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Cooperative learning encourages the development of interpersonal skills and motivates
students to participate more actively in the teaching and learning process. This study
explores the impact of cooperative learning on the academic goals influencing university
students’ behavior and leading to the attainment of a series of academic objectives. To
this end, a quasi-experimental pretest-posttest control group design was used, with
a sample of 509 university students from Preschool, Primary and Social Education
undergraduate degree courses. Using the Academic Goals Questionnaire (AGQ), pretest
and posttest measures were taken via self-reports to evaluate three types of academic
goals: learning goals, social reinforcement goals and achievement goals. The results
show that cooperative learning is an effective tool for encouraging university students
to develop academic goals that motivate them to fully engage with the tasks they
are set in order to acquire knowledge and skills (learning goals). In addition, when
students are asked to work as part of a team on an autonomous basis without the
structure and supervision necessary to ensure a minimum standard of cooperation,
they display a greater tendency toward social reinforcement goals than toward learning
and achievement goals. These findings contribute new knowledge to the conceptual
framework on cooperative learning. Goals may be considered one of the most important
variables influencing students’ learning and the use of cooperative learning techniques
in university classrooms creates the necessary conditions for encouraging students to
develop goals oriented toward learning.

Keywords: cooperative learning, team work, academic goals, university students, quasi-experimental study

INTRODUCTION

The adaptation of university degrees to the European Higher Education Area led to a shift toward a
new paradigm of learning as skills development, lending renewed impetus to methodologies based
on active constructive learning such as cooperative learning (Pallisera et al., 2010; Gil, 2015). This
methodology enables university students to acquire basic skills and increases their motivation to
participate actively in the learning process (Pegalajar and Colmenero, 2013; Fernandez-Rio et al.,
2017; Mendo et al., 2018).

Although scholarly interest in this type of methodology has focused largely on primary and
secondary education, research into the use of cooperative learning in university settings has
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grown more common in recent years (Carrasco and Giner, 2011;
Barba et al., 2012; Pegalajar and Colmenero, 2013). Team work in
university settings was traditionally assumed to be a skill acquired
through experience or intuition and groups were frequently set
up to encourage learning (Fabra, 1992). These days, learning
methods based on cooperation are more and more widely used
with the aim of encouraging team work, allowing students to
learn to work as part of a team, improving performance and
learning and developing interpersonal skills (Gottschall and
Garcia-Bayonas, 2008; Gaudet et al., 2010; León et al., 2015;
Mendo et al., 2016; Baena-Morales et al., 2020).

University teachers must create an environment that is
conducive to effective team learning. This requires effort, interest
and recognition of the fact that the proper functioning of
the teams and attainment of the learning objectives depend
upon the teacher’s role, as does student satisfaction with group
work. Cooperative learning is useful in addressing a lack of
motivation for learning among students and it is viewed as a
positive teaching methodology capable of motivating students
in university settings (Ovejero, 1993; van Wyk, 2012; Tran,
2019; Cecchini et al., 2021; Liu and Lipowski, 2021). Slavin
(2014) identifies several theoretical perspectives on the effects
of cooperative learning, including a motivational perspective
emphasizing the incentives it provides for students to complete
their academic work. From this perspective, it becomes clear
why studying academic motivation in relation to the goals that
guide or shape academic activity more generally is so relevant
(González, 1997). Academic goals influence students’ behavior in
the classroom and drive them to achieve a series of objectives in
their academic lives (De la Fuente, 2004).

Research into different types of academic goals has
traditionally focused on two categories: learning goals and
performance goals. Learning goals, also known as mastery goals
and task-focused goals, are related to mastery and enjoyment of
a task by students, who are keen to learn and improve their skills.
Performance goals, meanwhile, are also known as execution
goals or ego-involvement goals and relate to caring for one’s
image, achieving an outcome or demonstrating one’s abilities
(León et al., 2019; Alhadabi and Karpinski, 2020; Putarek and
Pavlin-Bernardić, 2020).

This dichotomous model of academic goals has evolved over
time into a trichotomous model (Elliot and Harackiewicz, 1996),
then a 2 × 2 model (Elliot and McGregor, 2001; Elliot, 2005),
and finally, the current 3 × 2 model (Elliot et al., 2011).
In the trichotomous model (Elliot and Harackiewicz, 1996),
performance goals are divided into approach goals and avoidance
goals (based on the direction of the goal). The 2 × 2 model (Elliot
and McGregor, 2001; Elliot, 2005) expands upon the concept of
learning goals by dividing them into approach and avoidance
goals (based on the orientation of the goal). Finally, the 3 × 2
model (Elliot et al., 2011) seeks to enhance the precision of the
2 × 2 model by incorporating elements such as the task, self and
other into evaluations of students’ skills.

