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The impact of goal orientation on self

regulation and performance among college
 

students
 

Thérèse Bouffard*, Jacques Boisvert, Carole Vezeau and Claudette Larouche 
University of Quebec at Montreal 

The first objective of this study was to examine whether a relationship exists between 
types of goal orientation. self-regulatory processes and school performance and the 
second was to examine how students' self-regulation and academic performance differ 
according to their profiles resulting from combining leaming and performance goals 
orientation. A total of 702 college students (463 females and 239 males) was 
administered a questionnaire assessing their orientation toward learning and 
performance goals. and reponed their self-regulatory strategies for studying. Results 
showed that both for males and females there exist systematic relations between 
learning goal and self-regulation and academic achievement. Relations were also 
found for performance goal. but for boys only. Results also showed that. among the 
four profiles of goal orientation. more self-regulatory strategies were reported and 
higher academic performance was achieved by students having high concern with both 
leaming and performance goals than by the others. More girls \Vere classified in this 
profile. but in each profile girls were found to report more self-regulatory strategies 
and to achieve higher academic performance than did boys. OveralI. these findings are 
consistent with those of previous studies conducted with younger students, Although 
adhesion ta leaming goal has a positive impact on self-regulation both for girls and 
boys. for the latter adhesion to performance goal can also be helpful. In view of the role 
of goal orientation on self-regulation in academic activities. research is needed to 
identify and understand the nature of the determinants of both the adhesion to these 
profiles and the gender di fferences. 

Metacognition refers both to the explicit knowledge individuals have about their cognitive 

resources and to the deliberate self-regulation they can exercise when applying this 

knowledge. Interest in metacognition has led to new research on learning processes in 

school settings. Studies based on the information processing approach in the development 

of models of metacognition have particularly focused on the self-regulatory processes, and 

have identified important components of self-regulation permitting effective learning 

management. The three major components of self-regulation identified are cognitive strategies, 

necessary to learn, memorise, understand, etc., metacognitive strategies. allowing adequate 

supervision during task execution, and motivation, determining the amount of effort needed 

*Correspondence and requests for reprints should be addressed 10 Thérèse Bouffard. Département de Psychologie. 
Université du Québec à Montréal, c.P. 8888, Suce Centre ville, Montréal, Québec, Canada H3C 3P8. 
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in order to execute these strategies (Borkowski, Johnson & Reid, 1987; Bouffard-Bouchard, 
Parent & Larivée, 1993; Bouffard-Bouchard & Pinard, 1988; Lefebvre-Pinard & Pinard, 
1985; Paris, Lipson & Wixson, 1983; Pintrich & De Groot, 1990). 

Students engaged in self-regulated activity deliberately plan each step, select strategies, 
and control and evaluate the effectiveness of these strategies. This evaluation permits them 
to reach an appropriate decision about how to pursue their endeavours, and finally to verify 
the results of their procedures in order to perform to the best of their capacities. The student 
who undertakes this kind of self-regulation is labelled as strategie. While means applied 
arbitrarily or those imposed by someone else are said to be simple procedures, means 
employed by the strategie student are intentional and conditional. In fact, many researchers 
have noted that in order to engage in this kind of strategie behaviour a person must be 
disposed and moti vated to invest the reguired efforts (Bouffard-Bouchard & Pinard, 1988; 
Paris, Wasik & Turner, 1991; Pintrich, 1988). Sorne studies have tried to identify and 
explain the personal characteristics that could act as mediator of a learner's self-regulation 
(Bandura, 1986; Brown, Armbruster & Baker, 1986; Corno, 1986; Cullen, 1985; Paris & 
Cross, 1983; Ryan, Connell & Deci, 1985). 

