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Abstract
Problem Statement: The assumption of the achievement goal theory is to
develop competence and the notion that students set goals for themselves
for participating in physical education classes. These goals can influence
their cognition, attitude and behavior. Therefore, the achievement goal
theory is a major theoretical framework for research on achievementrelated cognitions and behaviors in sport and physical education settings.
Achievement goal research in physical education has been conducted
primarily in the United States and other Western countries. Research
evidence, however, suggests that social, cultural and contextual factors
-related cognition, affect and behavior.
Purpose of Study: The primary objective of this study was to examine
achievement goals and their relationship to student persistence/effort for
both male and female students in physical education classes.
Methods: Two hundred and twenty-nine 8th and 11th grade Turkish
students (122 boys and 107 girls) completed questionnaires assessing their
achievement goals and persistence/effort. Before running Pearson
correlation and regression analyses, a one-way MANOVA and follow-up
univariate F tests were conducted to determine gender differences.
Findings and Results: The results of this study showed that mastery and
performance-approach goals demonstrated significant positive predictors
of persistence/effort for both gender groups. The results also showed that
no differences emerged in the mean scores of achievement goals and
persistence/effort between gender groups.
Conclusions and Recommendations: T
coefficients support the viability of the trichotomous model as a
theoretical perspective in the assessment of student achievement goals in a
physical education setting. Results of the study revealed no differences in
the mean scores of achievement goals and persistence/effort between boys
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and girls. Mastery goals and performance-approach goals emerged as
-reported persistence/effort,
but their predictive power differed by gender. Overall, results of this
study provide additional empirical support for the trichotomous
achievement goal model in general and to Turkish students specifically in
the context of school physical education. More studies are needed in this
area in order to appropriately understand the motivational processes
across the gender. Such information gained from this line of inquiry
would not only help the development of theory but could also lead to a
better understanding of gender-appropriate motivational techniques.
Keywords: achievement goals, persistence, gender differences, Turkish
students
The study of student goal orientation is critical if researchers and teachers expect
to understand and enhance student achievement and performance in education
settings. Over the past decade, achievement goal theory has been used as a
framework for understanding and explaining student motivation, achievementrelated cognitions and student behavior in a variety of achievement settings,
including classrooms and in physical education (Agbuga & Xiang, 2008; Ames, 1992;
Anderman & Maehr, 1994; Kaplan & Maehr, 1999; Solmon, 1996; Xiang & Lee, 2002).
Achievement goals are cognitive representations of the purposes students perceive
for engaging in achievement-related behaviors and the meanings they ascribe to
those behaviors (Ames, 1992; Dweck, 1986; Maehr, 1984; Nicholls, 1989). Beliefs
about the causes of success and failure (Dweck & Leggett, 1988), cognitive and
affective responses to success and failure (Ames, 1992; Dweck & Leggett, 1988) and
behavioral options based on stable orientation and situational factors (Pintrich, 2000)
are some definitions of achievement goal theory. Achievement goals can influence
how students approach, experience and perform in achievement settings.
Achievement goal researchers first conceptualized goal orientation as a
dichotomy framework: mastery and performance goals (Ames & Archers, 1987, 1988;
Ames, 1992; Dweck & Leggett, 1988). These two goals have been alternatively labeled
task-involvement goals and ego-involvement goals (e.g., Maehr & Nicholls, 1980;
Nicholls, 1989), learning goals and performance goals (e.g., Dweck, 1986; Elliot &
Dweck, 1988), and mastery goals and ability goals (e.g., Ames, 1984; Butler, 1992). In
this study, mastery goals and performance goals will be used as terminology
throughout the article.
Mastery goals focus on learning, improvement and mastering skills, while
performance goals focus on social comparisons and demonstration of competence.