When students apply themselves to academic tasks, they
can pursue multiple goals resulting from a combination of
learning goals and performance goals (Kaplan and Maehr, 2002).
These goals are not exclusively personal and are flexible and

dynamic, making it possible to influence them within the learning
environment (Chiecher, 2017).

Orientation toward one type of goal or another may
change over time if university teachers encourage these
goals using different methodologies and taking action to
motivate students (Andreev et al., 2020). Teaching staff
can help students identify and set learning goals, as well
as encourage them to adopt a different approach to their
goals through the teaching methodology used (Gaeta, 2014;
Chiecher, 2017). While completing a task by cooperating with
other students may be beneficial for student motivation and
learning (Johnson and Johnson, 1999), cooperative learning in
a university setting can be an effective method for influencing
university students’ academic goals. Formal cooperative learning
activities are planned in advance, ensuring that students
interact and work together to achieve learning goals and
maximizing the development of cognitive and social skills
(Johnson and Johnson, 2005).

This study views cooperative learning as an opportunity for
encouraging the development of key skills among university
students and aims to analyze the impact of cooperative
methodology on academic goals (learning goals, social
reinforcement goals and achievement goals) among university
students on undergraduate degree courses in Education. It seeks
to demonstrate the efficacy of cooperative learning in a university
setting as a method for fostering and preserving goals that drive
university students to improve their skills, learn and enjoy their
academic work in the learning environment.

MATERIALS AND METHODS

Participants
The sample for the study comprised 509 students (82% women)
on undergraduate degree courses in Preschool Education (PS),
Primary Education (PE), and Social Education (SE) at the
University of Extremadura (Spain). Their ages ranged from 18 to
34, with a mean age of 20.26 (SD = 2.49) (Table 1).

The participants in the experimental group were selected on
the basis of their enrollment on a module taught by a teacher with
specific training in cooperative learning in the second semester of
the 2019-2020 academic year. To keep the groups as equivalent
as possible, students in the control group were selected from
the same degree courses, also in the second semester of the
2019-2020 academic year, but from modules where cooperative
learning was not used in the classroom. No significant differences

TABLE 1 | Distribution of the experimental and control groups.

Group Total

Degree courses Experimental Control n %

Preschool education 122 60 182 35.8

Primary education 128 65 193 37.9

Social education 72 62 134; 26.3

Total 322 187 509 100
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were found between the experimental and control groups by age,
t(507) = 1.206, p = 0.306, or by gender, χ2(1) = 1.495, p = 0.221.

It is important to note that the handbook for the
undergraduate degrees in Preschool, Primary, and Social
Education at the University of Extremadura contains numerous
activities and content related to group work. Therefore,
group work is very important for all the students who
participated in the study.

Instruments
The Academic Goals Questionnaire (AGQ) by Hayamizu
et al. (1989), adapted by Hayamizu and Weiner (1991) and
translated into Spanish by García et al. (1998), contains 20
items that explore the types of academic goals pursued by
students. Answers are categorized on a scale ranging from
1 to 5, with 1 indicating “never” and 5 “always.” Drawing
on Dweck’s theory (1986) of learning and performance goals,
Hayamizu et al. (1989) developed a questionnaire based on three
types of academic goals: learning goals and two performance
goals, social reinforcement goals and achievement goals. The
learning goals (8 items, e.g., “I study because I find solving
problems interesting”) evaluate the extent to which students
apply themselves to learning with the intention of acquiring
knowledge and improving their skills. The social reinforcement
goals (6 items, e.g., “I study because I want others to see
how clever I am”) measure the tendency among students
to study with the aim of obtaining approval and avoiding
rejection from classmates, teachers and parents. The achievement
goals (6 items, e.g., “I study because I want to get good
grades”) assess students’ desire to score highly on their exams
and be able to continue their studies. In our study, the
questionnaire had a reliability (Cronbach’s alpha) of.848 for
the learning goals, 0.760 for the social reinforcement goals
and.772 for the achievement goals. In addition, a confirmatory
analysis of the questionnaire showed that the three independent
factor model proposed by the original authors had a good fit
(χ2/df = 2.439; GFI = 0.919; IFI = 0.918; TLI = 0.902; CFI = 0.917;
RMSR = 0.071; RMSEA = 0.057).

