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 This study was designed to investigate to association between motivational action conflict frequency 
and value orientation as well as sociodemographic correlates of value orientation among Turkish 
high school students. Participants consisted of 846 students in different high schools from Marmara 
Region of Turkey and completed Motivational Action Conflict Frequency Survey and Value 
Orientation Scale. Results of this study suggested that students have average well-being value 
orientation and low achievement value orientation. There was no significant association between 
achievement and well-being value orientation and school-leisure time conflict; however, a weak and 
positive significant relationship exist between achievement value orientation and school time-school 
time conflict and leisure time-leisure time conflict, and there was a negative low-level significant 
relationship between well-being value orientation and school time-school time conflict and leisure 
time-leisure time conflict. The students’ achievement and well-being value orientation were 
significantly different based on gender and daily studying times. Well-being value orientation 
associated with high school type, but no significant difference found in achievement value 
orientation. Lastly, there was no significant difference in value orientation in terms of grade level. 
The results of this study may also help to understand the correlates of value orientation and 
motivational conflict frequency in Turkish literature where a very limited number of studies have 
been conducted. 

© 2020 IJPES. All rights reserved. 
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1. Introduction 

Values reflect individuals’ desires, tendencies, and choices and related to the goals of individuals and the 
behaviour styles required to reach these objectives (Schwartz, 2007). Values are also serving as mechanisms 
that shape the attitudes of an individual towards the outside world. They enable people to form assumptions 
about how an idea, object, status, or individual will positively or negatively affect them (Schwartz, 2012). For 
example, if an individual care about freedom, that individual cannot value authoritarianism at the same 
level. If values are cognitively active and central to quality, they organize and stimulate behaviour compliant 
with a subject or situation. For example, intense self-sacrifice values may lead to forgiveness (Verplanken & 
Holland, 2002). 

Values are used for identifying the properties of groups, societies, and individuals, as well as to monitor 
changes over time and explain the motivational basis for attitudes and behaviors (Schwartz, 2012). From the 
moment the socialization process begins for a person, while the socio-cultural structure transfers its own 
values to individual, the individual filters these values with his/her own cognitive and affective properties 
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and forms a unique system of values (Schwartz, 2007). Studies related to values among students mainly 
approach this topic from Rokeach’s values system approach (1973) and Schwarz’s value theory (1996). Fries, 
Schmid, Dietz, and Hofer (2005) developed value change theory, which inspired political scientist Ronald 
Inglehart (1997), (2015) to identify which values primarily affect students’ lives and decisions. According to 
Inglehart (1997), (2015) modern values, such as hard work, safety, and well-being, are conflicting with post-
modern values, such as compassion, spending time with friends, and self-actualization. Fries et al. (2005) 
entitled Inglehart’s modern values as “achievement values” and post-modern values as “well-being values.” 
Achievement values relates to the importance of effort and achievement, appreciation of school-related 
topics, and desire to reach objectives for the future and work. Well-being values relates to preferring social 
activities (e.g., leisure time activities), spending more time with friends, loving activities that are fun, and 
wanting to enjoy life (2005). 

Since achievement and well-being value orientation occupies two important aspects of students’ lives 
including school and leisure time, researchers also suggested that students can experience conflict in these 
values (Lens, Lacante, Vansteenkiste & Herrera, 2005) as school encourages achievement and well-being is 
dominant in leisure time (Schmid, Hofer, Dietz, Reinders & Fries, 2005). 

Because behaviors judged based on complying or not complying with the value systems of individuals 
(Schwartz, 1992), values enable individuals to decide what to choose and what to avoid. In terms of 
achievement values, individuals should put more effort into better grades in school. On the other hand, in 
terms of well-being values, leisure time activities might play a role in hindering school-related work (Fries, 
Schmid, Dietz & Hofer, 2005). In daily life, individuals have choices between a wide variety of behaviors that 
will affect whether they reach their objectives. When individuals face conflict in decision making process 
both in the social and education environment, values generally act as directive. However, when students 
experience conflict between two desirable outcomes, it is also possible occur a conflict between achievement 
and well-being related value orientation known as motivational action conflict (Fries, Schmid, Dietz & Hofer, 
2005). 