Research focusing on these two types of goals reveals that they are associated with
different motivational patterns. Mastery goals are associated with adaptive
motivational patterns, while performance goals are associated with maladaptive
motivational patterns (Ames, 1992; Duda, 1992; Duda & Nicholls, 1992; Elliot &
Dweck, 1988). Recently, this dichotomous model has been challenged by Elliot and
his colleagues (Elliot, 1997; Elliot, 1999; Elliot & Church, 1997; Elliot & Harackiewicz,
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1996). They have proposed a trichotomous, approach-avoidance achievement goal
framework in which the mastery goals remain the same as that in the dichotomous
framework. The performance goals, however, are dissected into approach and
avoidance goals. While performance-approach goals focus on the attainment of
favorable judgments of competence, performance-avoidance goals focus on avoiding
unfavorable judgments of competence (Church, Elliot, & Gable, 2001). Classroom
research supports the trichotomous framework and indicates that compared to
performance-approach and performance-avoidance goals, mastery goals are more
likely to be associated with adaptive motivational outcomes such as working hard
for success, showing intrinsic interest in learning, attributing success to effort, using
the deep cognitive strategies, self-regulated learning, persisting in the face of
difficulty and positive emotions toward the task and school (Kaplan, Gheen, &
Midgley, 2002; Shih, 2005). In the physical education domain, few studies applied the
trichotomous model to examine student motivation, behavior and achievement
(Agbuga & Xiang, 2008; Guan, Xiang, McBride, & Bruene, 2006; Xiang & Lee, 2002).
Clearly, research based on a trichotomous model should be extended to the physical
education setting.
The assumption of the achievement goal theory is to develop competence and the
notion that students set goals for themselves for participating in physical education
classes. These goals can influence their cognition, attitude and behavior. Therefore,
achievement goal theory became a major theoretical framework for research on
achievement-related cognitions and behaviors in sport and physical education
settings. Achievement goal research in physical education has been conducted
primarily in the United States and other Western countries (Agbuga, 2009; Elliot,
1999; Xiang & Lee, 2002). However, research evidence suggests that social, cultural
-related cognition, affect and
behavior. Xiang, Lee and Solmon (1997), for example, reported that the American
students scored significantly higher on mastery goals than their Chinese
counterparts, while there was no significant difference on performance goals
between the two cultural groups.
An important issue that has been given little concern in physical education
achievement
genders. Beam, Wiggins and Moode (2000) examined possible gender differences
concerning the motivational orientations (task and ego orientations) of middle and
high school athletes. They found that girls had a higher level of task orientation than
boys. White and Duda (1994) examined the reliability and validity of the Task and
Ego Orientation in Sport Questionnaire (TEOSQ). Two hundred and thirty-two male
and female youth, high school, intercollegiate and recreational sport participants
responded to the TEOSQ. They found that boys were higher in ego orientation than
girls. Gill (1986) proposed that boys consistently scored higher on competitiveness
and win orientation than girls did. Boys also reported more competitive activities
than girls. Kim & Gill (1997), in their study of achievement goals and their correlates
among Korean middle school students in physical education, reported that Korean
boys scored higher than girls on perceived competence and effort/importance.
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Furthermore, researchers in both classroom and physical education (e.g., Dweck,
1986; Elliot, McGregor, & Gable, 1999; Heckhausen, 1991; Xiang & Lee, 2002) consider
persistence and effort important indications of student achievement. Persistence is
defined as a continued investment in learning when obstacles are encountered, while
effort refers to the overall amount of energy or work expended in the process of
learning (Zimmerman & Risemberg, 1997). Students who persist and put forth effort
are more likely to learn and achieve than students who lack persistence and effort.
Because of the significant relationships between persistence/effort and student
motivation and achievement, researchers (Dweck, 1986; Elliot & Harackiewicz, 1996;
