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Abstract
In an experimental study with university students, the authors tested the assumption that the importance students
place on achievement, conformity, well-being, and hedonistic values depend on their perceptions of their
reactions in conflicts between school and leisure activities. In a 2x2 design, the authors manipulated both the
extent to which students’ self-regulation during an achievement-related task (Bourdon-Test) is impaired based on
a leisure-related temptation (read and rate jokes) as well as the extent to which students’ attention is directed
toward these reactions. Results indicated an effect of the experimental manipulation on participants’ achievement
values. The authors discuss the results in terms of a potential reciprocal direction of influence between
experiences in motivational action conflicts and the personal values associated with those actions.
Keywords: Motivation, School-leisure, Conflict, Personal values, Value change
1. Introduction
Imagine the following scenario: It is early evening and a student is sitting at a desk, working on homework. This
student knows that the teacher might collect the homework the next day and grade it. School is important to this
student, and therefore achieving a good grade is also important. At the same time, a new episode of the student’s
favorite TV show is on. This student would rather be watching the show at this time, but instead tries to stick to
the homework because there is not much time to finish it. The student keeps working and tries to forget about the
TV show, but it is difficult for the student to put the TV show out of mind. This student cannot concentrate on the
homework for thoughts of the show, and finally ends up turning the TV on and off, which interrupts the
homework assignment again and again. After a while, this student realizes what is happening and thinks, “Maybe
school is not so important to me after all.”
Students are frequently torn between studying for exams and going out with friends, between finishing papers
and watching TV, or between working on assignments during class and writing notes with friends or texting on
cell phones. Usually, researchers face the question of whether students’ personal values affect the choice of an
alternative, the performance of the chosen option, and the result of the performance. In fact, studies suggest that
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students’ values affect their decision for an alternative in such conflicts and the experiences during the
performance of the chosen activity (Fries, Schmid, Dietz, & Hofer, 2005; Hofer et al., 2007). However, the
reverse direction of influence is also possible. Longitudinal studies pointed toward a reciprocal influence over
time between values and experiences during study–leisure conflicts (Hofer, Schmid, Fries, Kilian, & Kuhnle,
2010; Kilian, Hofer, & Kuhnle, 2010). In the present paper, values are conceptualized as consequences of
motivational processes. There is reason to assume that if persons direct their attention toward their own reactions
in conflicting situations, the values they hold can change based on conflict experiences.
1.1 Values and Value Change
Rokeach (1973) defined personal values as beliefs where specific modes of conduct are preferable to an opposite
mode of conduct. Values are more abstract than goals and can be used as criteria to evaluate goals (Fries, Schmid,
& Hofer, 2007). Concerning value content, Inglehart (1997) distinguished between modern values, such as hard
work, security, and prosperity, and postmodern values, such as leisure, friends, self-actualization, and tolerance.
He argued that from the 1960s onward, postmodern values have become increasingly important in Western
societies, and that more and more so, modern and postmodern values coexist (Inglehart & Welzel, 2005).
Independently, Schwartz (e.g., Schwartz, 1996; Schwartz et al., 2001) specified a comprehensive set of 10 value
constructs; for example, power, hedonism, stimulation, universalism, tradition, and conformity. The relations
between these values are best described in a circular structure: The closer any two values are to one another in
the circle, the more compatible they are. Conversely, the more distant they are, the more they are in conflict.