A body of research has suggested that the type of superordinate goals pursued by 
individuals in achievement situations could be a contributing factor in deliberate self
regulation of academic tasks (Ames & Archer, 1988; Bandura, 1986; Dweck, 1986; Dweck 
& Legget, 1988; Elliot & Dweck, 1988; Nicholls. 1984). As Ames & Archer (1988) have 
noted, two different kinds of goal orientation have been identified in the literature, although 
they have been labelled differently by several authors. The first category refers to the 
preoccupation with the development or the mastery of new skills and knowledge and the 
second category to the preoccupation with performance. Therefore, a person who wishes to 
acquire knowledge and new skills will be most likely to recognise the value of learning 
processes and will acknowledge the positive role of effort expenditure as a means ta 

develop and master newly acquired knowledge and ski Ils. Errors will be viewed as being a 
normal part of the leaming process. By comparison, the person preoccupied with performance 
tends to think that performance directly reflects their capacities. A high performance achieved 
with little effort will make them feel and appear to others more competent, yet they will feel 
less competent when performance is achieved with a great deal of effort. This person will 
interpret errors as a signal of lack of competence. 

Sorne researchers have proposed that the type of goal orientation will have an influence 
on cognitive functioning and the amount of commitment in learning. Biggs (1985) stated 
that, at least implicitly, students tend to give themselves 'personal study contracts', in 
which the main clause is the congruence between the goal set and the means chosen to 
pursue said goal. As a result, if learning and knowing are the goal that has been set, 
metacognitive and cognitive strategies and effort will be applied in order to master the 
material to be learned. This disposition is not likely for the person whose orientation is 
toward performance because efforts that are necessary to apply and control study strategies 
are viewed as a negative signal of competence (Ames & Archer, 1988; Nolen, 1988; 
Nicholls, 1989). 

Ames & Archer (1988) conducted a study with high school students who were high 
academic achievers, whereas Meece, Blumenfeld & Hoyle (1988) carried out a study with 
students nearing the end of primary school. In both studies, results showed that when 
students oriented toward learning knowledge and new skills were compared to those 
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oriented toward performance, the former engaged themselves in more self-regulated 
activities such as planning, supervision, and requesting help when necessary. Nolen & 
Haladyna (1990) have also found similar results with regular high school students. They 
showed that the students' belief regarding the utility of applying and regulating strategies 
as a means to process information more deeply was strongly related to the preoccupation 
with learning new skills and knowledge, but only weakly related to the preoccupation 
with performance. 

To date, most studies have been done with primary and high school students and while 
most studies employed samples including both boys and girls, except for Meece & Holt 
(1993), very few examined whether the strength of the relations varied according to gender. 
Also, there has been little interest in the question of how to extend the relation between the 
type of goal orientation and the reported self-regulation to the question of school performance. 

The present study has two main objectives. The first is to examine whether or not the 
results of previous studies can be extended to college students. More precisely, it will verify 
if a relation exists between the type of goal orientation, self-regulation processes and school 
performance and if so, how this relation varies according to gender. 

Furthermore, it has been shown that although the two types of goal orientation are 
independent dimensions, they are not mutually exclusive (Ames & Archer, 1988; Meece et 
al.. 1988; Miller, Behrens, Greene & De Newman, 1993). Therefore, at least at a conceptual 
level, a person may pursue both types of goal orientation. Accordingly, four different 
profiles can be identified. The first characterises the student who is strongly oriented toward 
both types of goal. In the second and the third, the student is strongly oriented toward one 
type of goal but weakly toward the other. Finally, the fourth profile refers to the student 
who is weakly oriented toward both types of goal. A few studies have examined the extent 
to which the utilisation of study strategies differs according to the four student profiles 
(Ames & Archer, 1988; Meece & HoIt, 1993). However, in the Ames & Archer study, the 
students' personal goal orientations were not measured but rather their overall perception of 
the dominant orientation in their class. The results showed that students classified in groups 
who judged their who le class as being oriented toward learning knowledge and new skills 
reported using study strategies more frequently than those judging their class as not being 
oriented toward this goal. While this provides sorne evidence for the relevance to consider 

the profiles combining both types of goal, this study has obvious limitations. First, the 
students' personal goal orientation was not directly measured. Rather, the authors assumed 
that every student shared the same orientation as the one they perceived globally in their 
class. In addition, no distinction was made between the three self-regulation components, 
and no examination was made of how academic performance was related to the four 
different profiles. 

Meece & Holt (1993) have reanalysed data from a previous study (Meece et al., 1988) 
with students nearing the end of primary school. When classifying students in the four 
profiles, results were similar to those found by Ames & Archer (1988). However, just as 
Ames & Archer have done, Meece & Holt c1id not consider the three main self-regulation 
components and goal orientation toward performance was measured using a short three
item scale. 

