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Abstract Achievement goal orientation has been described as the set of purposes or reasons students may adopt for
performing an academic task (Dweck, 1986; Pintrich, 2000). So, Goal orientation is one of the concepts that has emerged in
educational psychology over the last few decades and also is one of the most important concepts regarding learning in any
educational setting. Due to the importance of students’ achievement goal orientation in the education context, and the
influences that goals have on their learning processes and outcomes, in the present study, the researcher has tried to
investigate the type of goal orientations held by Iranian EFL students and to examine if achievement goals are dependent on
gender. To achieve the goal, achievement goal orientation questionnaires were distributed among 182 B.A. students, both
males and females, majoring in English Literature at Shiraz University. Consequently, having analyzed the data, the
researcher found that that mastery was the dominant type of goal orientation held by Iranian EFL students. Afterwards,
performance approach, work avoidant, and performance avoidant goal orientations were respectively the achievement goal
orientations held by them. Then, an independent sample t-test was run for the purpose of comparing the students both males
and females with the type of achievement goal orientations held by them to see whether the achievement goal orientations are
dependent on gender or not. Thus, the results indicated that there were no significant differences across gender groups. That is,
the goal orientations held by the students were not dependent on gender.
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In line with this statement, researchers and educators have
examined different behaviors of students in order to make
inferences about what motivates them. One of the inferences
they have made about the students' motivation has been the
goals they set. That is why recently, a new dimension to
achievement motivation has been introduced by theorists
called achievement goal theory (Rabideau, n.d). According
to Pintrich and Schunk (2002), although different types of
goal theories have been identified for achievement behavior,
the main construct which is of great importance is goal
orientation theory.

From the historical point of view, goal theory has been
emerged from the current theoretical approaches to
achievement motivation (McLellan, 2006). Moreover, it has
been appeared as one of the most important approaches in
order to understand the students’ achievement motivation in
the recent years (Midgley et al., 1998). According to Cocks
and Watt (2004), the importance of this issue has been
reflected “in revisions to the instruments used to assess
students’ goals” (p.82). Similarly, Deemer (2004) thought of
achievement goal theory as “the predominant theory of
motivation in the educational psychology literature” (p.13).
In fact, literature has shown that goal orientation theory was
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1. Introduction

From among the different disciplines involved in language
teaching such as sociology, linguistics, psychology, etc., one
that has received a lot of attention over the past few decades
is educational psychology. Educational psychology deals
with how students learn in different educational settings. In
fact, "since the 1960s the focus of research in second
language acquisition has shifted from teaching to learning,
and language learners have become the center of language
teaching and learning" (Chun-huan, 2010, p.202).
Accordingly, over the years, different psychological
constructs such as the achievement motive construct, the
achievement goal construct, and the like have been used in
order to explain and predict the students’ behavior in
academic settings (Elliot, 2005). He believed that the focus
of such constructs is on competence; and the study of
competence and how students are motivated has had an
important place in educational psychology. Elliot (2005) has
also declared that “the construct that currently receives the
most research attention in the literature on construct” (p.52).
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who were the main contributors to the goal orientation theory
such as Ames (1992), Dweck (1986), and Nicholls (1984).
Indeed, they established a new area of research in the
academic motivational area.