Values are seen as guiding principles in people’s lives (Bardi & Schwartz, 2003). They are relatively enduring,
but can and do undergo changes over time (Grube, Mayton, & Ball-Rokeach, 1994; Hofmann-Towfigh, 2007;
Sheldon, 2005), or with dramatic events (Verkasalo, Goodwin, & Bezmenova, 2006). Also, experimentally
induced manipulations can lead to substantial, and in part, long-lasting value changes (Bernard, Maio, & Olson,
2003; Rokeach, 1975; Rokeach, 2003; Rokeach & Cochrane, 1972). According to Rokeach (1973), value change
is a rearranging of value priorities. Concerning its underlying process, value change has been conceptualized as
an answer to the question “What must I value if I am trying to attain certain goals, and thereby act, feel, and
think in certain ways?” (Hofer, Reinders, & Fries, 2010). This idea follows Bem’s (1967) postulation that
individuals can come to know their internal states (such as attributes, attitudes, and values) by inferring them
from observations of their own behavior and the circumstances in which the behavior occurs. If internal cues are
weak, ambiguous, or uninterpretable, individuals are in the same position, functionally, as outside observers. As
a result, they infer their internal states from their behavior in such a way that the behavior cannot be explained by
external controlling forces, for example, as payments or punishments (e.g., Bem, 1967, 1972). While Bem
followed a behaviorist tradition and focused on external behavior as clues, more recent work has emphasized that
people base their self-perception not only on overt actions, but also on their cognitions (Damrad-Frye & Laird,
1989; Dolinski, 2000). People constantly monitor their cognitions and feelings (Koriat & Levy-Sadot, 1999) and
use them in processes of self-definition as well (Robak, Ward, & Ostolaza, 2006).
Following this line, we argue that individuals can observe their behavior, feelings, and internal reactions in
conflict situations between actions that are associated with different values. Based on these observations,
individuals can infer how much importance they place on those values. Which kind of inner state are students
supposed to focus on? Think back to the student who has to do homework for the next day while a favorite show
is on TV. While trying to do homework despite the TV temptation, this student might be in a bad mood, have
poor concentration, and consequently experience weakened persistence with the homework, or even switch back
and forth between TV and homework. This inner state is denoted as experience of motivational interference. The
incentives that stem from an attractive alternative that is not chosen impair the performance of the chosen action
(Fries, Dietz, & Schmid, 2008). If the student experiences high motivational interference while trying to work on
the homework assignment, then this student could infer that the values he attaches to studying are not highly
important to this student. Likewise, the student also infers that a lot of internal emphasis is being placed on
values having to do with enjoying something because this student is drawn so much to the TV. If, on the other
hand, the student’s internal observation is as one who concentrates on homework and is not distracted by the TV,
this student might infer that, internally, a lot of importance is placed on work values and not so much on
enjoyment. Thus, on the one hand, we expect inferences to be drawn to the values associated with the main task,
and on the other hand, to values associated with the alternative task. The reported experiment consisted of a
performance task that allowed for shifting to a more pleasurable activity. Here, two groups of students worked on
the same task, which differed in the degree of interestingness. As a consequence, on the basis of previous
research results, they should differ in the degree of motivational interference stemming from the incentives of the
attractive alternative.
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As individuals vary in their general tendency to direct attention inwardly (Fenigstein, Scheier, & Buss, 1975) and
certain situations foster self-reflections more than others (Duval & Wicklund, 1972), the extent to which students
change their values based on conflict experiences should depend on how much they reflect upon their reactions
in conflict situations. If the student who is in a bad mood and cannot concentrate while trying to work on
homework instead directs attention inwardly toward these reactions, then the student should develop little regard
for work values, but high regard for leisure-related values. If, conversely, the student’s attention is not directed
toward these experiences, an influence on values is unlikely. Thus, the extent to which students focus their
attention on the self and perceive their own experiences in conflict situations should moderate the expected
relationship between conflict experience and values: Only when self-focus is high should conflict experience
influence values. The experiment included two groups differing in the amount of self-focus.
1.2 Values in Study–leisure Conflicts
In each individual’s value system, values are ordered in priority or importance relative to one another (Schwartz,
2006). It has been argued that personal values play little role in people’s lives except in conflict situations when a
behavior has consequences which are promotive of one value but opposed to another (Schwartz, 1996).
Therefore, values should be especially applicable to conflict situations in which students have to decide between
different action alternatives that offer incentives to different values. As a typical conflict situation, we simulated
a school–leisure conflict. It is increasingly acknowledged that high school and university students face conflicts
between school and leisure activities rather frequently (Fries et al., 2005; Ratelle, Vallerand, Senécal, &
Provencher, 2005). School activities primarily, though not exclusively, offer incentives for work-related values,
while leisure activities are more connected to pleasure-related values.