Guan et al., 2006; Xiang & Lee, 2002) in both academic and physical education
settings often include it in their studies. Most previous studies have been based on
either a dichotomous achievement goal model or traditional classroom settings
(Bouffard, Boisvert, Vezeau, & Larouche, 1995; MacIver, Stipek, & Daniels, 1991;
Miller, Greene, Montalvo, Ravindran, & Nichols, 1996; Pintrich, Simith, Garcia, &
McKeachie, 1993). However, these studies revealed mixed findings regarding
performance goals and persistence/effort. By performing a dichotomous
achievement goal model, for example, Ames (1992) reported that performance goals
were related to maladaptive motivational patterns such as low persistence in the face
of difficulty and the use of less effective or superficial learning strategies. However,
Harackiewicz, Barron, Carter, Lehto and Elliot (1997) found that performance goals
were positively associated with academic performance among college students. The
major reason for these mixed findings is that performance goals were not partitioned
into approach and avoidance forms of regulation (Elliot et al., 1999). In the
trichotomous achievement model, the construct of performance goals is divided into
approach and avoidance goals. The approach-avoidance distinction is a critical
element to understanding the relationship between achievement goals and related
cognitive, affective and behavioral responses. Harackiewicz, Barron, Pintrich, Elliot
cal level, this distinction is a key premise of the
multiple goal perspective, and accepting this distinction implies the need to revise
division of the performance goal construct, the trichotomous model is assumed to
To gain a more complete understanding of the roles that social, cultural and
is a need for more
studies that focus on students from different social and cultural backgrounds than
those from the United States and other Western countries. Therefore, the purpose of
this study was to extend previous work on American student achievement goals in
physical education to students from Turkey, a country with remarkably different
social and cultural values and structures from the United States. Turkey provides a
unique opportunity for researchers to understand gender differences in achievement
goals and their persistence/effort. Specifically, the following research questions were
addressed: (a) How do achievement goals within a trichotomous achievement model
and self-reported persistence/effort among students in a physical education setting
vary across gender? (b) What are the relationships among achievement goals and
self-reported persistence/effort? and c) Do these relationships differ by gender?
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Method
The Setting and Participants
A total of 229 students (122 boys and 107 girls) from two public schools in Turkey
served as participants in this study. They were 111 8th graders (57 boys and 54 girls,
M age=14.05, SD=0.67) and 118 11th graders (65 boys and 53 girls, M age=17.28,
SD=0 .90). All physical education classes were taught by two experienced physical
education teachers. Class size ranged from 25 to 40 students. Students had
coeducational physical education classes once a week for 90 min. Participation was
voluntary and permission was obtained from the institution, parents and children.
Teaching and learning activities in physical education curriculum of schools in
Turkey is determined by the National Ministry of Education. The traditional physical
education curriculum focuses on sports such as track and field, soccer and basketball
(Milli Egitim Bakanligi, 1995). The curriculum represents the most important set of
guidelines for physical education teachers. Notably, the administrative structure of
Turkish education is established by the National Ministry of Education, which forms
one of the largest bureaucratic hierarchies in the world. The ministry itself, for
example, makes the final decision affecting the administration of all schools and
educational activities in Turkey (Karakaya, 2004).
Variables and Measures
The students responded to a two-part questionnaire. The first part consisted of
demographic information including age, grade, gender and school. The second part
assessed student achievement goals and self-reported persistence/effort in secondary
physical education.
Achievement Goals. An 18-item questionnaire adapted from Duda and Nicholls
achievement goals: mastery, performance-approach and performance-avoidance
goals. All items were prefaced with the
Students rated each item on a seven-point scale, ranging from 1 (not at all true for
me) to 7 (very true for me). Examples of the six items assessing mastery goals were,