More specifically, the emergence of achievement goal
construct was in fact in the mid to late 1970s by independent
or collaborative work of Ames, Dweck, Machr, and Nicholls
(Elliot, 2005). According to Elliot (2005), the emergence of
Dweck’s achievement goal conceptualization was from her
study on grade-school-age children in achievement settings.
Dweck (1986) and Dweck and Elliot (1983) tried to explain
the reason of responding to failure on achievement tasks
among the children with the same ability and concluded that
they tended to adopt different goals in achievement settings.
Furthermore, the emergence of Nicholls’ achievement goal
conceptualization was from his study on the conceptions of
ability in children. In 1984, Nicholls mixed the findings of
his study with the theories of adolescent and adult
achievement motivation which leads to the emergence of
achievement goal construct. The aim of achievement goal
construct was to show or develop high ability or to avoid
showing low ability. At that time, only two different goals
were recognized in their studies; namely, learning goals and
performance goals. They considered these two types of goals
as opposite of each other on a single goal continuum. After
that, Elliot (2005) stated that both Dweck and Nicholls in the
mid to late 1980s started to conduct different empirical
research in order to support their ideas regarding
achievement goal constructs (e.g., Nicholls et al., 1985;
Elliot & Dweck, 1988). In the mid to late 1980s, other goal
orientation theorists such as Dweck and Leggett (1988)
conceptualized goals as reasons or purposes for engaging in
some learning oriented activities. In 1988, Ames and Archer
expanded the conceptions of the achievement goal construct
which “could be applied at the classroom, as well as the
individual, level of analysis” (Elliot, 2005, p.57). They
investigated how different combinations of the two types of
goals known before associated with different variables.
Since that time, literature has identified multiple
subcategories of goals in the goal orientation. Moreover,
from the early 1990s until now, the number of research on
achievement goal orientation both theoretically and
empirically in different settings and for various majors has
been increased.

DeShon and Gillespie (2005) believed that goal
orientation is both the dominant approach in the study of
achievement motivation recently and is one of the most
motivational variables that have been studied frequently in
applied psychology. They have declared that the construct of
goal orientation has been developed in the educational
psychology literature to examine and explain the students’
differences in their learning processes in academic settings.
Accordingly, in the past few decades, many researchers
considered achievement goals as the chief theoretical
proposals in the study of academic motivation (Elliot, 2005;
Meece et al., 2006a). Similarly, Dweck and Elliot (1983)
proposed that “achievement goals must lie at the heart of

any analysis of achievement motivation” (p.653). Therefore,
the study of students’ goal orientations has emerged as a
major framework for understanding students’ achievement
motivation in the educational settings (Midgley et al., 1998).

Accordingly, the researcher in the present study
conceptualizes motivation through achievement goal
orientation. According to Was (2006), "a prominent feature
in motivation theory is the role of goals. Goals are defined as
the end toward which effort is directed" (p.531). Goal
orientation is one of the concepts that has emerged in
educational psychology and also is one of the most important
concepts regarding learning in any educational settings.
Ames (1992) has considered goal orientation as an important
motivational construct in organizational research that
provides an explanation for the approaches, responses, and
reasons that individuals use to engage in achievement
activities.

It is worth mentioning that according to Brdar et al. (2006,
p.54), “The type of academic goals pursued by students is
one of the most important variables in motivational research
in educational contexts.” Indeed, the goals that students
adopt will have an effect on their success and failure.
Therefore, all goals are not directed towards approaching a
desirable outcome; that is, good grades. They can also be
directed towards avoiding an undesirable outcome; that is,
being grounded for failure (Elliot, 2006). In fact, the reasons
that students’ motivation differs from each other, have to do
with their goal orientations.

Furthermore, since students’ characteristics are different
from each other, different variables such as their gender may
have an influence on the type of goal orientation they adopt
and as a result on their academic achievement. Therefore,
some researchers have suggested that gender might have
important role in the achievement goal orientations that
students adopt in different academic settings (Kenny-Benson
etal., 2006). In a similar way, Eccles et al. (1993) have stated
that since students’ motivation differs from individual to
individual, it is supposed that there should be difference
between males and females with regards to the levels of
motivation they have in different academic settings.
However, literature has shown that little research examined
the relationship between students’ achievement goal
orientations and their gender. In line with this statement,
Byme (2011) has stated that

With much of the achievement goal research focusing on
the educational outcomes for the different goal orientations,
very few studies have been dedicated to examining the
impact and/or differences of gender on the different
achievement goals (p.28).