In this study we included two sets of values. Following Inglehart (1997), achievement and well-being values
were conceptualized in a manner that incorporates those value aspects that turned out to be important to student
life in an interview study (Schmid, Hofer, Dietz, Reinders, & Fries, 2005). Achievement value describes the
amount that students value success, clear goals, and hard work, while well-being value describes the amount that
students value fun, leisure, and spontaneous activities. In addition, from the Schwartz’ values, conformity—the
restraining of actions, inclinations, and impulses that could violate social expectations or norms (Schwartz et al.,
2001)—should mainly be in accordance with the school alternative, while hedonism—the importance of pleasure
and sensuous gratification for oneself (Schwartz et al., 2001)—should primarily be in line with the leisure
alternative. The two values lie at opposite poles of the value circle and are likely to come into conflict (Schwartz,
1992). Although in the Schwartz conceptualization there is also a value called achievement, this is hardly
applicable to school–leisure conflicts because achievement there is defined as the importance of personal success
through demonstrating competence compared to others (Schwartz et al., 2001).
1.3 Hypotheses
Students had to perform a school-type activity in the face of a leisure temptation. According to the values
attached to the main activity and to the alternative, the two expectations were the following:
1) In the high self-focus condition, students in the group in which high motivational interference was created
perceive themselves as being less orientated toward achievement and conformity values compared to students in
the condition with low motivational interference.
2) In the high self-focus condition, students in the group in which high motivational interference was created
perceive themselves as being more orientated toward values of well-being and hedonism compared to students in
the condition with low motivational interference.
2. Method
2.1 Sample
A total of 89 university students participated in the experiment. Participants were recruited on campus by direct
approach or by using recruitment flyers. Nine participants had to be excluded from the analyses because they did
not follow the instructions properly (e.g., completed everything in an implausibly short time) or because of
language difficulties. On average, the remaining participants were 21.63 years old (SD=2.38), and 74.7% were
female. The majority of the participants were in the second (62%) or fourth (24.1%) semester, with smaller
numbers of participants also in the first, fifth, and sixth semester. Participants studied different subjects, such as
psychology, economics, business administration, law, and sociology.
2.2 Tasks
Following experiments that created the situation of a school–leisure conflict in the lab (Fries & Dietz, 2007),
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students had to complete an achievement-related main task while an attractive alternative task was offered. As
the main task, students had to work on a concentration task that was developed based on material from the
Bourdon-Tests (see, e.g., Dietz, 2006). Participants were given a sheet with a 25x30 matrix of symbols.
Additionally, they were given a list with 24 different symbols that they had to consecutively search and mark on
the sheet—thereby counting how often they occurred—and had to write this number down. Each of the 24
symbols appeared in the matrix between one and nine times. An example of the performance task is given in
Figure 1. The task was chosen because personality factors, such as previous knowledge or interest, do not play a
role. Although it might seem less meaningful than the average student task, it is similar to most student tasks in
that it requires concentrated and dedicated work. The number of symbols was determined in pretests so that it
would be nearly impossible to complete all of them in the allotted time. All students were given the opportunity
to be distracted by having access to an alternative task; namely, to read and rate jokes on nine-point rating scales
from very funny to not funny at all. The alternative task was chosen as a task that is more fun than the main task.
According to previous research results, it is expected that the sheer presence of the option produces motivational
interference in students regardless of whether they choose to follow the distraction or not.
Insert Figure 1 Here
2.3 Experimental Conditions
The design of the experiment was a 2x2 design in which the extent that students experience motivational
interference as well as the extent that students directed their attention toward these reactions were manipulated.