Design
A quasi-experimental methodology with a pretest-posttest
between-groups design and control group was used for this
study. The participants were not selected at random as their
study groups were already established and could not be randomly
formed (Campbell and Stanley, 2005) because the aim was to
preserve the authenticity of the classroom and the learning
environment. The experimental group was made up of five sub-
groups (first-year and second-year students on the undergraduate
degrees in Preschool and Primary Education and first-year
students on the undergraduate degree in Social Education),
which were selected because of the use of cooperative learning
techniques in the classroom. To ensure that all the experimental
sub-groups were equivalent, groups of four students were
assembled and cooperative techniques, were used on 6 occasions
per module (9 h, 6 sessions of 1.5 h of duration) over six
consecutive weeks at the rate of one per week, Requiring
monitoring by the teacher and a high level of cooperation

and interdependence between group members (e.g., jigsaw,
1-2-4). The groups were heterogeneous in terms of gender, age
and academic level.

The control group did not receive any intervention and
was made up of three groups of students (first-year Preschool
Education, second-year Primary Education and second-year
Social Education). The students in the control group carried out
group work in the traditional manner: the teacher instructed
the students to form groups (either at random or according
to students’ affinities) to complete a task, which they worked
on independently until they had finished. In this approach,
interdependence, individual responsibility and communication
skills were assumed or disregarded.

Procedure
The project began with a period of training for participating
teachers on cooperative learning in the first semester of the 2018-
2019 academic year (CL approaches and techniques, teacher’s
role in CL and evaluation). Particular emphasis was placed on
the importance of regularly observing the groups’ interactions
and progress, intervening when necessary to help the students
move forward with the task, providing individual and group
feedback on their performance and results and including time
for reflection on what worked well in the group and what
could be improved.

Before the questionnaire was administered, the students
gave their written informed consent to participate in the
study in line with the ethical guidelines established by the
American Psychological Association (2009). The anonymity and
confidentiality of the data and their use for research purposes
only was guaranteed. All the experimental sub-groups and
the control group were evaluated pre-intervention and post-
intervention. The study was approved by The University of
Extremadura Ethics Committee.

Data Analysis
Firstly, in order to check the assumptions of normality and
homoscedasticity, Kolmogorov-Smirnov and Levene tests were
run on the data. All contrasts had p > 0.05, justifying the
use of Student’s t-test for paired samples and analysis of
covariance (ANCOVA). A reliability analysis was performed
(Cronbach’s alpha), the factor structure of the AGQ was
confirmed and effect size tests were applied (Cohen’s d, Hedges’
g, and η2). The statistical analysis was carried out using SPSS
software (version 21).

RESULTS

First of all, between-group (control/experimental) and within-
group (pretest-posttest) pretest comparisons were performed
to ascertain whether the pretest scores on the AGQ provided
a suitable basis for between-group (control/experimental)
comparison, reducing the likelihood that estimates associated
with the independent variable would be due to other factors
not considered in this study, and to confirm the efficacy of the
intervention. In addition, the effect size was calculated using
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Cohen’s d and Hedges’ g to supplement the information from the
statistical significance tests (Student’s t-test) (Table 2).

In the pretest comparisons between the control and
experimental groups, the absence of significant differences
(p ≤ 0.05) in the scores on the AGQ shows equivalence between
groups as a basis for comparison (Table 2). Meanwhile, in
the between-group (control/experimental) posttest comparisons,
the experimental group obtained significantly higher scores
(p < 0.001) on learning goals and achievement goals, with a
medium effect size (Table 2).

To control for possible variations due to differences between
the control group and the experimental group, Student’s t-test
for paired samples was performed (Table 2) to ascertain whether
or not the results could be attributed to the independent
variable (intervention).

The comparisons within the experimental group displayed a
significant increase (p < 0.001) between the pretest and posttest
score for the learning goals factor, with a small effect size
(d = 32). Within the control group, there was a significant
decrease (p < 0.001) between the pretest and posttest scores
for the learning goals and achievement goals factors, with a
very small effect size (d ≤ 22), and a significant increase
(p = 0.006) with a small effect size (d = 0.34) for the social
reinforcement goals factor.

Finally, to eliminate the effect attributable to variables not
included in the study design and not subject to experimental
control from the dependent variables (AGQ posttest scores)
and to supplement the within-group and between-group tests,
between-subject effects tests (ANCOVA) were performed. The
pretest scores for the dependent variables were used as covariates
and the experimental/control groups were used as a fixed
factor (Table 3).