On the other hand, regarding gender differentiation and
the adoption of different types of goal orientation, the few
studies that have been done so far reported contradictory
results which show that the types of goals that students
adopt differ from each other regarding their gender in
different academic settings and under various conditions
(e.g., Meece & Holt, 1993; Thorkildsen & Nicholls; 1998;
Pajares & Valiante, 2001; Hinkley et al, 2001; Rijavec &
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Brdar, 2002; Brdar et al., 2006; Kenney-Benson et al., 2006;
Meece et al., 2006b; etc.).

As a final point, despite the fact that goal orientation plays
a very important role in conceptualizing the motivation of
students and predicting their academic achievement and also
despite the relatively large number of studies done on issues
related to achievement goal orientation, little research has
been done particularly in the Iranian context to investigate
the effect of gender on the types of achievement goal
orientations held by students. Moreover, studies on the types
of achievement goal orientations that students adopt have
been failed to be considered specifically in Iran. So, the
researcher has considered these issues as a research gap thus
bridging this gap by the present research. Accordingly, in
this study, the researcher has decided to explore the type of
goal orientations held by Iranian EFL students and to
examine whether achievement goals they adopt are
dependent on gender or not.

1.1. The purpose of the study

It is supposed that students based on their own areas of
interest follow different goals during their educational years
which lead them toward doing different kinds of activities.
However, some of them may not be aware of their own goals;
therefore, they cannot be so much successful. Even if they
know their goals, some of them do not know how to follow
their goals in a right way in order to become successful.
Consequently, when educators understand which types of
goals students adopt most, they can both help them orient
and develop their goals appropriately and they can have a
better instruction or even encourage students to study better;
therefore, they become more interested in learning and
achieve higher scores. Moreover, they can help the
unmotivated students to become motivated enough like other
students and become successful in their academic settings.

Accordingly, the main objectives of this study are twofold:

the first one is to explore the type of achievement goal
orientations held by Iranian EFL students, and the second
one is to examine if achievement goals that students adopt
are dependent on gender.

1.2. Research Questions

In line with the above mentioned purposes, the following
research questions were put forward:

1. What are the achievement goal orientations held by
Iranian EFL students?

2. Are the achievement goal orientations dependent on
gender? (Are there any significant differences across gender
groups?)

2. Method

In this part, the method which was used in the present
study is presented including a very brief explanation of the
participants, the instruments, the data collection procedures,

and the data analysis procedures. It is worth mentioning
that this study is mostly a quantitative research since it deals
with “statistical analysis of numeric data to understand and
explain phenomena” (Ary et al., 2006, p.24).

2.1. Participants

The participants in the present study consisted of 182 B.A.
students majoring in English Literature at Shiraz University.
They were selected from all students at four years of
education, who were accepted from the academic year of
1386 until the academic year of 1390. The whole number of
male students who participated in this study was 44, whereas
the number of female students was 138.

2.2. Instruments

The only instrument used by the researcher in the present
study was a questionnaire developed by Was (2006)
designed to measure the four types of achievement goal
orientations  (i.e., mastery, performance approach,
performance avoidant, and work avoidant) held by the
students. This questionnaire consisted of 33 items based on a
6-point Likert Scale ranging from (1) very untrue; (2) mostly
untrue; (3) somewhat untrue; (4) somewhat true; (5) mostly
true or (6) very true measuring different goal orientations
(See Appendix A). The reliability index of the questionnaire
has already been estimated by Was (2006) using Cronbach's
Alpha ranging from values of .64 to .81. However, in order to
determine the reliability of goal orientation scale in the
present study, Cronbach alpha has been used once more for
each subscale. Based on the results, the reliability
coefficients for mastery, performance approach,
performance avoidant and work avoidant goals were 0.85,
0.71, 0.74, and 0.68, respectively. Its construct validity has
also been checked through confirmatory factor analysis
using Amos 5 Software (Arbuckle, 2005) by Was (20006).
Nevertheless, regarding the validity of goal orientation scale
in the present study, the researcher just showed the
questionnaire to the three of the professors at the department
of foreign languages and linguistics at Shiraz University; and
as a result, all of them confirmed such a questionnaire to be
used in this study.