The second objective of the present study is to examine whether students' self-regulation 
and academic performance differ according to the profiles of goal orientation. Examination 
of self-regulation will distinguish cognitive strategies, metacognitive strategies, and 
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motivation. AIso, to address the limitations of the Ames & Archer (1988) study, students 
will be questioned about their own personal goal orientation. Based on the existing Iiterature, 
it is possible ta make the following hypothesis. No matter what their degree of orientation 
toward performance, students strongly oriented toward acquiring knowledge and new skills 
will report using metacognitive and cognitive strategies more frequently, they will be more 
motivated and will achieve higher academic performance than those weakly oriented toward 
this goal. 

Method 

Sample. The sample included 702 French-speaking college students from two colleges. The 
463 females and 239 males ranged in age from 17 to 19 years (M = 18 years 1 month). 
Students were enrolled in various courses such as introductory psychology, mathematics, 
biology, philosophy, anthropology and French language. Ali students allowed us to consult 
their final marks in the course in which they responded to the questionnaires. These marks 
constitute the mensure of Academie Performance. 

Instruments. A questionnaire aimed at assessing students' orientation toward learning 
and performance goals has been elaborated (LPOQ). Some items have been adapted from 
existing questionnaires (Ames & Archer, 1988; Pintrich & De Groot, 1990), whereas others 
have been created to account for both the students' school level examined in this study and 
the specificity of the French language college system in Quebec. Among the initial 30 
items, six were discarded based on the results of a factor analysis performed on the data 
from a pilot study conducted with 363 college students. The Learning subscale of the 
LPOQ contained 12 items assessing the students' concern with learning (e.g., '1 like it when 
the work requested is challenging'; '1 enjoy learning new things'). The Performance subscale 
of the LPOQ also contained 12 items assessing students' concern with evaluation (e.g., 'My 
main concern is obtaining high marks'; 'Doing better than others is important to me'). 
Students were instructed to respond to the items on a five-point Likert scale ranging from 1 
(completely disagree) to 5 (completely agree) focusing on the specifie c1ass in which they 
were seen. Therefore, the maximum score on each scale was 60. Cronbach alpha coefficients 
were .79 and .86 respectively for the Learning and the Performance subscales. The coeftïcient 
of correlation between scales was not significant (r=.09), which is consistent with the 
theory suggesting that each subscale assesses a distinctive construct. Finally, a test-retest 
procedure was used to verify the scales' reliability. The questionnaire was readministered 
four weeks after the first questionnaire administration and the coefficients of correlation 
were .65 and .71 (p<.00 1) respectively for the Learning and Performance subscales. 

The questionnaire aimed at assessing the three components of self-regulation (SRQ) also 
contained items from existing questionnaires (Ames & Archer, 1988; Pintrich & De Groot, 
1990) while others were created specifically for this study. Among the 19 items from the 
initial questionnaire, two were discarded following the factor analysis performed on the 
data From the pilot study. Students were instructed to respond to the items on a fi ve-point 
Likert scale ranging from 1 (not at ail true of me) to 5 (very true of me) in terms of their 
behaviour in the specifie c1ass in which they were seen. The Cognitive Strategy subscaJe 
consisted of seven items (e.g., '1 regularly study my notes and readings'), the Metacognitive 
Strategy subscale aiso consisted of seven items (e.g., 'When l'm studying, 1 stop from time 
to time to see how well 1 understand'), whereas the Motivation subscale consisted of three 
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items (e.g., 'When 1 find that, occasionally, my studies are difficult, 1 keep working until 1 
understand') . 

Miller et al. (1993) proposed that, contrary to a questionnaire including psychological 
constructs, a questionnaire asking for behavioural responses does not necessarily require a 
factor analysis validation. Nevertheless, a factor analysis was conducted on the SRQ in 
order to verify the internaI consistency of the items theoretically belonging to each component 
of self-regulation. The results of this analysis were satisfactory: Cronbach alpha coefficients 
were .72, .78 and .67 respectively for the Cognitive Strategy subscale, the Metacognitive 
Strategy subscale and the Motivation subscale. 

Procedure 
Ali students responded to the questionnaires at their own pace during reguJar class. Since 
students were met in different classes, they were instructed to give responses focusing on 
this specific course. They were assured that their responses would remain confidential and 
that only the researchers would have access to them. 