The ANCOVA (Table 3) shows significant differences
(p < 0.05) between the groups (experimental and control) for
the learning goals factor, with a large effect size (η2 = 0.14), and
the achievement goals factor, with a small effect size (η2 = 0.02).
This confirms the results of the between-group comparisons
(Table 3). Therefore, the differences observed between the pretest
and posttest scores for learning goals and achievement goals
among the experimental and control groups may be attributed
to the intervention.

DISCUSSION

This study aimed to evaluate the impact of a cooperative
learning programme on university students’ academic goals
using an intervention based on cooperative techniques
requiring high levels of responsibility and interdependence
among group members.

With a view to fulfilling the study objectives and ensuring that
our results could be generalized, the reliability and validity of
the Academic Goals Questionnaire (AGQ) by Hayamizu et al.
(1989) was first evaluated. The three factor model proposed in
the original study of the questionnaire was an adequate fit for
our data. The indices obtained optimal values, showing sufficient
reliability and validity to allow the results to be generalized
(Costello and Osborne, 2005).

One of the initial objectives of our analysis in this study
was to conduct a between-group comparison (experimental and
control groups) to check that the differences between the pretest
and posttest scores owed to the intervention and not to other
factors and to confirm the efficacy of the intervention. No
significant differences were observed in the pretest scores for the
experimental and control groups, indicating equivalence between
groups as a basis for comparison. The posttest comparison
showed that cooperative learning techniques led to significant
changes to students’ learning goals and achievement goals, with
medium to large effect sizes found for learning goals (g = 0.61).
Education research tends to produce lower values than other
disciplines. When innovative methodologies are applied, values
between d = 0.30 and d = 0.33 are considered relevant (Borg et al.,
1993; Valentine and Cooper, 2003). Hattie (2009) finds a mean
effect size of d = 0.40 in an analysis of 5,00,000 interventions in
educational settings.

Secondly, pretest-posttest comparisons within the
experimental group show the efficacy of cooperative learning
for learning goals (d = 0.32). Given that the within-group
comparisons (ANCOVA) show significant changes in
achievement goals and especially in learning goals, and that
within-group comparisons in the experimental group only show
changes in learning goals, it is possible to conclude that the
intervention using cooperative learning techniques primarily
influenced university students’ learning goals.

TABLE 2 | Within-group and between-group mean differences and effect sizes for the Academic Goals Questionnaire (AGQ), experimental and control groups.

Experimental group (N = 320) Control group (N = 121) Control/experimental group

Pretest Posttest Within-group Pretest Posttest Within-group Between-group
pretest

Between-group
posttest

AGQ M SD M SD t p d M SD M SD t p d t p g t p g

Learning
goals

30.41 4.60 31.92 4.73 −7.558 <001 0.32 30.05 5.17 28.93 5.24 7.558 <001 0.22 −0.695 0.487 0.07 −5.925 <001 0.61

Social
reinforcement
goals

9.60 3.21 9.83 3.84 −1.360 0.175 0.06 9.04 3.18 10.17 3.43 −2.821 0.006 0.34 −1.677 0.094 0.18 0.826 0.386 0.09

Achievement
goals

27.09 3.29 27.23 3.42 −0.753 0.452 0.04 26.76 3.52 26.08 3.46 4.532 <001 0.19 −0.922 0.357 0.10 −3.197 0.001 0.33
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TABLE 3 | Between-subject effects test (ANCOVA).

AGQ posttest Origin pretest Type III sums of squares gl Quadratic mean F Sig. η2

F1 F1. Learning goals 6029.279 1 6029.279 577.948 <0.001 0.568

Intervention groups 702.482 1 702.482 67.338 <0.001 0.141

Error 4579.743 439 10.432

F2 F2. Social reinforcement goals 1506.631 1 1506.631 143.065 <0.001 0.245

Intervention groups 38.557 1 38.557 3.661 0.056 0.008

Error 4633.671 440 10.531

F3 F3. Achievement goals 1987.783 1 1987.783 272.310 <0.001 0.381

Intervention groups 80.332 1 80.332 11.005 0.001 0.024

Error 3233.770 443 7.300

AGQ factors/Intervention group.

Why did team work using cooperative learning techniques
improve learning goals? Cooperative learning has considerable
educational benefits, including intrinsic motivation, positive
attitudes toward the subject, improved self-esteem, social
support, group cohesion and participation (Fernandez-Rio
et al., 2017; Han and Son, 2020; Cecchini et al., 2021; Liu
and Lipowski, 2021). Generally speaking, cooperative learning
environments tend to be more dynamic, appealing and enjoyable,
as well as giving students more responsibility and power over
their learning, enhancing perceived autonomy and competence
and making a significant contribution to improving learning
goals (Slavin, 1983; Johnson and Johnson, 1990; Amin, 2020;
Han and Son, 2020).