Appendix A

Dear participant:

The following questionnaire has been designed for a
research project and all the information including even your
name or student number will be confidential and will not be
used anywhere when I write up the study. So, please tick the
boxes below which best describes your characteristics.

Name/ Student No: Gender: Male Female

Year of education: Freshman Sophomore Junior Senior

Moreover, as mentioned before, each subscale was
designed to measure different types of goals set by the
students. For example, Was (2006) described each subscale
as the following:

Mastery goal orientation: "Students with mastery goal
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Items

very
untrue

mostly
untrue

somewha
t untrue

somew
hat true

mostly
true

very
true

1. I challenge myself with goals for a test based on my past exam results.

2. lam more concerned with improving from week to week than I am in doing
better than others in the class.

3. Even when I am doing well in the class, I continue to work hard to improve
my understanding of the material.

4. In the class, I prefer material that arouses my curiosity, even if it is difficult
to learn.

5. 1 feel that the effort which leads to improvement increases my ability.

6. My goal in the class is to do my best, even if others are doing better.

7. 1try to improve my test and assignment scores throughout the semester.

8. I feel that I can increase my mental abilities through effort.

9. I'will try my best for every exam even if I know I do not need to try hard for
a good grade.

10. Doing well on an exam or assignment encourages me to do better.

11. Understanding the content of the course is more important than just
getting a good grade.

12. In the class, I prefer material that challenges me.

13. I am more concerned with doing my best than doing better than others.

14. I believe that if I do not try hard in the class, but still do well, I am smart.

15. It is important for me to do well in comparison to others in the class.

16. I believe that intelligence is something you are born with.

Items

very
untrue

mostly
untrue

somewha
t untrue

somew
hat true

mostly
true

very
true

17. I want to do well in the class so that my friends, family, instructor, and
others can recognize my ability.

18. When exams or assignments are returned in the class, I immediately want
to compare my scores to others in the course.

19. I feel that if I try hard in the class, but do poorly, I am not very smart.

20. My only goal for each course is to get the best grade in the class.

21. I am more interested in doing better than the other students in the class,
than doing my best.

22. I am afraid that if I ask the instructor to help me, he or she may think that
I am not very smart.

23. When others ask me how I have done on tests or assignments in a course,
I often tell a lie and say I have done better than what I have actually done.

24. When tests or assignments are returned in a course, I do not want others to
know how I have done.

25. 1 often worry about doing poorly in the class.

26. 1 worry more about getting a bad grade than understanding the material.

27. 1 like my classes best, when there is not much to learn.

28. I feel that having to try hard to do well in a class is the evidence of the lack
of ability.

29. I want to do as little work as I have to in the class.

30. If I know I am getting an A in a class without much effort, I will not try
any more.

31. Getting a good grade in the course is more important than understanding
the material covered.

32. I just want to do as much as I have to in order to do well in the class.

33. My primary goal in each course is to avoid getting a bad grade.

11

orientation focus on learning the material and mastering the
tasks at hand. When oriented toward mastery or learning
goals, students see achievement (success) as learning
something new or mastering the task at hand" (p.531-532).

Performance approach goal orientation: “Students who are
performance approach oriented view themselves as having a
good deal of ability and wish to measure themselves against
others performance hence, demonstrating their ability”
(p.534).

Performance avoidant goal orientation: "Students with
performance avoidance goal orientation view themselves as

lacking ability and therefore wishing to avoid public
demonstrations of achievement that would confirm their lack
of ability" (p.534).

Work avoidant goal orientation: refers to the type of goals
“in which failure is avoided without hard work and
achievement is viewed as completing the task with as little
effort as possible” (p.535).