ResuUs 

Two preliminary analyses were conducted in order to verify whether or not students' 
orientation toward learning and performance goals differed according to the courses on 
which they were focusing when they responded to the questionnaire and according to their 
gender. Since no effect was found for the type of course, this factor was discarded in 
subsequent analyses. However, females reported to be more strongly oriented towards 
learning than did males (M=46.2 versus M=44.2), F(I, 701)=19.44, p<.OOI. The same was 
true for the performance goal, albeit to a lesser extent (M=40.5 versus M=39.2), F(J, 
70 J)=3.52, p<.06. Therefore, gender was included as an independent factor in the subsequent 
analyses. 

With respect to this study's objectives, Iwo series of analyses were performed. The first 
correlational analyses examined the pattern of relations between the two types of goal 
orientation, the three components of self-regulation and the academic performance separately 
for males and females. The second set of analyses used MANOYA and ANOYA to examine 
the hypothesis concerning the variations of the goal orientation's influence on self-regulation 
and academic performance according to the varying degrees of both types of goal orientation. 
ln order to do so, it was necessary to create dichotomous variables from the continuous 
data. This involved splitting the scores of learning and performance goals at the median, 
thus allowing the formation of four groups. Students with scores higher than the median on 
both types of goals were classified in the High Learning/High Performance group (HLHP). 
Students with scores higher than the median on learning goal and with lower scores on 
performance goal were classified in the High Learning/Low Performance group (HLLP) 
and those with the reverse profile were classified in the Low Learning/High Performance 
group (LLHP). Finally, students with scores lower than the median on both types of goals 
were classified in the Low LearninglLow Performance group (LLLP). 

Correlational analyses benveen goal orientation, se/f-regulation and academic performance 
The partial correlation procedure was used in order to identify the distinct influence of both 
goal types. Therefore, two analyses were performed separately for males and females to 
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examine how components of self-regulation and academic performance were related to 
learning goal while controlling for the effect of the performance goal, and secondly how 
they were related to the performance goal when controlling for the effect of the learning 
goal. Results of these analyses are reported in Table 1. 

Examination of this table shows that for both females and males the learning goal was 
more strongly related to components of self-regulation than was the performance goal. 
Noted also is that the pattern of relations between the components of self-regulation, academic 
performance and learning goal was similar for males and females. However, this similarity 
does not hold when examining the relations between self-regulation components, academic 
performance and performance goal. For females, the performance goal was not related to 
the components of self-regulation, but they were related to academic performance. For 
males, the performance goal was related to metacognitive strategies, motivation and academic 
performance. 

Table 1. Coefficients of partial correlation between types of goal orientation, and the 
components of self-regulation and academic performance according to gender (males, N=239; 
females, N=463) 

Cognitive Metacognitive Motivation Academic 
strategies strategies performance 

M F M F M F M F 

Leaming .51 *** .52*** .45*** .51 *** .35** .32** .12* .19***
 
Performance .09 .07 .18** .06 .20*** .01 .21 *** .13"*
 

*p<.05 *p<.OI ***p<.OOI 

The relations between self-regulation and academic performance were also examined. 
Consistent relations were found both for females and males between each component of 
self-regulation and academic performance: cognitive strategies, males, r=.29, p<.OOI, females, 
r=.I8, p<.OOI; metacognitive strategies, males, r=.27, p<.OOI, females, r=.24, p<.OOI; 
motivation, males, r=.25, p<.OOI, females, r=.30, p<.OOl. 

Finally, two regression analyses, one for each gender, were run in order to examine the 
independent relations between goal orientation and self-regulation variables on academic 
performance. In order to do so, a global score of self-regulation was calculated by summing 
the scores of each component. This self-regulation score and the type of goal orientation were 
used as predictors of students' academic performance. Both self-regulation (8 per cent) and 
performance goal (4 per cent) were found to be significant predictors of academic performance 
for females, whereas self-regulation was the sole significant predictor (11 per cent) for males. 