Motivation is a directing force for an organism to act to reach a certain object or event (Budak, 2005). 
Motivational action conflict is defined as a conflict with two or more action options with positive external 
stimulants, but when these action options do not occur simultaneously (Schmid, Hofer, Dietz, Reinders & 
Fries, 2005). Individuals can face motivational action conflicts during the decision-making process as a result 
of the interaction of certain factors surrounding an individual and his/her environment (Schmid, Hofer, 
Dietz, Reinders & Fries, 2005). Motivational action conflict is caused by two or more behavioral paths related 
to mutually interconnected objectives. Although students have been free to decide how long they will study 
and when they will have leisure time, they can still experience motivational action conflicts. This occurs 
especially when making decisions between school and leisure time activities, as well as making decisions 
related to school (school–school conflict) and leisure time (leisure time–leisure time conflict) (Fries, Schmid, 
Dietz & Hofer, 2005). In other words, motivational action conflict is an intellectual, behavioural, and 
cognitive state experienced as a result of the negative effects of attractive alternatives when there is a need to 
choose between two opposite objectives related to school and leisure time (Hofer, Schmid, Fries, Dietz, 
Clausen & Reinders, 2007). 

A student being called by a close friend to do something else while studying for an important exam the next 
day is an example of motivational action conflict. If both action alternatives offer positive incentives to the 
student (who wants a high grade but also to have fun), it is possible that this student will experience 
motivational action conflict. If the student decides to stay home and study, he will be less interested in 
studying, possibility increase the ease with which he is distracted as well as the number of distractions, his 
motivation will decrease, and his studying capacity will lessen based on the positive incentives offered by 
his friend. On the other hand, if he decides to meet with his friend, he will be distracted and feel guilty 
because of the importance he gives to studying and the results he wants to achieve. Among these two 
simultaneously occurring action alternatives, the unselected action alternative and incentivizing aspects of 
this alternative might conflict with desired choices and prevent existing action (Kilian, Hofer & Kuhnle, 
2010).  
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Fries et al. (2005) assumes that the likelihood of experiencing motivation action conflict is determined by 
individual value orientation; therefore, the motivational action conflict concept is explained through its 
connection with individual value orientation. The difference between achievement and well-being value 
orientation is used to account for individual differences in motivational action conflicts. Individual 
differences related to motivational action conflict decisions affect individual differences in value orientation 
(Kilian, Hofer & Kuhnle, 2010). Conflicts between achievement and well-being value orientation are visible 
as conflicts between school and leisure time-related activities (Schmid, Hofer, Dietz, Reinders & Fries, 2005). 
Students’ value orientation is related to systematic decisions made when they are forced to decide between 
school and leisure time-related activities (Fries, Schmid, Dietz & Hofer, 2005). In the case of a conflict 
between school and leisure time, value orientation affects students’ decisions, not just in terms of 
motivational action conflict, but also how students handle these conflicts can change their values over time 
(Kilian, Hofer & Kuhnle, 2010). 

A student cannot comply with two values (achievement and well-being) within the same action. He or she 
acts based on the relative importance of each value type on his/her own. When high achievement and high 
well-being value orientation are considered, and a student decides on an action plan, the student might 
experience doubt about whether the decision was correct after the decision or during action. For example, 
“Should I go out with my friends instead of studying for the mathematics exam next week?” or “Should I 
study for the mathematics exam next week instead of going out with my friends?” Conflicts after decisions 
that follows such events might be misleading. Regardless of which action is selected, the student will always 
have doubt, and this might lead to negative results in terms of the student’s action performance (Schmid, 
Hofer, Dietz, Reinders & Fries, 2005).  

In a semi-structured interview study with 25 high school students in Germany, Schmid et al. (2005) found 
that young German students failed to successfully connect achievement and well-being values, and these 
two values can conflict in daily life. The results of this study also showed that participants found both the 
success and well-being value orientations to be highly important, and the participants experienced conflict 
between school and leisure time. When the students were forced to decide between school and leisure time 
activities, they reported behavioral, cognitive, and emotional conflicts.  

In a survey study with 184 secondary school and high school students, Fries et al. (2005) found that students 
frequently experienced conflict between both school related work and leisure time activities, and they had 
high scores in both achievement and well-being values. Researchers also found that students with high 
achievement value orientation cared about school-related tasks more than students with high well-being 
value orientation and value orientation is related to allocating time for learning and grade level.  