On the other hand, the techniques used (e.g., jigsaw, 1-2-4)
encourage high levels of interdependence and responsibility
among group members. In cooperative learning situations,
students become aware that they depend on one another and
must push themselves to do their best. The team members
share equal responsibility for their learning. Students consider
that their team has worked more effectively when they perceive
there to be responsibility within the team (León del Barco
et al., 2017, 2018). Each team member undertakes to carry
out their share of the work and the team is seen as being
responsible for achieving the objectives. These mechanisms
of interdependence and responsibility in particular enhance
students’ overall motivation and improve learning goals.

A number of studies have demonstrated a direct relationship
between responsibility and intrinsic motivation (Belando et al.,
2015; Menéndez and Fernández-Rio, 2017; Méndez-Giménez
et al., 2018; Fernández-Espínola et al., 2020; Fuertes et al., 2020)
and self-determined motivation (Merino-Barrero et al., 2019).
Based on these existing studies and on our own results, it
is clear that responsibility in cooperative learning techniques
plays a central role in encouraging students to focus their
goals on learning.

These changes were not observed in the control group,
whose posttest scores were lower than their pretest scores in
two factors on the Academic Goals Questionnaire (AGQ) and
increased with significant differences in the social reinforcement
goals factor. The students in the control group carried out
group work in the traditional manner, with interdependence
and individual responsibility assumed or not taken into
consideration. In situations where responsibility for learning is

not shared and students do not apply themselves in full, learning
tasks are tackled for academic reasons but also for prosocial
reasons. Studies such as Schneider et al. (1996) corroborate
the importance of social goals and of the search for approval
from others in particular. For Valle et al. (2006), as well as
goals oriented toward learning, other goals such as the quest
for positive social status and approval from others encourage
engagement in learning activities.

Therefore, our results confirm that motivation for learning
would depend on the context in which interpersonal interaction
occurs (Johnson and Johnson, 2005). In such a way that, if
learning occurs in a context of positive interdependence in
which students support, help, and encourage effort, the intrinsic
motivation toward learning will be greater, and when there is
no interdependence, or if this is minimal, the lower the learning
motivation and the higher the achievement motivation.

Limitations
The limitations of this study include those inherent to quasi-
experimental designs in general, which are linked to working
with natural groups and being unable to assign participants to
experimental and control groups at random. This means that the
experimental variables cannot be fully controlled and the results
should be interpreted with caution. Furthermore, Generalization
of the results for the masculine population is difficult, because the
majority of the students enrolled are female. Another limitation
of this study relates to monitoring changes and measuring the
impact of the programme over a longer period, taking different
measures to evaluate whether or not the changes persisted over
time. The sole use of self-report tests to collect information
is another limitation, as they tend to produce more subjective
results and may give rise to issues with social desirability bias.
However, in spite of these limitations, this type of research is
very useful as it provides information from real situations without
artificial interference.

CONCLUSION

Academic goals influence students’ behavior in the classroom and
drive them to achieve a series of objectives in their academic
lives (De la Fuente, 2004; Rodríguez and López, 2020). Goals are
perhaps one of the most important personal variables affecting
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learning. Following Alonso and Montero (2001), if we know
that learning goals are shaped by the motivation for competence
(studying because you want to know more and gain greater
knowledge), the motivation for control (learning autonomously,
being responsible for your own learning) and intrinsic motivation
(enjoying learning and educational activities), we can create the
necessary conditions to boost these factors in the classroom.
This study has shown that one of the best ways of doing this
is by using cooperative learning techniques, which are dynamic
and increase students’ perceptions of autonomy and competence,
helping to boost motivation for competence, intrinsic motivation,
and motivation for control in particular.

This is the first study to analyze the association between
cooperative learning and academic goals. Our findings contribute
new knowledge to the conceptual framework on cooperative
learning, emphasizing the role of cooperative learning techniques
in shaping learning goals. The main practical implication for
university teaching staff is the importance of using cooperative
learning techniques in the classroom.

According to Chickering and Gamson (1987), encouraging
cooperation between students is one of the seven basic principles
that should underpin university teaching staff ’s training in order
to guarantee optimum learning among university students. The
importance of cooperative learning in university classrooms is
justified not only by the specific functions of university teaching
but also by the need for alternatives to more authoritarian,
individualistic methodologies, which lead to gaps in students’
education, insecurity in problem-solving, minimal participation
and poor critical thinking and reflection skills.