Ana/ysis of the theoretical hypothesis 
Table 2 shows the means and standard deviations of the self-regulation components and 
academic performance for the eight groups which were formed with the combinat ion of the 
median split groups and gender. Because cell sizes for the independent variables were 
unequal, Box's test of homogeneity for the covariance matrices was conducted. The results 
of this test confirmed the assumption of homogeneity, F(42, 344601) = 1.51, p<.02. 
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A MANOYA using group (x4) and gender (x2) as independent variables was performed 
on the scores obtained on the three self-regulation components. This analysis revealed 
significant main effects for group, F(3. 692)=17.33, p<.OOl, and gender, F(l, 692)=7.97, 
p<.OO 1. No significant effect was found, however, for the interaction between variables, 
F(3, 692)= 1.09, n.s. Univariate analyses of the group main effect were significant for 
cognitive strategies, F(3, 692)=44.33, p<.OOI, metacognitive strategies, F(3, 692)=38.30, 
p<.OOI, and motivation F(3, 692)=13.90, p<.OOI. 

Post hoc Newman Keuls (p<.OS) analysis on cognitive strategies showed that ail groups 
significantly differed From each other. The greater use of cognitive strategy was reported by 
students in the HLHP group followed by students in the HLLP group, those in the LLHP 
group, and finally by those in the LLLP group. Students in the HLHP and the HLLP groups 
reported similar use of metacognitive strategies that was significantly greater than that 
reported by students in the two low learning groups. Students in the LLLP group reported 
using significantly fewer metacognitive strategies than those in the LLHP group. Finally, 
results of post hoc comparisons on motivation were identical to those reported with 
metacognitive strategies. 

Table 2. Means and standard deviations of components of self-regulation and academic 
performance according to the profiles of goal orientation and gender 

LLLP LLHP HLLP HLHP 
M F M F M F M F 

N 85 109 57 106 50 III 47 137 

Cognitive 22.6 23.6 24.4 245 25.6 28.4 27.6 28.9 
strategies (3.6) (3.7) (4.1) (37) (4.0) (3.6) (3.8) (3.4) 

Metacogniti ve 28.5 31.0 30.8 33.1 33.2 37.0 35.3 36.9 
strategies (4.3) (4.0) (4.1) (3.9) (4.3) (3.9) (4.3) (3.8) 

Motivation 9.2 10.1 10.1 10.5 10.5 Il.4 11.0 11.1 
(2.2) (1.9) (2.0) (2.0) (2.1) (2.2) (2.3) (2.1) 

Academie 692 70.6 70.9 74.1 72.2 75.2 75.7 77.4 
performance (9.7) (9.2) (10.4) (9.8) (9.9) (9.6) (9.1) (9.0) 

LLLP: low learning/low performance 
LLHP: low learning/high performance 
HLLP: high learningllow performance 
HLHP: high learninglhigh performance 

The univariate analyses of the gender main effect were significant for cognitive strategies, 
F(I, 692)=4.65, p<.05, metacognitive strategies, F(I, 692)=22.92, p<.OOI, and motivation 
F( 1, 692)=8.83, p<.005. In every case, females compared to males reported greater use of 
cognitive strategies (26.5 versus 24.8), of metacognitive strategies (34.7 versus 31.7) and 
greater motivation (l0.9 versus 10.0). 

The univariate analysis of academic performance showed main effects for group, F(3. 
692)=11.88, p<.OOI, and gender, F(l, 692)=10.57, p<.OOI, but again no effect for the 
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interaction between variables was found, F(3, 692)=.46, n.s. Results of the post hoc analysis 
showed that aIl groups were significantly different From each other. Students in the HLHP 
group ohtained the higher academic performance and were foIlowed in the order by srudents 
in the HLLP group, those in the LLHP group and finaIly by those in the LLLP group. With 
regard to gender, the females outperformed the males (M=74.0 per cent versus M=70.7 per 
cent). 

FinaIly, given the differences between males and females on self-regulation and academic 
performance, a chi square analysis was performed to examine how students of both genders 
were distributed in the four groups. The results showed that the proportion of males and 
females was different across groups, X2(3, N=702)= 14.9, p<.OO 1. 