In a sample of 704 secondary school students, Hofer et al. (2007) examined the relationship between 
individual value orientation, motivational action conflicts, and successful self-regulation, and time 
investment for learning. The results of this study showed that students tend to choose the action that is more 
compliant with dominant value orientation in motivational action conflicts. While students with high 
achievement value orientation tend to decide more frequently for the school-related alternative, students 
with high well-being value orientation tend to choose leisure time-related alternatives. Additionally, 
achievement value orientation and successful self-regulation predicted time investment for academic 
learning. 

In a multi-cultural study from five countries, Hofer, Schmid, Fries, Zivkovic, and Dietz (2009) examined the 
relationship between students’ value orientation and motivational deformation due to conflicts between 
learning and leisure time activities. Researchers found that well-being value orientation positively correlated 
with experience of motivational interference during learning and conflict frequency and negatively 
correlated with allocating time to school-related activities (homework, general preparation, etc.). 
Relationships related to achievement value orientation also showed almost opposite results. 

In a sample of 817 eighth grade German students, Kuhnle, Hofer, and Kilian (2010) investigated whether the 
objective conflict frequency between school and leisure time acted as a mediator between students’ value 
orientation and the effect of self-control capacity on balanced life experience. The researchers defined life 
balance as allocating satisfactory time for different life fields. The adolescents were pursuing a wide range of 
activities, interest areas, and duties, and they were forced to choose certain objectives under certain 
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conditions. If there was a conflict between the different objectives for the adolescents and if one pursued 
objective caused that individual to pay the price of not putting effort into other objectives, this could 
endanger life balance. The researchers argued that the general structure of value orientation is related to the 
frequency of objective conflict and life balance. As a result of descriptive analysis, it was determined that the 
students in the highest-level school (Gymnasium) were more controlled and balanced, as well as 
experienced less conflict. It was also found that high achievement and well-being value orientation results 
caused both a positive relationship between the two value orientations and conflict frequency and an 
indirect negative relationship with life balance due to time resource constraints. Researchers argued that life 
balance is an important structure for adolescents and a high level of self-control can act as a resource to 
effectively manage life. Thus, it is important to identify the value orientation of today’s youth and the 
conflict frequency between school and leisure time activities, which cover an important part of their lives, to 
determine precautions on this area. The purpose of this study is to investigate the relationship between 
motivational action conflict frequency and value orientation, as well as to examine correlates of value 
orientations among high school students. 

 

2. Methodology 

2.1. Research Design 

A cross-sectional research design was used to investigate to association between motivational action conflict 
frequency and value orientation as well as sociodemographic correlates of value orientation among Turkish 
high school students (Cohen, Manion & Morrison, 2018). 

2.2. Participants 

Participants consisted of 846 high school students in four different high school types in Kocaeli province, 
Turkey. Kocaeli is a highly populated and industrialized city which is located in the Marmara Region of 
Turkey. These students were selected among different school types to ensure maximum diversity in the 
sample. There were 281 Science High School students (33.2%), 283 Anatolian High School students (33.5%), 
112 High School students (13.2%), and 170 Technical High School students (20.1%). Among the participating 
students, 49.3% (n=417) were girls, 50.7% (n= 429) were boys; 34.3% (n=290) were in the ninth grade, 34.4% 
(n=291) were in the tenth grade, and 31.3% (n=265) were in the eleventh grade. Students’ ages ranged from 
14–19 years old (M=15.99, SD=.88). Lastly, students’ daily study time varied between less than 30 minutes to 
120 minutes or more, and most of the students worked from 31 to 60 minutes (n=271), followed by between 
61 minutes to 119 minutes (n=241), less than 30 minutes (n=233), and 120 minutes or more (n=101). 