2.3. Data collection

Since the main objectives of this study were to explore the
type of goal orientations held by Iranian EFL students and to
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examine if achievement goals they adopt were dependent on
gender or not, the achievement goal orientation
questionnaires were distributed among all B.A. students in
different years of education (i.e., freshmen, sophomores,
juniors, and seniors) at Shiraz University. The allocated time
to answer the questionnaires was 50 minutes. Moreover, the
data pertaining to the other variable, that is, gender was
gathered by the personal information that students provided
in the questionnaires and they were also informed that all
their information were confidential and used only for the
present research project.

2.4. Data Analysis

The data gathered through the questionnaire on achievem
ent goal orientation has been analyzed in the following way:

For the first research question, to describe the type of
achievement goal orientations held by the students, the
descriptive statistics of the data was employed. Regarding
the achievement goal questionnaire, since the items under
each subscale were not equal, the weighted mean of each
subscale has been calculated in the way that the total scores
of each subscale were divided by the number of the items of
each subscale.

For the second research question, in order to compare
males and females’ scores on the four types of achievement
goal orientations, a series of independent sample t-test were
run.

3. Results and Discussion

As mentioned before, the fundamental purposes of this
research were to determine the type of goal orientations held
by Iranian EFL students and to examine if achievement goals
they set were dependent on gender. Therefore, in this part,
the findings of the study based on each research question
have been presented respectively along with the relevant
discussions. Moreover, the Tables have been presented in the
Appendix B.

Results and discussions of the types of achievement goal
orientations held by Iranian EFL students

The first question which was mentioned in this research
was: What are the achievement goal orientations held by
Iranian EFL students?

To answer this research question, the researcher made use
of the descriptive statistical analysis of the data to describe
the type of achievement goal orientations held by the
students. Since the items under each subscale were not equal,
the weighted mean of each goal has been calculated rather
than the most common type of average (arithmetic mean).
Thus, the total scores of each subscale were divided by the
number of the items of each subscale. Accordingly, the result
of the descriptive statistical analysis of the achievement goal
orientations held by Iranian EFL students have been
presented in Table 1 (See Appendix B).

The results of the Table 1 shows that among different
types of goal orientations, the highest mean belonged to

mastery goal orientation (M= 4.42) and the lowest mean
belonged to performance avoidant goal orientation (M=
2.58).

Therefore, as shown in Table 1, the results can be
interpreted in this way that mastery (M= 4.42) was the
dominant type of goal orientation held by the students.
Afterwards, performance approach (M= 3.51), work
avoidant (M= 3.20) and performance avoidant (M= 2.58)
goal orientations were respectively the achievement goal
orientations held by Iranian EFL students.

Appendix B
Table 1. he result of descriptive statistical analysis of the achievement
goal orientations held by Iranian EFL students
. . Std.
N | Minimum | Maximum | Mean o
Deviation
mmastery 182 2.23 6.00 442 .74639
mpapproach | 182 1.00 5.88 3.51 79421
mpavoidant | 182 1.00 6.00 2.58 .84741
mwavoidant | 182 1.00 6.00 3.20 92311
Valid N
(listwise) 182

Table 2. The results of the independent sample t-test to compare both
males and females in different types of achievement goal orientations

Variables gender Mean SD t df Sig.

Maiﬁ;’i{: e zgig‘f géi 1.17 | 180 | N.S.
Pappfr :I';llzlllemale ;gg(z) 22241; o | 150 | ns
Pavofledne;z;emale i;;g zgé < 150 s
Wawf)eli?;temale izig 2;47‘ <6 150 NS,

It is worth mentioning that since students’ amount of
effort, behaviors and their use of strategies in a learning
situation are guided by their goals for engagement in
achievement settings (Dweck & Leggett, 1988), different
researchers in the field of educational psychology have
investigated the relationship between different types of
achievement goal orientations, various variables and
academic achievement both directly and indirectly. However,
none of them have examined only the type of achievement
goal orientations held by the students directly except the
study done by Kwok-wai et al. (2002) on the type of
achievement goal orientations held by the preservice
teachers in Hong Kong in which only two contrasting types
of achievement goal orientations were known; namely, the
learning goals and the performance goals. Accordingly, the
finding of the present study is in contrast to what Kwok-wai
et al. (2002) found; that is, in their studies the participants
oriented more towards adopting performance goals than
learning goals.