In order to manipulate the extent of motivational interference that students experience while working on the
main task when the alternative task is present, the intrinsic motivation for the main task was manipulated by
employing it with a fantasy context for half of the participants. Fantasy contexts increase intrinsic motivation
(Cordova & Lepper 1996; Parker & Lepper, 1992; Wang & Reeves, 2007). Similar to Parker and Lepper (1992),
for participants in the fantasy context condition, the task of searching for the symbols was embedded in the story
of being an astronaut who has to find the symbols to complete a space mission. For the no fantasy context
condition, no such story was provided. The space frame was chosen because it was seen as distant enough from
everyday student life so as to not prime achievement or well-being values. Framing an unattractive main task in a
fantasy context when an attractive alternative task is present significantly decreased motivational interference of
college students compared to when no framing was provided (Dietz, 2006). Regulating the experience of interest
for an activity through the use of different strategies can be a powerful tool for maintaining activities that were
originally not very interesting (e.g., Sansone & Thoman, 2005).
In order to manipulate the extent to which students directed their attention toward their own reactions to the
conflict situation, participants in the high self-focus condition answered items about their current experience of
motivational interference in between searching for the symbols. Six items from Fries and Dietz (2007) were used
and adapted to the situation of the experiment where necessary. An example is “While I am searching for the
symbols, I am distracted by the idea of rating jokes” rated with a five-point rating scales from not true (1) to very
true (5). Participants in the low self-focus condition answered unrelated items about grocery stores at the same
time.
2.4 Dependent Variables
2.4.1 Well-being and Achievement Value Orientation
Values were assessed using similarity ratings. This method of assessing values is seen as easier for the
participants than abstract importance ratings (Schwartz et al., 2001). Well-being value orientation was measured
by six items that consisted of statements about six different students (e.g., “According to student D. U., life
should only consist of free time”). Achievement value orientation was assessed by five items consisting of five
statements about students (e.g., “For student T. A., it is mainly important to achieve something in life”). The
items were developed based on comprehensive descriptions of students representing prototypes with regard to
their value orientation (Fries et al., 2005). For each student description, participants rated how similar the student
is to them on a six-point rating scale ranging from very similar (6) to very dissimilar (1).
2.4.2 Schwartz Scales
To assess the values derived from Schwartz, his Portrait Values Questionnaire (Schwartz et al., 2001) was used.
All 40 items assessing the ten values were administered. Only eight of the items (the scales for conformity and
hedonism) were relevant to the hypotheses. The items presented short descriptions of people, and the participants
had to rate items about how similar the people being described were to them on six-point rating scales ranging
from very similar (6) to very dissimilar (1). Conformity was measured with five items (e.g., “He believes that
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people should do what they’re told. He thinks people should follow rules at all times, even when no one is
watching”). Hedonism was measured with three items (e.g., “He really wants to enjoy life. Having a good time is
very important to him”). All value items were presented in gender congruent versions.
2.5 Other Variables
Participants specified their sex, age, and semester standing (i.e., how many semesters they had been enrolled in
university). Furthermore, after completion of the task, participants rated how much fun the symbol task was on
rating scales from fun (8) to no fun (0). Using the same scales, participants further rated how much fun they
imagined the joke task to be after being introduced to it. Additionally, for those participants who engaged in the
joke task, an assessment was made as to how much fun the joke task actually was.
2.6 Procedure
Participants were randomly assigned to the four experimental conditions. A trained experimenter conducted all
experiment sessions. Depending on their availability, one to three students were assessed at a time; however,
room dividers were set up to prevent any interference between participants during testing. At the beginning of
the experiment, the experimenter explained the main task to the students. Allegedly, the task was about how
easily different symbols could be identified. To create a performance situation, students were told that they
would be given 30 minutes to work on the task and that they should try to work as fast, but also as
conscientiously, as possible. Additionally, students were given a booklet with 28 jokes and were told that they
were allowed to switch to reading and rating one or more of the jokes if they felt like they needed a break. After
working on the task for 30 minutes, participants were told to stop and fill out a questionnaire that contained the
dependent as well as the other variables. After the experiment was completed, participant received money or
course credit for their participation, depending on their choice.