2.3. Measures 

2.3.1. Motivational action conflict frequency survey. In order to measure motivational action conflict 
frequency, students were asked to evaluate how frequently they experienced conflict among daily life 
activities. For this purpose, questions created by Fries et al. (2005) were used. The questions were translated 
into Turkish by the researchers using the translation and back-translation method as suggested by Brislin 
(1980). Three questions were used for school and leisure time conflicts (school–school, leisure time–leisure 
time, and school–leisure time). Before these questions were asked, students were given a description phrase: 
“Some young people say their schedule is full in the afternoon. While they want to lot of things related to school, they 
also say they want to attend different leisure time activities. Therefore, it is sometimes hard to decide on what they want 
to do.” Next, they were asked the following three questions: “1. How frequently do you experience indecisiveness 
about doing something for school in the afternoon or on the weekend (homework, studying for exams, etc.) or spending 
time on leisure time activities (meeting with friends, sports, watching television, etc.)? 2. How frequently do you want 
to do multiple activities in your leisure time (for example, sports, meeting with friends, etc.)? 3. When you have to do 
multiple things related to school (for example, studying for an exam and doing homework for a couple of classes), how 
frequently do you get confused about where to start?”. Each student provided answers based on a five-point 
Likert type scale ranging from Never (1) to Always (5). Possible scores ranged from 1 to 5. Higher scores 
indicated higher school–school, leisure time–leisure time, and school–leisure time conflict in each question, 
respectively. 
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2.3.2. Value orientation scale. In order to measure value orientation of high school students, the Value 
Orientation Scale (VOS) developed by Fries et al. (2005) and adapted into Turkish by Çalışkan and 
Karademir (2014) was used. The scale consists of two subscales and four items each subscale had two items 
for measuring achievement and well-being value orientation. The items for identifying achievement value 
orientation describes a student with open objectives, who tolerates boring tasks, and wants to achieve 
something in his/her life. The items for identifying well-being value orientation describes a student who 
wants to spend most of his/her time with friends, who loves having fun and unplanned activities, and who 
wants to have fun in his/her life (Fries, Schmid, Dietz & Hofer, 2005). Students were asked to answer each 
item on a six-point scale. To ascertain the linguistic validity of the Turkish adaptation of this scale, both its 
Turkish and English forms were applied to 46 students in the English Teaching department, and significant 
correlations ranging from .60 to .79 was found between original and translated items. To determine 
underlying factor structure of the scale, exploratory and confirmatory factor analyses were conducted. After 
the analyses, consistent with the conceptualization of Fries et al. (2005) a factor structure that measures two 
different value orientations (well-being and achievement value orientation) was obtained. The factor 
loadings of well-being value orientation were .60 and .80, and the factor loadings for achievement value 
orientation were .32 and .75 (Çalışkan & Karademir, 2014). In the original scale, Hofer et al. (2007) found test-
retest reliability to be .71 for well-being value orientation and .58 for achievement value orientation. Four-
week stability coefficient of well-being value orientation of the scale was .86, and achievement value 
orientation was .83 in Turkish version (Çalışkan & Karademir, 2014). Items are summed then averaged to 
obtain a scale score for well-being value orientation and achievement value orientation. Possible scores range 
from 1 to 5, and higher scores indicate higher well-being and achievement value orientation in each subscale. 

2.4. Procedure 

The data were collected from the high students between February 2017 and April 2017. Data collection 
process conducted by the first and second researcher in the classroom environment during lesson times. 
Before the students proceeding to answer the questionnaire, researchers informed to students about ethics of 
the study and stated that the participation in the research was voluntary, that the answers given would 
remain confidential, that the data would not be used for any purpose other than the research and that they 
could withdraw from the study without any sanction at the beginning, middle or end of the research. All 
students voluntarily participated to study. Students completed the questionnaire approximately in twenty 
minutes. 

2.5. Statistical Analyses 

Statistical analyses were performed using the IBM SPSS 23 for Windows. Descriptive statistics including 
frequencies, percentages, means, and standard deviations were used to give information about study 
participants and the levels of achievement value orientation and well-being value orientation, and different 
types of motivational action conflict frequency. Pearson product moment correlation coefficients were 
calculated to examine the strength and direction of associations between value orientations and different 
types of motivational action conflict frequency. Independent samples t-tests used to compare the differences 
in mean scores of achievement value orientation and well-being value orientation between males and 
females. One-way analyses of variance (ANOVAs) were conducted to examine the differences in mean 
scores of achievement value orientation and well-being value orientation across high school type, grade 
level, and daily study time. In case of one-way ANOVA is significant, a post-hoc Tukey HSD test performed 
to determine the source of mean differences across different groups. Preliminary analyses were conducted to 
examine the assumptions of normality, homogeneity of variance, or linearity in relevant analyses and no 
violation of assumptions were found. The level of statistical significance was set at p<.05 in all inferential 
statistics. 