items assessing performance-

performanceSelf-Reported Persistence/Effort
-reported
persistence/effort in their physical education classes. This questionnaire was
adapted from Fincham, Hokoda and Sanders (1989) and Xiang and Lee (2002). Again,
Students rated each item on a seven-point scale, ranging from 1 (not at all true for
me) to 7 (very true for me). Examples include,
en if I do
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The self-report measures on student achievement goals (mastery, performanceapproach, performance-avoidance) and persistence/effort were all modified from
previous research. They yielded reliable and valid scores with American students
(Duda & Nicholls, 1992; Elliot, 1999; Elliot & Church, 1997, Fincham et al., 1989;
Xiang & Lee, 2002). Participants in the present study were Turkish students in
secondary physical education. Therefore, several steps were taken to preserve the
validity and reliability of these measures.
First, all questionnaire items were translated to Turkish by the author, who was
fluent in Turkish and English. To control translation quality, a panel of three other
bilingual (Turkish/English) experts in the field of physical education was invited to
evaluate item consistency between the English and Turkish versions of the
questionnaire. The instrument, with a bilingual format, was mailed to each panel
member. The panel members were encouraged to record their comments and
suggestions if they believed the translation was inconsistent. They found no
inconsistencies.
Second, a pilot study was run with 39 nonparticipating students to assess
whether the language in the translated questionnaire was appropriate for Turkish
students in secondary physical education. Students raised no questions while
completing the questionnaires.
Third, a confirmatory factor analysis (CFA) was conducted on items measuring
(mastery, performance-approach and performance-avoidance) proposed by the
trichotomous framework.
s (e.g., Hoyle &
Panter, 1995; Hu & Bentler, 1999), multiple fit indexes were employed to assess the
adequacy of the measurement models. Indices used to determine the goodness-of-fit
included: (a) the chi-square to degrees of freedom ratio ( 2/df), for which values less
than 3.0 suggest a good fit (McIver & Carmines, 1981), (b) the comparative fit index
(CFI), for which values larger than .90 indicate a good fit, (c) the Bentler-Bonett nonnormed fit index (NNFI), for which values larger than .90 indicate a good fit and (d)
the root mean square error of approximation (RMSEA), for which .06-.08 is
considered an acceptable fit, while .08-.10 is considered a marginal fit (Browne &
Gudeck, 1993; Hu & Bentler, 1995). Data were analyzed using AMOS 5.0 (Analysis of
Moment Structures) and the models were estimated using the maximum likelihood
method. The results indicated three distinct achievement goals in the data set. All
indices ( 2/df=1.87, CFI=.90, NNFI=.86, and RMSEA=.062) represent an acceptable fit
between the three-factor model and the data. As a result, scales of mastery,
performance-approach and performance-avoidance goals were constructed by
averaging the items on the sca
alphas for the three scales were .73, .73
and .74, respectively, indicating acceptable internal consistency (Nunnally, 1978).
Finally, an exploratory factor analysis was conducted to examine the factorial
validity of self-reported persistence/effort measures. For the self-reported
persistence/effort measures, the exploratory factor analysis yielded a single factor
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with an eigenvalue greater than 1, accounting for 46.07 percent of the variance (Table
1). All items loaded higher than .40 on the factor. Consequently, an overall score for
the self-reported persistence/effort scale was computed by averaging the items on
Table 1
Factor Analysis of Self-Reported Persistence/Effort
Self-Reported Persistence/Effort Items

Factor 1

When I have a trouble performing some skills, I go back and practice.

,56

Regardless of whether or not I like the activities, I work my hardest to do them.

,72

When something that I am practicing is difficult, I spend extra time and effort
trying to do it right.

,65

I try to learn and to do well, even if the activity is boring.

,76

I put a lot effort into preparing for skill tests.

,65

I work very hard to prepare for our skills tests.

,74

I work hard to do well even if I do not like what we are doing.

,80

I always pay attention to my teacher.

,48

Eigenvalue

3,68

% Variance

46,07

Note. Factor 1=Persistence/effort
Procedure
All data were collected during regularly scheduled physical education classes.
The questionnaires were administered to intact classes by the author. Students were
told that there were no right or wrong answers and that they could skip any
questions if they did not feel comfortable answering them. Students were also
informed that information in the survey would be kept confidential and their
teachers would not have access to their responses. To ensure independence of
oud to the students and they were
encouraged to answer as truthfully as they could. Students were encouraged to ask
questions if they had difficulty understanding instructions or items in the
questionnaire. Students raised no questions while completing the questionnaires,
which took approximately 30 minutes to administer.