Table 3. Proportion of males and females in each goal orientation profile 

LLLP LLHP HLLP HLHP
 

Males (N=239) 36% 24% 21% 20% 

Females (N=463) 24% 23% 24% 30% 

Total (N=702) 27% 23% 23% 27% 

Subsequent tests on each group showed, as can be seen cIearly in Table 3, that the 
proportion of males and females was similar in the HLLP and LLHP. However, the proportion 
of females in the HLHP group was significantly greater than that of males HLHP, X1

( 1, 
N=702)=11.40, p<.OOI, whereas it was the reverse in the LLLP group, X2 (1, N=702)=8.03, 
p<.OOS. 

Discussion 

The relation observed between types of goal orientation in leaming and self-regulation does 
not seem to be a phenomenon characteristic of a particular academic levei. Results found in 
this study, carried out with coIlege students, are consistent with those obtained by previous 
studies with younger students. More specificaIly, this study found that important relations 
exist between student orientation toward the development and acquisition of knowledge and 
ski Ils, and the three components of se1f-regulation for females and males. 

This type of orientation was also cIearly related to academic performance for females, 
but to a lesser extent for males. However, results obtained from the separate regression 
analyses by gender showed that self-regulation was the best predictor of academic 
performance. This finding concurs with results of empirical studies in metacognition that 
consistently showed the important role of self-regulation on performance in various school 
subjects CBouffard-Bouchard et al., 1993; Brown, Bransford, Ferrera & Campione, 1983; 
Lefebvre-Pinard & Pinard, 1985; Sink, Barnett & Hixon, 1991; Sternberg, 1981; Zimmerman 
& Martinez-Pons, 1990). 

This study has also shown, unlike propositions advanced by other authors, that there 
seems to be a relation between a performance orientation and self-regulation for males. 
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Even though these relationships are not as strong as those obtained with learning orientation, 
they are nonetheless systematic, and at least for males, question whether performance 
orientation is incompatible with active regulation of academic activities. For females, however, 
performance orientation explains a significant proportion of the variance in academic 
performance. The females' ages are insufficient to explain these results. Meece et al. (1988) 
also found a relation between the use of cognitive and metacognitive strategies and 
performance orientation with younger students, but failed to consider gender differences. 
From a theoretical point of view, learning orientation motivates the student which, in turn, 
maintains both the quality of cognitive commitment and behaviour manifestations, thereby 
leading to success. By contrast, performance orientation motivates the students to maintain 
behaviour enabling them to avoid failure. Il is very likely that behaviours manifested as 
means to avoid failure may be similar, even the same, as behaviours leading to success. 
Therefore, it is not surprising to find a relationship between performance orientation and the 
use of cognitive and metacognitive strategies. Gender differences regarding this issue remain 
an open question requiring further investigation. 

The second objective of the present study was to examine differences in the frequency 
with which study strategies were used and in academic performance according to student 
profiles. Students were almost equally distributed in ail four profiles according to this 
classification, and the percentage of students in each profile was identical to those reported 
by Meece & Holt's (1993) study with younger students. 

The results of this study partly confirm the hypothesis stating that students strongly 
oriented toward learning reported more frequent use of cognitive and metacognitive strategies, 
were more motivated and had better academic performances than those weakly oriented 
toward this goal, no matter what the level of their performance orientation. In fact, results 
show that students strongly inclined toward both performance and learning used more 
cognitive strategies and obtained better academic performance. This supports sorne authors' 
position suggesting that the most adequate orientation for academic functioning is one 
where the student is preoccupied not only with knowledge and skill acquisitions but also 
with achieving a certain level of performance (Dweck & Leggett, 1988; Maehr, 1983). This 
type of orientation therefore permits greater flexibility necessary to function effectively in 
different contexts and learning situations. 

The previous conclusion, Iimited for now to college students, contradicts some authors' 
proposition that a high level of learning orientation has the greatest impact when it 
significantly dominates aIl other types of goal orientation (Meece & Holt, 1993; Pintrich & 
Garcia, 1991; Spence & Helrnreich, 1983). Meece & Holt (1993) obtained inconsistent 
results when using different types of measures to identify student orientation profiles. When 
they applied a hierarchical c1ustering method, they found that the learning orientation 
profile dominated aIl other type of profiles. Teachers judged these students as making the 
most efforts and expected the most from them. These students also obtained the best results 
on final exams and on a standardised test. However, no difference was found between these 
students and those highly oriented toward learning and performance on their reports of 
study strategies use. Yet, when using the median split as the classification method, the only 
difference found between students in high learning orientation profiles was the results 
obtained on the standardised test. 