 

4. Results 

Descriptive statistics for value orientation levels and motivational action conflict frequency level of high 
school students presented in Table 1. 
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Table 1. Descriptive statistics for value orientations and different motivational action conflicts 

 M SD Minimum Maximum 
Value Orientation     

   Achievement 2.74 1.19 1.00 6.00 

   Well-being 3.25 1.22 1.00 6.00 

Type of Motivational Action Conflict     

   School–leisure time 3.01 1.12 1.00 5.00 

   School–School time 3.45 1.14 1.00 5.00 

   Leisure time–leisure time 2.91 1.19 1.00 5.00 

Note: N=846.     

As seen in Table 1, the well-being value orientation (M= 3.25) and achievement value orientation (M= 2.74) of 
high school students were in the “low” range; however, the average well-being value orientation scores of 
high school students were slightly higher than the average achievement value orientation scores. In the 
school–leisure time conflict, the mean was at the “sometimes” (M= 3.01) level. In students’ conflicts in school 
time and school time, the average was at the “mostly” (M= 3.45) level. In students’ conflicts in leisure time-
leisure time activities, the average was at the “sometimes” (M= 2.91).  

Pearson product moment correlation coefficients were calculated to examine the strength and direction of 
associations between value orientations and different types of motivational action conflict frequency and 
results of Pearson product moment correlation coefficient analyses presented in Table 2. 

Table 2. Results of Pearson product moment correlation coefficients 

Type of motivational action conflict 
Value Orientations 

Achievement 
r 

Well-being 
r 

School time–leisure time -.01 -.06 
School time–School time .10** -.20** 
Leisure time–leisure time .24** -.22** 
Note: ** p<.01.   

As seen in Table 2, there was no significant relationship between achievement and well-being value 
orientation (r= -.01, p>.05) and between well-being and school time–leisure time conflict (r= -.06, p>.05). 
However, there was a weak and positive correlation between achievement value orientation and school 
time-school time conflict (r= .10, p˂ .01), and between achievement value orientation and leisure time-leisure 
time conflict (r= .22, p˂ .01). Results of Pearson product moment correlation analyses also showed that there 
was a weak and negative association between well-being value orientation and school time-school time 
conflict (r= -.20, p˂ .01), and well-being value orientation and leisure time-leisure time conflict (r= -.22, p˂ .01). 
Independent-samples t tests conducted to compare the mean scores of the male and female high school 
students in achievement and well-being value orientation presented in Table 3. 

Table 3. Results of independent samples t-tests for achievement and well-being value orientation 

 M SD df t p d 
Achievement       

   Female 2.93 1.31 844 4.74 .001*** .32 
   Male 2.55 1.02     

Well-being       
   Female 3.13 1.26 844 2.80 .005** -.20 
   Male 3.37 1.17     

Note: d= Cohen d effect size measure, Males used as reference category in calculation of Cohen’s d.,  
** p<.01, *** p<.001. 

Results of independent samples t-test suggested that there was a significant difference between the means of 
the two groups in achievement (t(844)= 4.74, p<.001, d= .32) and well-being value orientations (t(844)= 2.80, 
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p<.001, d= -.20). The effect sizes for achievement and well-being value orientations differences between 
females and males were small. As seen in Table 3, the mean achievement value orientation of the female high 
school students (M= 2.93) was significantly higher than the mean achievement value orientation of male high 
school students (M= 2.55). However, the mean well-being value orientation of male high school students (M= 
3.37) was significantly higher than the mean well-being value orientation of female high school students (M= 
3.13).  

One-way ANOVAs conducted to compare the mean scores of high school students with respect to high 
school type in achievement and well-being value orientation presented in Table 4. 

Table 4. Results of one-way ANOVA for high-school type 

 M SD df F p η2 Post-Hoc Tukey 
Achievement        

   1. Science High School 2.81 1.07 3, 842 .78 .508 .00 - 
   2. Anatolian High School 2.74 1.18      
   3. High School 2.62 1.36      
   4. Technical High School 2.70 1.27      

Well-Being         
   1. Science High School 3.15 1.09 3, 842 3.96 .008** .01 1-4, 2-4 
   2. Anatolian High School 3.16 1.18      
   3. High School 3.41 1.37      
   4. Technical High School 3.49 1.35      

Note: p<.01**.        