Results
Gender Differences on Mean Scores of Variables
As indicated in Table 2, the mean scores of the mastery, performance-approach
and performance-avoidance goals as well as the self-reported persistence/effort were
above the midpoint of the scale (i.e., 4), suggesting that both boys and girls in
secondary schools endorsed all three achievement goals and perceived that they put
forth effort and persisted in their physical education classes.
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Table 2
Descriptive Data and Correlations for Achievement Goals and Self-Reported
Persistence/Effort
M

SD

1

2

3

4

,440**

,366**

,440**

1

,451**

,501**

1

,334**

Boys (n = 122)
1. Mastery goals

6,32

,65

2. Performance-approach
goals

5,49

1,01

3.Performanceavoidance goals

4,88

1,10

4.Self-reported
persistence/effort

5,13

1,28

1. Mastery goals

6,12

,93

2. Performance-approach
goals

5,24

1,32

3.Performanceavoidance goals

5,14

1,13

4.Self-reported
persistence/effort

5,05

1,36

1

1

Girls (n = 107 )
1

,587**

,551**

,626**

1

,684**

,688**

1

,498**
1

**p < 0.01 (2-tailed)
To determine gender differences in achievement goals and self-reported
persistence/effort, a one-way MANOVA was conducted on mean scores of these
variables. Prior to the MANOVA analysis, the assumption of homogeneity of
covariance was examined using the box M test. The results revealed the assumption
was not met (box M=25.909, F=2.542, p
evaluate multivariate significance of the main effect and interactions (Olson, 1979;
Tabachnic & Fidell, 1996). The MANOVA analysis yielded a significant main effect
2=.076. Follow-up
F (4, 224)=4.61, p
univariate F tests, however, revealed no significant gender differences on mastery
2=.015, performance-approach goals, F (1, 227)=2.51,
goals, F (1, 227)=3.48, p=
2 =.011, performance-avoidance goals, F (1, 227)=3.13, p=
2=.014 and
p=
2=.001.
self-reported persistence/effort, F (1, 227)=.20, p=
Relationships Among Variables by Gender
Pearson product-moment correlations were calculated separately for each gender
to identify significant relationships among achievement goals and self-reported
persistence/effort (see Table 2). A similar pattern of the relationships was observed
for boys and girls. Mastery goals, performance-approach goals, performanceavoidance goals and self-reported persistence/effort were all positively related to
one another. Also, t
self-reported persistence/effort.
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self-reported persistence/effort, hierarchical multiple regression analyses were
conducted by gender. Considering the previous research findings that mastery goals
are more strongly related to persistence/effort than performance-approach and
performance-avoidance goals (Cury, Da Fonseca, Rufo, Peres, & Sarrazin, 2003;
Elliot, 1999), for both analyses, the mastery goal was entered first, then the
performance-approach goal, and last the performance-avoidance goal. As shown in
Table 3, mastery goals (boys: =.256, p < .001; girls: =.350, p < .001) and performance
approach goals (boys: =.351, p < .001; girls: =.514, p < .001) emerged as significant
positive predictors of persistence/effort for boys and girls. The two goal predictors
explained 31 percent
-reported persistence/effort for
boys and 53 percent for girls, respectively. However, the performance-avoidance
goals did not make a significant contribution to the prediction model (boys: =.082, p
> .05; girls: =-.046, p > .05).
Table 3
-Reported Persistence/Effort
Boys
Variable

R2

Girls

R2

R2

R2

Step 1
MG

.194

.194**

.440**

.392

.392**

.626**

Step 2
MG
PApG

.273**
.311

.117**

.380**

.339**
.548

.156**

.488**

Step 3
MG

.256**

PApG
PAvG

.350**

.351**
.316

.005

.082

.514**
.549

.001

-.046

Note.
MG=mastery
goals,
PApG=performance-approach
goal,
PAvG=performance-avoidance goals; R2 values are cumulative, with each
incremental step adding to the variance explained; ** p < .001.