DATA AVAILABILITY STATEMENT

The original contributions presented in the study are included
in the article/supplementary material, further inquiries can be
directed to the corresponding author.

ETHICS STATEMENT

The studies involving human participants were reviewed and
approved by the University of Extremadura Ethics Committee.
The patients/participants provided their written informed
consent to participate in this study.

AUTHOR CONTRIBUTIONS

SM-L, BL-d-B, M-IP-d-R, and VL-R: conception and design of
the work and drafting the work. SM-L and BL-d-B: analysis and
interpretation of the data. All authors contributed to the article
and approved the submitted version.

FUNDING

This work has been funded by the support to Research Groups
of the Junta de Extremadura (SEJO14; GR21033) and Ministry of
Economy Science and Digital Policy of the Junta de Extremadura
and the European Social Fund (ESF).

REFERENCES
Alhadabi, A., and Karpinski, A. C. (2020). Grit, self-efficacy, achievement

orientation goals, and academic performance in University students.
Int. J. Adolescence Youth 25, 519–535. doi: 10.1080/02673843.2019.167
9202

Alonso, J., and Montero, I. (2001). “Orientación motivacional y estrategias
motivadoras en el aprendizaje escolar,” in Desarrollo Psicológico y Educación:
Psicología de la Educación, eds C. Coll, J. Palacios, and A. Marchesi (Madrid:
Alianza).

American Psychological Association (2009). Publication Manual of the American
Psychological Association, 6th Edn. Washington, DC: American Psychological
Association.

Amin, F. (2020). Positive classroom environment, cooperative learning strategy,
reading comprehension achievement: a correlational study. Language-
Education 9, 1–14.

Andreev, V. V., Gorbunov, V. I., Evdokimova, O. K., and Rimondi, G. (2020).
Transdisciplinary approach to improving study motivation among university
students of engineering specialties. Educ. Self Dev. 15, 21–37.

Baena-Morales, S., Jerez-Mayorga, D., Fernández-González, F. T., and López-
Morales, J. (2020). The use of a cooperative-learning activity with university
students: a gender experience. Sustainability 12:9292.

Barba, J. J., Martínez, S., and Torrego, L. (2012). El proyecto de aprendizaje
tutorado cooperativo: una experiencia en el grado de maestra de educación
infantil. REDU. Revista de Docencia Universitaria 10, 123–144. doi: 10.4995/
redu.2012.6125

Belando, N., Férriz-Morel, R., Rivas, S., Almagro, B., Sáenz-López, P., Cervelló, E.,
et al. (2015). Sport commitment in adolescent soccer players. Motricidade 11,
3–14. doi: 10.6063/motricidade.2969

Borg, W., Gall, J., and Gall, M. (1993). Applying Educational Research: a Practical
Guide. New York, NY: Longman.

Campbell, D., and Stanley, J. (2005). Diseños Experimentales y
Cuasi-experimentales en la Investigación Social. Buenos Aires: Amorrortu.

Carrasco, V., and Giner, A. (2011). Investigación evaluativa de una experiencia
de enseñanza-aprendizaje en el Máster de Formación del Profesorado de
Educación Secundaria. Enseñanza Teach. 29, 111–133.

Cecchini, J. A., Fernandez-Rio, J., Mendez-Gimenez, A., Gonzalez, C.,
Sanchez-Martínez, B., and Carriedo, A. (2021). High versus low-structured
cooperative learning. effects on prospective teachers’ regulation dominance,
motivation, content knowledge and responsibility. Eur. J. Teacher Educ. 44,
486–501.

Chickering, A. W., and Gamson, Z. F. (1987). Seven principles for good practice in
undergraduate education. AAHE Bull. 39, 3–7.

Chiecher, A. C. (2017). Metas y contextos de aprendizaje. un estudio con alumnos
del primer año de carreras de ingeniería. Innov. Educ. 17, 61–80.

Costello, A. B., and Osborne, J. W. (2005). Best practices in exploratory factor
analysis: four recommendations for getting the most from your analysis. Pract.
Assess. Res. Eval. 10, 1–9.

De la Fuente, J. (2004). Perspectivas recientes en el estudio de la motivación: la
Teoría de la Orientación de Meta. Electron. J. Res. Educ. Psychol. 2, 35–61.

Elliot, A. J. (2005). “A conceptual history of the achievement goal construct,”
in Handbook of Competence and Motivation, eds A. Elliot and C. Dweck
(New York, NY: Guilford Press), 52–72.