As seen in Table 4, there was no significant difference in students’ achievement value orientation level based 
on high school type (F(3, 842)= .78, p>.05, η2= .00). However, result of one-way ANOVA was significant for 
well-being value orientation (F(3, 842)= 3.96; p<.01, η2= .01). The effect size was small, such that high school 
type explains approximately 1% of changes in well-being value orientation scores. A Tukey HSD post hoc 
test showed that regular high school students (M= 3.41) significantly higher well-being value orientation 
scores than Science high school students (M= 3.15) or Anatolian high school students (M= 3.16). Other groups 
did not significantly differ from each other.  

One-way ANOVAs conducted to compare the mean scores of high school students with respect to grade 
level in achievement and well-being value orientation presented in Table 5. 

Table 5. Results of one-way ANOVA for grade level 

 M SD df F p η2 
Achievement       

   1. 9th grade 2.79 1.24 2, 843 .77 .462 .00 
   2. 10th grade 2.74 1.17     
   3. 11th grade 2.67 1.15     

Well-being       
   1. 9th grade 3.22 1.22 2, 843 .78 .460 .00 
   2. 10th grade 3.33 1.31     
   3. 11th grade 3.21 1.12     

As seen in Table 5, there was no significant difference in achievement value orientation level (F(2, 843)= .77, 
p>.05, η2= .00) or well-being value orientation level (F(2, 843)= .78, p>.05, η2= .00) with respect to grade level.  

One-way ANOVAs conducted to compare the mean scores of high school students with respect to daily 
studying time in achievement and well-being value orientation presented in Table 6. 
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Table 6. Results of one-way ANOVA for daily study time 

 M SD df F p η2 Post-Hoc Tukey 
Achievement        

  1. Less than 30 minutes 3.14 1.36 3, 842 14.82 .001*** .05 1-2 
  2. From 31–60 minutes 2.67 1.15     1-3 
  3. From 61–119 minutes 2.58 1.03     1-4 
  4. 120 minutes or more 2.35 .96      

Well-Being        
  1. Less than 30 minutes 2.91 1.30 3, 842 11.65 .001*** .04 1-2 
  2. From 31–60 minutes 3.25 1.19     1-3 
  3. From 61–119 minutes 3.43 1.13     1-4 
  4. 120 minutes or more 3.64 1.15     2-4 

 Note: p<.001***.        

As seen in Table 6, result of one-way ANOVA was significant for achievement value orientation (F(3, 842)= 
14.82, p<.001, η2= .05), and well-being value orientation (F(3, 842)= 11.65, p<.001, η2= .04). The effect sizes were 
small, such that daily study time explains approximately 4% of changes in achievement value orientation 
scores and 4% of well-being value orientation scores. Results of post-hoc Tukey HSD test showed that 
students who studied less than 30 minutes in a day (M= 3.14) significantly higher achievement value 
orientation scores than students who studied between 61-119 minutes (M= 2.67), students who studied 
between 120 or higher minutes (M= 2.35). Moreover, results of post-hoc Tukey HSD test also showed that 
students who studied less than 30 minutes in a day (M= 2.91) significantly lower well-being value orientation 
scores than students who studied between 31-60 minutes (M= 3.25), 61-119 minutes (M= 3.43), or students 
who studied between 120 or higher minutes (M= 3.64). Lastly, students who studied between 31-60 minutes 
(M= 3.25) significantly lower well-being value orientation scores than students who studied between 120 or 
higher minutes (M= 3.64). There was no difference in other groups in achievement value orientation or well-
being value orientation scores. 

 

4. Discussion 

This study investigated to association between motivational action conflict frequency and value orientation 
as well as sociodemographic correlates of value orientation among Turkish high school students. Results of 
this study suggested that achievement value orientation and well-being value orientation was at a low level 
in Turkish high school students. These findings are not in line with previous studies conducted by Fries et al. 
(2005) and Kilian et al. (2010) who reported that moderate levels for students’ achievement and well-being 
value orientations. Students with high achievement value orientation tend to choose school-related activities, 
while students with high well-being value orientation tend to choose leisure time-related alternatives. 
Students with high well-being value orientation experience higher performance and mood disorders while 
imagining themselves in a learning activity, whereas students with high achievement value orientation 
experience performance and mood disorders related to leisure time-related activities. Since high 
achievement value orientation fundamentally offers incentives for achievement, those with this orientation 
are often more likely to choose learning alternatives. On the other hand, as high well-being value orientation 
fundamentally offers incentives for well-being, students with this orientation are more likely to decide on 
leisure time-alternatives (Schmid, Hofer, Dietz, Reinders & Fries, 2005). Therefore, it can be stated that 
students tend to choose leisure time- and social activity-related alternatives rather than school-related 
activities. 