2.7 Data Analysis
For the Schwartz scales, the value scores for each person were centered on that person’s mean score of all value
items, in order to control for differences in scale use and as is advised for correlations and analyses of variance
(Schwartz, 1992, 2009; Schwartz et al., 2001). All administered value items (51 altogether) were used to
calculate the mean score because centering a reasonably comprehensive set of values is necessary (Schwartz,
2009). Both hypotheses dealt with the influence of the experimental manipulation on a set of values and were
analyzed by multivariate analyses of variance with the two dependent variables and the two experimental factors
as independent variables. Sex was used as a covariate. The interaction term was tested by using the Pillai trace; a
multivariate test calculated based on Eigen values that have been shown to be conservative and robust to
violations of assumptions (Olson, 1976). When the interaction term was significant, we then followed up with
univariate variance analyses to determine whether the results fit the expectations that the experience of high
motivational interference should only decrease conformity and achievement values, and increase hedonistic and
well-being values, if self-focus is high.
3. Results
3.1 Preliminary Analyses
The experimental design was chosen to resemble the situation that many students face when they have to work
intently on a task for school while another task that is more fun is available. To test the validity of the setting,
students’ attractiveness ratings for the main and the alternative tasks were compared. Because not all participants
engaged in the alternative task during the experiment, it was important that the fun that students imagined the
joke task to be after being introduced to it, as well as the actual fun that the joke task was, was higher than for
the symbol task. Indeed, participants imagined the joke task (M = 7.10; SD = 1.68) to be more fun than the
symbol task (M = 4.95; SD = 2.12; p < .001; d = 1.12). Also, participants who engaged in the joke task rated the
joke task as more fun (M = 7.16; SD = 1.58) than the symbol task (M = 4.69; SD = 2.00; p < .001; d = 1.37).
Throughout the experiment, 46 students took the opportunity to rate jokes. On average, 7.53 (SD = 9.14) jokes
were rated. During the allotted 30 minutes, participants completed the search for an average of 14.36 symbols
(SD = 3.69). As a further measure of achievement that also takes accuracy into account, for each participant the
overall number of hits minus the number of false alarms was calculated. Participants achieved an average of
70.24 points (SD = 21.41; with a theoretical maximum of 141 points). Independent t-tests showed that neither the
fun associated with either task nor the number of jokes rated, nor participants’ speed or accuracy in the symbol
task, was affected by participants’ age, semester standing, or whether they chose money or class credit for their
participation. A difference on the average number of completed symbols was found only for sex: On average,
female participants (M = 14.85; SD = 3.66) completed more symbols than male participants (M = 12.95; SD
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=3.59; p =.047; d = 0.52). Therefore, sex was controlled for when analyzing the hypotheses.
Internal consistencies of the dependent variables are depicted in Table 1. As is often the case with value
measures, reliabilities are not very high in terms of traditional cut-offs (Schwartz et al., 2001). However,
considering the small number of items that assess conceptually broad definitions, they are quite reasonable
(Schwartz, 1992). Table 1 displays inter correlations between the dependent variables.
Insert Table 1 Here
3.2 Results for Hypotheses
Table 2 displays mean values and standard deviations of the four dependent variables separately for the four
experimental conditions. The interaction term in the multivariate analysis of variance was statistically significant
2
(Pillai trace = 0.10; F = 4.11; df = 2, 73; p = .02;  p = .10). Univariate analyses showed that the interaction
effect was statistically significant for achievement (F= 4.92; df = 1, 74; p=.03;  p 2 = .06) and marginally for
conformity (F=3.03; df = 1, 74; p=.09). Figure 2 displays the significant interaction effect. In line with
expectations, achievement values were higher for the fantasy context than for the no fantasy context condition
only when self-focus was high, whereas the reverse pattern holds for the low self-focus condition. Therefore,
hypothesis 1 was partly supported.