Elliot, A. J., and Harackiewicz, J. M. (1996). Approach and avoidance achievement
goals and intrinsic motivation: a mediational analysis. J. Pers. Soc. Psychol. 70,
461–475. doi: 10.1037/0022-3514.70.3.461

Elliot, A. J., and McGregor, H. A. (2001). A 2 × 2 achievement goal framework.
J. Pers. Soc. Psychol. 80, 501–519. doi: 10.1037/-0022-3514.80.3.501

Elliot, A. J., Murayama, K., and Pekrun, R. (2011). A 3 × 2 achievement goal model.
J. Educ. Psychol. 103, 632–648. doi: 10.1037/-a0023952

Fabra, M. L. (1992). El trabajo cooperativo revisión y perspectivas. Aula de Innov.
Educ. 9, 5–12.

Frontiers in Psychology | www.frontiersin.org 6 January 2022 | Volume 12 | Article 787210

https://doi.org/10.1080/02673843.2019.1679202
https://doi.org/10.1080/02673843.2019.1679202
https://doi.org/10.4995/redu.2012.6125
https://doi.org/10.4995/redu.2012.6125
https://doi.org/10.6063/motricidade.2969
https://doi.org/10.1037/0022-3514.70.3.461
https://doi.org/10.1037/-0022-3514.80.3.501
https://doi.org/10.1037/-a0023952
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles


fpsyg-12-787210 December 28, 2021 Time: 16:59 # 7

Mendo-Lázaro et al. Cooperative Learning and Academic Goals

Fernández-Espínola, C., Abad Robles, M. T., Collado-Mateo, D., Almagro, B. J.,
Castillo Viera, E., and Gimenez Fuentes-Guerra, F. J. (2020). Effects of
cooperative-learning interventions on physical education students’ intrinsic
motivation: a systematic review and meta-analysis. Int. J. Environ. Res. Public
Health 17:4451. doi: 10.3390/ijerph17124451

Fernandez-Rio, J., Sanz, N., Fernandez-Cando, J., and Santos, L. (2017). Impact of a
sustained cooperative learning intervention on student motivation. Phys. Educ.
Sport Pedagogy 22, 89–105. doi: 10.1080/17408989.2015.1123238

Fuertes, A. M. D. C., Blanco Fernández, J., García Mata, M., Rebaque Gómez,
A., and Pascual, R. G. (2020). Relationship between personality and academic
motivation in education degrees students. Educ. Sci. 10:327. doi: 10.3390/
educsci10110327

Gaeta, M. L. (2014). “Autorregulación del aprendizaje y su promoción en
el contexto del aula,” in María Cristina Rinaudo & Antonio González
Fernández (Comps.). Cuestiones en Psicología Educacional. Perspectivas
Teóricas, Metodológicas y Estudios de Campo, ed. P. V. Paoloni (Tenerife:
Sociedad Latinoamericana de Comunicación Social (slcs)).

García, M. S., González-Pienda, J. A., Núñez, J. C., Gonzñalez-Pumariega, S.,
Alvárez, L., Roces, C., et al. (1998). El cuestionario de metas académicas
(C.M.A.). Un instrumento para la evaluación de la orientación motivacional
de los alumnos de Educación Secundaria. Aula Abierta 71, 175–199.

Gaudet, A. D., Ramer, L. M., Nakonechny, J., Cragg, J. J., and Ramer, M. S.
(2010). Small-group learning in an upper-level university biology class enhances
academic performance and student attitudes toward group work. PLoS One
5:e15821. doi: 10.1371/journal.pone.0015821

Gil, P. (2015). Percepciones hacia el aprendizaje cooperativo del alumnado
del Máster de Formación del Profesorado de Secundaria. REDU. Revista de
Docencia Universitaria 13, 125–146. doi: 10.4995/redu.2015.5423

González, M. C. (1997). La Motivación Académica. Sus Determinantes y Pautas de
Intervención. Navarra: EUNSA.

Gottschall, H., and Garcia-Bayonas, M. (2008). Student attitudes towards group
work among undergraduates in business administration, education and
mathematics. Educ. Res. Quar. 32, 3–28. doi: 10.1186/s12913-016-1423-5

Han, S. I., and Son, H. (2020). Effects of cooperative learning on the improvement
of interpersonal competence among students in classroom environments. Int.
Online J. Educ. Teach. 7, 17–28.

Hattie, J. (2009). Visible Learning: a Synthesis of Meta-analyses in Education.
London: Routledge.