Students with high achievement and well-being value orientations experience more school–leisure time 
conflict than other students (Fries, Schmid, Dietz & Hofer, 2005). Since the participants did not have high 
level achievement and leisure time value orientations, school–leisure time action conflicts might be at the 
“sometimes” level. High achievement value orientation does not automatically mean lower well-being value 
orientation. Achievement and well-being value orientations explain students’ school–leisure time conflict 
because these form part of the two main areas of students’ lives (Kilian, Hofer & Kuhnle, 2010).  
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When the results are evaluated in terms of the relationship between students’ value orientations and action 
conflict, no significant relationship between achievement and well-being value orientations and school–
leisure time conflict is apparent. However, there is a positive low-level significant relationship between 
achievement value orientation and school conflict and leisure time conflict; and there is negative low-level 
significant relationship between well-being value orientation and school conflict and leisure time. Fries et al. 
(2005) identified a positive low-level significant relationship between students’ well-being value orientation 
and leisure time conflict. According to Hofer et al. (2009), there is positive relationship between value 
orientation and school–leisure time conflict and a negative relationship between value orientation and 
studying time. While well-being and achievement values are important for students, the study participants 
did not have high-level value orientations. Additionally, achievement and well-being value orientations are 
not independent; instead, these two show a high negative correlation (2009). This might cause conflict 
between school–leisure time to frequently occur in students with both achievement and well-being value 
orientations.  

The participants demonstrated a significant relationship between the two value orientations and school and 
leisure time conflicts. There was a meaningful association between students’ school learning activities and 
learning program and decisions in the conflict state (Dietz, Hofer & Fries, 2007). The amount of value conflict 
is related to mandatory decision making between school and leisure time activities. This conflict is not only 
characterized by decision making situations related to school and leisure time, but also the difficulty of those 
decisions (Fries, Schmid, Dietz & Hofer, 2005). Individual differences related to motivational action conflict 
decisions may affect individual differences in value orientation (Kilian, Hofer & Kuhnle, 2010). There was a 
positive low-level significant relationship between participating students’ achievement value orientation and 
leisure time conflicts. A study by Hofer et al. (2009) found that students with high achievement value 
orientation have fewer problems with leisure time thoughts occurring while they are engaged in academic 
activities.  

Additionally, there was a significant difference in the achievement and well-being value orientations of the 
participants with respect to gender, which was similar to the results of other studies. It has been found that 
female students have significantly different achievement value orientations compared to male students. 
Uncu (2008) determined that the difference for the achievement dimension in terms of gender is in favor of 
girls in a sample of teachers and administrators. Similarly, Uyguç (2003) discovered a difference in terms of 
the importance levels of values based on students’ gender in a sample of college students. Thus, results of 
this study also support and extend previous studies in a high school student sample. According to Güngör 
(2000), the different values that females and males have are related to cultural rather than biological factors, 
and these differences form society. Society cannot create intelligence differences between genders; however, 
living a different life is due to the different interests and expectations imposed by societal norms. For 
example, while academic interest was previously low for Turkish women, it is currently at a high level 
(Güngör, 2000). Thus, the life experiences and expectations placed on men and women may lead these 
groups to develop different values. 

In this study, the well-being value orientation showed meaningful difference for high school type. Karaca 
(2008) also found that certain values in value orientation showed differences based on high school type in a 
divinity college student sample. In terms of well-being value orientation, Technical High School students 
significantly higher well-being orientation than Science High School students, and Anatolian High School 
students. These findings may be related to selection of Technical High Schools in Turkey. Generally, 
students in Technical High Schools have low grades, and parents sending students to these schools to learn 
an occupation, and students with relatively good grades in Turkey selecting Science High Schools and 
Anatolian High Schools. Thus, students with high achievement and well-being value orientations experience 
more school–leisure time conflict than other students. On the other hand, students with a well-being value 
orientation, who often attend Technical High Schools, tend to choose leisure time alternatives over 
schoolwork (Fries, Schmid, Dietz & Hofer, 2005).  