Consequently, since in this study the Iranian EFL students
indicated more tendency to adopt mastery goals and less
tendency to adopt performance avoidance goals, the
researcher interpreted the results based on the definitions of
such goals provided by various researchers. For example,
according to Was (2006) "students with mastery goal
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orientation focus on learning the material and mastering the
tasks at hand. When oriented toward mastery or learning
goals, students see achievement (success) as learning
something new or mastering the task at hand" (p.531-532).
This shows that students with a mastery goal orientation are
willing to improve new skills and as a result, develop their
competence and their efforts are considered as a positive and
effective way to achieve their goals (Kwok-wai et al., 2002).
Whereas, "students with performance avoidance goal
orientation view themselves as lacking ability and therefore
wishing to avoid public demonstrations of achievement that
would confirm their lack of ability" (Was, 2006, p.534).
Thus, performance avoidant goal oriented students are
concerned with not failing, and run from challenges or
engage in self-sabotaging behaviors in order to have an
excuse for their poor performance (Elliot & McGregor,
2001).

Moreover, it can be suggested that the findings of the
present study is of great importance since it is among the rare
studies conducted so far regarding the type of achievement
goal orientations held by the students especially in the
context of Iran.

Results and discussions of the effect of gender on the
adoption of the students’ achievement goal orientations

The second question which was mentioned in this research
was: Are the achievement goal orientations dependent on
gender? (Are there any significant differences across gender
groups?)

To answer this question, an independent sample t-test was
run for the purpose of comparing the students both males and
females with the type of achievement goal orientations held
by them to see whether the achievement goal orientations are
dependent on gender or not. Therefore, based on the results
obtained from the table of Independent sample T-test (See
Table 2 in Appendix B), there were no significant differences
between males and females in all types of achievement goal
orientations. That is, the achievement goal orientations were
not dependent on gender. Mastery (t=1.17 N.S.),
Performance approach (t=1.47 N.S.), Performance avoidant
(t=.89 N.S.), and Work avoidant (t=.86 N.S.).

Consequently, the results of the present study can be
supported by other researchers indicating that there were not
any significant differences across gender groups of course,
regarding the adoption of only some especial types of goals
among the four types of goals that students adopt. For
instance, in the study done by Pajares and Valiante (2001),
no significant differences were found between males and
females regarding only performance avoidance goals.
Similarly, Hinkley, Mclnerney and Marsh (2001) and
Kwok-wai et al. (2002) reported no significant differences
across gender groups regarding their mastery goals. In the
same way, other studies have identified no difference
concerning performance goal orientation between males and
females (e.g., Meece & Holt, 1993; Niemivirta, 1996).

However, some studies demonstrated contradictory
results with the present research regarding gender

differentiation and the adoption of different types of goal
orientation held by students. That is, these studies indicated
that there was a significant relationship between gender and
the type of achievement goal orientations held by students in
different academic settings and of course under various
conditions. For example, the results of the study done by
Kenney-Benson and his colleagues (2006) showed that boys’
and girls’ approaches differed towards their academic tasks
and that may be related to the type of goal orientations that
they adopt. Girls were more concerned with learning goals
than boys; whereas, boys were more intended to adopt ability
or performance goals and to be viewed as smart to others.
Similarly, other researchers more or less came to the same
conclusion; that is, females were found to be more interested
in adopting mastery goals more than males (e.g., Meece &
Holt, 1993; Pajares & Valiante, 2001; Hinkley et al., 2001;
Brdar et al., 2006; Meece et al., 2006b); whereas, males had
more tendencies toward performance goals (e.g., Ryan et al.,
1997; Middleton & Midgley, 1997; Patrick et al., 1999). In
contrast, the results of another study indicated that females
were more performance goal oriented than males (e.g.,
Kwok-wai et al., 2002).