Conclusions and Recommendations
This study examined 8th and 11th
achievement goals and their relationship to self-reported persistence/effort in
physical education classes. Consistent with the findings reported by Elliot (1999) and
Elliot and Church (1997) in academic and university settings, the results of the CFA
goal measures were valid and reliable. Scores from the mastery goals, performanceapproach and performance-avoidance factors exhibit acceptable psychometric

10
properties of validity. All fit indexes are in the acceptable range, indicating that the
trichotomous achievement goal scale produced valid scores and each of the three
achievement goals represents a distinct construct. This finding supports the viability
of the trichotomous achievement model as a theoretical perspective in the assessment
of student achievement goals and related cognition, affect and behaviors in a Turkish
physical education setting.
The results of this study revealed no differences in the mean scores of
achievement goals and persistence between boys and girls in secondary physical
education. This finding is inconsistent with American studies indicating that boys
were more likely than girls to emphasize performance goals, while girls were more
likely to score higher on mastery goals than their male counterparts (Beam et al.,
2000; Duda, Olson, & Templin, 1991; Middleton & Midgley, 1997). One possible
explanation might be that both boys and girls in this study viewed their physical
education curriculum to be gender appropriate. According to Turkish National
Education Policy, a non-discrimination education is an essential tool for achieving
the goals of equality of access to and attainment of educational qualifications (Milli
Egitim Bakanligi, 1995). Therefore, both boys and girls must perform sport-related
skills such as track and field, basketball, volleyball and soccer between their entrance
into elementary school and graduation from high school. Another explanation might
be that gender differences in achievement goals and persistence do not emerge until
students begin to consider future educational and occupational plans. Indeed, in
Turkey, 11th grade represents a critical period of schooling in which students have to
begin to prepare for the national university entrance examination. This examination
requires students to master content knowledge in their classes including science,
math, Turkish and social sciences. In addition, university admission is based on a
student secondary school grade point average. These educational obligations may
require both boys and girls to master the content in all the subject areas including
physical education and at the same time study hard throughout secondary school.
Another purpose of the present study was to examine the relationship between
-reported persistence/effort. Simple
correlations revealed that for boys and girls, mastery, performance-approach and
performance-avoidance goals were positively related to their self-reported
persistence/effort in physical education classes. The results of hierarchical multiple
regressions further confirmed the pattern of the relationships with one exception. For
both genders, performance-avoidance goals were not a significant predictor of their
self-reported persistence/effort. This result is not surprising since performanceavoidance goals are negatively related or unrelated to persistence and effort (Elliot et
al., 1999). Students who endorse performance-avoidance goals, for example, are
likely to see achievement settings as a risk to their perceived ability and therefore
may try to avoid exerting effort and persisting in those settings (Elliot &
Harackiewicz, 1996).
In conclusion, the present study applied the trichotomous achievement goal
model to the examination of achievement goals and their relations to self-reported
persistence/effort among Turkish students in physical education at school. The
support the viability of the
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trichotomous model as a theoretical perspective in the assessment of student
achievement goals in a physical education setting. The results of the study revealed
no differences in the mean scores of achievement goals and persistence/effort
between boys and girls. Mastery goals and performance-approach goals emerged as
-reported persistence/effort, but their
predictive power differed by gender. Overall, the results of this study provide
additional empirical support for the trichotomous achievement goal model in general
and to Turkish students specifically in the context of school physical education. More
studies are needed in this area to appropriately understand the motivational
processes across genders. Such information would not only help the development of
theory but could also lead to a better understanding of gender-appropriate
motivational techniques.
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