Additionally, there was no significant difference for either value orientation in terms of grade level in this 
study, a finding similar to that Yalmancı (2009) found in preservice teachers. In Turkey, students’ choices 
about their future occupations shape their expectations in high school. Thus, students generally study in an 
exam-oriented way and have achievement expectations not based on learning but rather on acquiring an 
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education for a particular purpose. As a result, the meaning of achievement for high school level students is 
to receive an education based on employment and solve the maximum number of questions on their exams. 
Students’ desire to learn or understand high school classes is more important to them than socio-cultural, 
artistic, mental, and thought development. As a result, the students who participated in this study generally 
did not show different value orientations at the class level since all students at every class level were focused 
on their anxiety about the future and desire to achieve certain grades.  

Lastly, it was determined that the achievement and well-being value orientations of the participants differed 
significantly based on daily studying hours. Students’ achievement value orientation levels showed a 
significant difference in favor of students studying less than 30 minutes among those who studied less than 
30 minutes, 61 minutes to 119 minutes, and 120 minutes or more. According to Hofer et al. (2009), value 
orientations are determinants of studying time. Additionally, achievement indicators can vary between 
individuals, education systems, and environmental conditions. When students are free to decide on their 
own studying timing, their academic procrastination tendency tend to be higher. There is a relationship 
between students’ academic studying procrastination and conflict decisions. As the academic procrastination 
tendency increases, it is more likely for students to choose leisure time activities over the learning alternative 
(Dietz, Hofer & Fries, 2007). In this study, it can be stated that in terms of studying less than 30 minutes per 
day, students have more leisure time activity orientation. 

This study has certain limitations. Firstly, this study conducted on a limited number of Turkish high school 
students from Marmara Region of Turkey. Thus, the external validity of this study is low. Secondly, this 
study used a cross-sectional research design that prevent causal relationships between independent and 
dependent variables. Lastly, this study collected information from students using self-report scales. 

Although this limitations, findings of this study have several important implications for research and 
practice in high school students. In a study that examined the relationship between post-modern value 
orientations and procrastination and academic performance, it was found that daily planning and conflict 
situations might prevent procrastination and lead students to positive learning and studying-related 
decisions (Dietz, Hofer & Fries, 2007). At this point, based on students’ achievement and well-being value 
orientations, possible action conflicts might be prevented with the help of environmental changes. 
Participation in structured leisure time activities is also positively correlated with academic success (Eccles & 
Barber, 1999). Therefore, a largely structured environment offers lower potential for action conflict and 
might lead to lower possible negative results. Additionally, while studying, certain students’ value 
orientations and motivational action conflicts might change. Hofer et al. (2009) showed that while students’ 
achievement value orientation decreased over time, well-being value orientation increased. Since this study 
was conducted in a limited environment, different studies with intercultural comparisons could also be 
conducted for different political, economic, and social orders. Motivation to learn is an important factor in 
shaping students learning activities (Tentama, Subardjo & Abdillah, 2019). Further studies can examine the 
association between motivation to learn and value orientations. 

 

5. Conclusion 

Consequently, results of this study suggested that achievement value orientation and well-being value 
orientation of Turkish high school students were low. Results of this study also suggested that some 
sociodemographics also correlated with high school student’s achievement value orientation and well-being 
value orientation. Specifically, achievement goal orientations of high school students positively associated 
with being female but not correlated with grade level and school type. Moreover, students with low study 
time tend to be more achievement value oriented than students with high study time. Students with high 
achievement value orientation also more likely to experience school time-school time and leisure time- 
leisure time conflict. With respect to well-being value orientation, study results suggested that being male, 
being Science or Anatolian high school students and having high study time positively associated with well-
being value orientation. Moreover, students with high well-being value orientation also less likely to 
experience school time-school time and leisure time-leisure time conflict. The results of this study may help 
to understand the correlates of value orientations of high school students in Turkish psychology literature 
where a very limited number of studies have been conducted. 
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