Additionally, the results of some other studies
demonstrated that avoidance goals were more associated
with males than females. For example, males were found to
be more performance avoidant goal oriented than females
(e.g., Hinkley et al., 2001; Brdar et al., 2006; Meece et al.,
2006b). It is also interesting to note that other studies by
Thorkildsen and Nicholls (1998), Rijavec and Brdar (2002),
and Brdar et al. (2006) have shown that work avoidance
goals were also more usual and related to males than
females.

Although throughout the history of goal orientation theory
literature has shown that little research examined the
relationship between students’ achievement goal orientations
and their gender, some other empirical research regarding
the same issue in conjunction with different variables
indicated that female students showed more tendency
toward performance goal orientation than males (e.g., Chan
et al., 2004). On the contrary, males were more performance
approach goal oriented than females (e.g., Byme, 2011;
Middleton & Midgley, 1997). Furthermore, in the study
done by Tercanlioglu (2004), although no significant
differences were found on the effect of gender on both task
and ego orientations, female students had more tendency to
adopt task orientation; whereas, male students tended to
adopt more work avoidant goals than females. In the same
way, Pajares et al. (2000) reported that females were more
task goals oriented than males.

4. Conclusions

In educational psychology research, motivation is
regarded as an internal state that students bring to a task
along with the goals they held which leads to their success or
failure. In fact, what is of great importance for the success of
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students in the education context is to understand the origin
of students’ motivation. “Based on literature and research
findings, it is anticipated that achievement goal orientations
would be prominent determinants of students’ motivation
and achievement behavior” (Kwok-wai et al., 2002, p.20).
Accordingly, goal theorists have declared that motivation is
supposed to be conceptualized as goal-directed behaviors
that are shown by learners in an achievement environment
(Ames, 1992). So, due to the importance of goal orientation
in educational psychology over the past few decades
regarding learning and individual differences in any
educational settings and the influences that goals have on
students' learning processes and outcomes, in the present
study, the researcher has tried to investigate the type of goal
orientations held by Iranian EFL students and to examine if
achievement goals were dependent on gender. Consequently,
the results of the first question of the study (i.e., what are the
achievement goal orientations held by Iranian EFL students?)
indicated that mastery was the dominant type of goal
orientation held by the students. Afterwards, performance
approach, work avoidant, and performance avoidant goal
orientations were respectively the achievement goal
orientations held by Iranian EFL students. In fact, whether
students are learning goal oriented or performance goal
oriented has been considered to be a function of individual
differences (Dweck, 1986; Ames, 1992). Regarding the
second research question (i.e., are the achievement goal
orientations dependent on gender?), no significant
differences were found between males and females in all
types of achievement goal orientations. That is, the
achievement goal orientations were not dependent on
gender.

However, the findings of the present research make a
useful and necessary contribution to the educational systems.
That is they can provide clearer and more valuable
information for both teachers and the students. For example,
when teachers understand which types of goals students
adopt most, they can both help them orient and develop their
goals appropriately and they can have a better instruction or
even encourage students to study better; therefore, the
students even the unmotivated ones become more interested
in learning and achieve higher scores.

Moreover, the most important limitation of this study was
related to the disproportionate samples that were used in this
study. That is, the number of males was fewer than the
number of females. Nonetheless, future work should use
more proportionate samples to see whether gender affects the
type of goal orientation held by students or not.

Finally, the findings of the present study cannot be
generalized to other contexts since in different contexts and
under various conditions, the results might be different. So,
the researcher suggested another replication of this study so
that the importance of goal orientation studies specifically
regarding the types of goals that students adopt increases.
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