach goal 

advantage is congruent with a finding from a review of programs on diversity by Sleeter (2011). 

Teachers with mastery-approach goals focused on the knowledge and perspectives of various 

ethnic and racial groups and their lived experiences had significant positive impacts on students' 
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perceptions toward diversity. Likewise, in addressing the challenges of multicultural education, 

Parrish and Linder-Van Berschot (2010) proposed a cultural dimension of learning framework 

that focused on culturally sensitive communication and modified instructional design processes, 

etc., which is characteristic of mastery-approach goals. 

Further, the CCA results indicate that although ECC is a relatively neglected construct in 

multicultural teacher education instrumentation literature (Author et al., 2011, 2017), teacher 

educators must promote mastery-approach goals among students to help motivate diversity 

education by addressing their emotional needs beyond learning knowledge and skills. By 

cultivating and highlighting goals on learning, mastering, and making progress, teacher educators 

can help students overcome potential negative emotions of discomfort, frustration, stress, 

impatience, annoyance, and irritation in the process of learning about student diversity (Author et 

al., 2011; Stanley, 1996; Wang, 2008).  Cognitive load (Feldon et al., 2019) and negative 

emotions (Jackson, 1999) in diversity education serve are common barriers. Consequently, 

teacher educators may need to provide more cognitive and emotional scaffolding to help improve 

students’ ECC. 

Limitations and Future Directions 

Although the present study added to the knowledge base about the roles of achievement 

goals in multicultural teacher education, it is not without limitations.   First, the data represented 

self-perceptions instead of objective evaluations of the participants regarding their MTC. Even 

though the Cultural Competence Inventory (Author et al., 2019) reported low social desirability 

bias, the sensitive nature of diversity may have resulted in somewhat socially desirable 

responses. Moreover, the study consisted of cross-sectional data. Although it is theory and 
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literature-driven, a more rigorous design such as longitudinal data in the future would allow for a 

more accurate causal effect to be determined.  

The regression analysis results demonstrated a relationship between achievement goals 

and MTC as learning outcomes of multicultural teacher education, reinforcing the importance of 

examining and addressing achievement goals in learning about student diversity. Specifically, 

the successive CCA study results confirmed the advantage of mastery-approach goals not only in 

academic performance (e.g., Pekrun et al., 2006, 2009), but also in ECC as students' learning 

outcomes of multicultural teacher education. These outcomes highlight a need for teacher 

educators to foster mastery-approach goals among students in the process of multicultural 

teacher education. The advantage of mastery-approach goals in the study indicates the 

importance of helping students overcome negative emotional reactions toward student diversity 

by promoting goals that focus on learning, growing, and making progress in multicultural teacher 

education. Future research is warranted to examine strategies in fostering mastery-approach 

goals. In particular, engaging qualitative methods would provide insight into the specific 

strategies of fostering these goals. And experimental and longitudinal studies would shed light on 

the mechanism of such goals in catering to the emotional needs of pre-service and in-service 

teachers during multicultural teacher education.   

As the educational climate shifts due to the global pandemic, it is essential to highlight 

ways educators can address diversity concerns  to mitigate the widening achievement gap. This 

study affirmed the advantage of mastery-approach goals on in-service and pre-service teachers' 

MTC in working with  student diversity. As the world becomes more  diverse (UNESCO, 2009, 

2014; United States Census Bureau, 2017), it is imperative to unravel the dynamics of students' 

achievement goals in multicultural education that informs instruction. By taking a motivational 
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approach to multicultural teacher education, teacher educators can better examine and address 

the various challenges students face to help improve the effectiveness of diversity education.  

In particular, low SES students from multicultural households have encountered major 

challenges such as lack of access to instructional technology and loss of learning time during the 

pandemic (Bayrakdar & Gueveli, 2020; Cottingham et al., 2020; Engzell et al., 2020). This calls 

for increasing awareness of equity issues and the adoption of mastery-approach goals among 

educators to increase their ECC and multicultural competence in general. Based on the results of 

our study, in place of despair and frustration, it is pivotal that we cultivate mastery-approach 

goals in our instructions focusing on growth over avoidance so that we can equip students with 

positive emotions such as compassion, hope, and creativity in meeting these challenges.  
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APPENDIX A 

Table 1 

2 X 2 Achievement Goal Model 

 

 

                                               Definition 

 

Valence  

 
Mastery-approach goals 

 
Performance-approach goals 
 

 
Mastery-avoidance goals 

 
Performance-avoidance goals 
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Table 2 

Descriptive and reliability statistics and Pearson's correlation coefficients of the main variables (N = 149) 

 

Variables  Mean SD a 1 2 3 4 5 6 7 

1. Mastery-Approach 5.55 1.35 .89 -       

2. Mastery-Avoidance 4.33 1.57 .84 .39** -      

3. Performance-Approach 3.75 1.63 .87 .23** .10 -     

4. Performance-Avoidance 5.09 1.45 .79 .31** .35** .43** -    

5. MTC-ECCR 5.80 1.21 .88 .28** .04 -.21* .08 -   

6. MTC-BCC 5.17 1.15 .84 .18* .17* .04 .13 -.12 -  

7. MTC-CCC 5.83 1.19 .93 .27** .20* .04 .20* .26** .80** - 

Note. ** p < .01. * p < .05 (2-tailed). MTC = multicultural teaching competence. ECC=emotional cultural competence. BCC=behavioral cultural 
competence. CCC=cognitive cultural competence. R = reverse coded. 
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Table 3 

Hierarchical regression analysis examining predictors of multicultural teaching 
competence 

    Beta (B) Weights 

   Variable Sets Multicultural Teaching Competence   

  
 

Model 1 Model 2   

  Professional Status -.11 (-.20) -.10 (-.18)   

Achievement goals 
  

  

  Mastery Approach 
 

.30**(.20)   

  Mastery Avoidance 
 

.02(.01)   

  performance approach 
 

-.19*(-.10)   

  performance avoidance 
 

.16(.10)   

            

  R2 .01 .15***    

  R2 change   .14***    

Note. The variable for professional status takes the value of '1' for in-service teachers and '2' for pre-
service teachers. The figures in the table refer to standardized regression weights (Beta or β) whereas the 
figures in the parenthesis refer to the unstandardized regression weights (B). 

*** p < .001. ** p < .01. * p < .05. 

  



  

 
 

61 

Table 4 

Eigenvalues and canonical correlations 

Root Number Eigenvalue % Cumulative % 
Canonical 

Correlation 

Squared 

Correlation 

1 .241 81.30 81.30 .44 .194 
2 .052 17.70 99.00 .22 .050 
3 .003 1.00 100.00 .05 .003 
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Table 5 

Canonical solution for achievement goals predicting multicultural teaching competence for 

Function 1 

Variable 
Canonical Variate 

Coef. rs rs2(%) 
MTC Variables     
  ECC R   .83 .93 86.49 
  BCC - .15 .34 11.56 
  CCC .49 .58 33.64 
Achievement Goal Variables    
  Mastery-Approach .84 .75 56.25 
  Mastery-Avoidance -.17 .24   5.76 
  Performance-Approach  -.72  -.36 12.96 
  Performance-Avoidance .44 .33 10.89 

 
Note. ECC=emotional cultural competence; BCC=behavioral cultural competence; 

CCC=cognitive cultural competence; Coef. = standardized canonical function coefficient; rs = 

correlation; rs2 = squared correlation; MTC = multicultural teaching competence;  