Hayamizu, T., and Weiner, B. (1991). A test Dweck ìs model of achievement goals
as related to perceptions of ability. J. Exp. Educ. 59, 904–915.

Hayamizu, T., Ito, A., and Yohiazaki, K. (1989). Cognitive motivacional process
mediated by achievement goal tendencies. Japanese Res. 31, 179–189. doi: 10.
4992/psycholres1954.31.179

Johnson, D. W., and Johnson, R. (1990). Cooperation and Competition. Theory and
Research. Hillsdale, N.J: Addison-Wesley.

Johnson, D. W., and Johnson, R. T. (2005). New developments in social
interdependence theory. Genet. Soc. Gen. Psychol. Monogr. 131, 285–358. doi:
10.3200/MONO.131.4.285-358

Johnson, D., and Johnson, R. (1999). Aprender Juntos y Solos. Aprendizaje
Cooperativo, Competitivo e Individualista. Buenos Aires, AR: Aique.

Kaplan, A., and Maehr, M. (2002). “Adolescents’ achievement goals. situating
motivation in sociocultural contexts,” in Academic Motivation of Adolescents,
eds F. Pajares and T. Urdan (Cape Canaveral, FL: IAP).

León del Barco, B., Mendo, S., Felipe, E., and Polo, M. I. (2017). Potencia de equipo
y aprendizaje cooperativo en el ámbito universitario. Revista de Psicodidática
22, 9–15. doi: 10.1016/s1136-1034(17)30038-2

León del Barco, B., Mendo, S., Felipe, E., Fajardo, F., and Iglesias, D. (2018).
Measuring responsibility and cooperation in learning teams in the university
setting: validation of a questionnaire. Front. Psychol. 9:326. doi: 10.3389/fpsyg.
2018.00326

León, B., Felipe, E., Mendo, S., and Iglesias, D. (2015). Habilidades sociales
en equipos de aprendizaje cooperativo en el contexto universitario. Psicol.
Conductual 23, 191–214.

León, B., Mendo, S., Polo, M. I., Fajardo, F., and Gozalo, M. (2019). Personalidad
y metas de rendimiento en escolares de primaria. Revista INFAD de Psicología.
Int. J. Dev. Educ. Psychol. 4, 205–214.

Liu, T., and Lipowski, M. (2021). Influence of cooperative learning intervention
on the intrinsic motivation of physical education students—a meta-analysis

within a limited range. Int. J. Environ. Res. Public Health 18:2989. doi: 10.3390/
ijerph18062989

Méndez-Giménez, A., García-Romero, C., and Cecchini-Estrada, J. A. (2018).
Metas de logor 3x2, amistad y afecto en Educación Física: diferencias edad-sexo.
Int. J. Med. Sci. Phys. Act. Sport 18:637. doi: 10.15366/rimcafd2018.72.003

Mendo, S., León, B., Felipe, E., Polo, M. I., and Iglesias, D. (2018). Cooperative team
learning and the development of social skills in higher education: the variables
involved. Front. Psychol. 9:1536. doi: 10.3389/fpsyg.2018.01536

Mendo, S., León, B., Felipe, E., Polo, M. I., and Palacios, V. (2016). Evaluación de
las habilidades sociales de estudiantes de Educación Social. Rev. Psicodidáctica
21, 139–156. doi: 10.1387/RevPsicodidact.14031

Menéndez, J. I., and Fernández-Rio, J. (2017). Responsabilidad social, necesidades
psicológicas básicas, motivación intrínseca y metas de amistad en educación
física. Retos 32, 134–139. doi: 10.47197/retos.v0i32.52385

Merino-Barrero, J. A., Valero-Valenzuela, A., and Belando, N. (2019). Self-
Determinated psychosocial consequences through the promotion of
responsibility in physical education. Revista Int. Med. Ciencias Act. Física
Deporte 19, 415–430. doi: 10.15366/rimcafd2019.75.003

Ovejero, A. (1993). Aprendizaje cooperativo: una eficaz aportación de la psicología
social a la escuela del siglo XXI. Psicothema 5, 373–391.

Pallisera, M., Fullana, J., Planas, A., and del Valle, A. (2010). La adaptación al
espacio europeo de educación superior en España. Los cambios/retos que
implica la enseñanza basada en competencias y orientaciones para responder
a ellos. Rev. Iberoamericana Educ. 52, 1–13.

Pegalajar, M. C., and Colmenero, M. J. (2013). Percepciones hacia el aprendizaje
cooperativo en estudiantes del Grado de Maestro. REDU - Revista Docencia
Universitaria 11, 343–362.
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