In this study, whether or not students were cIassified as strongly performance oriented, 
those who were highly oriented toward learning reported more frequent use of 
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metacognitive strategies and were more motivated than students classified in the two 
other groups. This fin ding suggests that the learning orientation is a determinant factor in 
the amount of active control during activities and effort expenditure. In generaI, these 
results are relatively similar to Ames & Archer' s (1988) who did not, however, make a 
distinction between the different components of self-regulation. Nevertheless, even when 
learning orientation is low, a high orientation toward performance rather than a low one 
has a positive impact on self-regulation and academic performance. Results show that 
among those who have weak learning orientation, students with high performance 
orientation reported a more frequent use of both types of study strategies, a greater 
motivation and achieved higher academic performance than did students weakly oriented 
toward this goal. Similar results were also reported by Meece et al. (1988). As a result, 
they proposed that students who were only slightly preoccupied with both knowledge and 
ski Il acquisition, and their performance, have the least appropriate profile in taking charge 
of learning activities and academic performance. 

To date, few studies have examined the question of gender differences in goal orientation 
and its impact on self-regulation and academic performance. The results of the present 
study show that such differences exist. First, girls were more oriented toward learning and 
to a lessel' extent toward performance goals than were boys. The following results are 
consistent with academic motivation research which repeatedly finds that girls are more 
intrinsically motivated and more self-determined in a school setting than are boys (Green & 
Foster, 1986; Lloyd & Barenblatt, 1984; Vallerand & Bissonnette, 1992; Vallerand, Pelletier, 
Blais, Briere. Senecal & Vallieres, 1992). Furthermore, a different proportion of boys and 
girls in each profile has been found. As in Meece & Holt's study (1993), a greater proportion 
of girls were classified in the high performance/high mastery orientation profile compared 
to boys, whereas more boys were classified in the low mastery/low performance orientation 
profile. In the two intermediate orientation profiles an equal percentage of boys and girls 
was found. 

The resuIts of this study also show in each of the four orientation profiles girls reported 
more frequent use of cognitive and metacognitive strategies, higher motivation and achieved 
higher academic performances than did boys. These results have aIso been found by several 
researchers. For example, Pokay & Blumenfeld (1990) found that high school girls, compared 
to high school boys, reported more frequent use of general metacognitive strategies and 
specifie cognitive strategies in certain subjects, and also showed more effort persistence. 
Zimmerman & Martinez-Pons (1990) have demonstrated that even though girls had lower 
self-efficacy feelings than boys they still reported more frequent use of self-regulation 
strategies. The same results were found with students nearing the end of primary school and 
in high school, whether or not they were classified as gifted. 

Finally, a major limitation in this study must be noted. Although frequent in this research 
domain (Ames & Archer, 1988; McKeachie, Pintrich & Lin, 1985; Pintrich & De Groot, 
1990; Zimmerman & Martinez-Pons, 1990), a questionnaire, rather than direct observation, 
was used to measure self-regulation. However, the systematic relations that were found in 
this study between students' reports of self-regulation and their academic performance can 
be considered as a confirmation of the validity of their responses to the questionnaire. AIso, 
conceming the validity of verbal reports, Nolen (1988) examined the relationship between 
students' reports of study strategies and direct observation of these strategies. She found 
that for five out of seven strategies that students reported (and that were also directly 
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observable) agreement varied from 89 per cent to 96 per cent for the two methods. Agreement 
for the two other strategies was 70 per cent and 81 per cent respectively. 

While many studies did not consider the impact of the diverse goal combinations, even 
fewer have been interested in directly examining the specifie role of performance orientation. 
The usual approach consists of comparing students oriented toward this goal to others 
highly oriented toward learning. When both types of goal orientation are considered at once 
it is possible to c1arify their distinctive role. Whereas previous studies mainly focused on 
younger students in one specifie school subject, this study has extended results concerning 
the impact of different types of goal orientation on different academic subjects with college 
students. Considering the importance of the different orientation profiles on self-regulation 
applied to academic activities, future research is required in order to understand the nature 
of the determinants of both the adhesion to these profiles and the gender differences found. 
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