Insert Table 2 Here
The interaction term in the multivariate analysis of variance with the two dependent variables (i.e., hedonistic
and well-being values) and the two experimental factors as independent variables was not statistically significant
(Pillai trace = 0.02; F = 0.54; df = 2, 73; p = .58). Thus, hypothesis 2 was not supported.
Insert Figure 2 Here
4. Discussion
Results indicated an effect of the experimental manipulation on participants’ achievement values. This finding
suggests an explanation to previously found cross-sectional correlations between achievement values and the
experience of motivational interference (e.g., Fries et al., 2005; Hofer et al., 2007), with an influence of conflict
experience on achievement values. Values are often measured using similarity ratings because this method is
seen as easier to understand for the participants and less intellectually demanding than abstract importance
ratings (Bubeck & Bilsky, 2004; Schwartz et al., 2001). Possibly, in this format—which requires participants to
imagine another person and then compare any peculiarities to their own—inferences about values are especially
likely because this leads individuals to take an outside-observer view of themselves. The interpretation that
students change their achievement values depending on their experience with achievement-related tasks is in line
with the idea that people evaluate those areas of life that are connected with positive experiences as more
important. It has been argued that enjoyment of learning enhances interest (Pekrun, Goetz, Titz, & Perry, 2002).
Interest, in turn, is characterized by a high personal significance of the object of interest (Krapp, 2002) The
positive correlations between achievement and interest found in meta-analyses are typically explained with a
reciprocal influence; that is, prior achievement also influences later interest (Schiefele, Krapp, & Schreyer, 1993),
a predictor that can be seen as related to positive feelings. Indeed, in longitudinal studies, how much students
liked school subjects could be predicted with the grades they earned earlier on (Helmke, 1993). And interest in a
school subject was related to prior self-concept (Marsh, Trautwein, Lüdtke, Köller, & Baumert, 2005). Similarly,
students have been known to place high subjective task value on domains they are good at (Denissen, Zarrett, &
Eccles, 2007).
Analyses did not show effects of the experimental manipulation on hedonism and well-being values. Results
might suggest interpreting previously found cross-sectional correlations of conformity, hedonism, and well-being
values with conflict experiences (Fries et al., 2005; Hofer, Kuhnle, Kilian, Marta, & Fries, 2011) as more of an
influence of these values on conflict experiences than vice versa. Especially when taking the results of the
present experiment together with the results from Hofer, Kilian, Kuhnle, and Schmid (2011), who found an
influence of well-being values on motivational interference, an interesting picture seems to emerge: The
previously found cross-sectional correlation between well-being value orientation and motivational interference
might be more of an influence of the value on experience. In contrast, the correlation between achievement value
orientation and experience in conflict situations emerges as more of an influence of the conflict experience on
values.
It might also be possible that the absence of the expected effects for conformity, hedonism, and well-being is
found because in the created experimental context, students put their focus more on the performance task while
the incentives coming from rating jokes are not distracting enough. Personal values could be affected if
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distractions were more relevant for students’ goals, such as when a friend is waiting outside. The results could
also be explained in terms of action identification. When people think about what they are doing, they can
identify their actions on various levels (Vallacher & Wegner, 2000). Thus, the main task and alternative task of
the experiment can be identified on a rather low level (looking for the next symbol that is a circle with a cross or
turning the page and reading the next joke) or on a high level (working as well as possible or having some fun).
Personal values are only expected to change based on conflict experiences if the actions in conflict are identified
on a high level related to values. Thus, according to our reasoning, it was necessary for participants to identify
the main task and the alternative task on a rather high level, and perceive links between those tasks and the
respective values. Although people are generally inclined to identify actions on a rather high level, if actions are
disrupted by some means, there is a tendency for a lower-level identity to become prepotent (Vallacher &
Wegner, 2000). Thus, being disrupted in the main task by the temptation of the joke task—a condition that was
expected to lead to an increase in well-being and hedonistic values—might have actually lowered participants’
level of action identification in a way that made value change unlikely.
Future studies should aim at increasing the differences in motivational interference between the experimental
groups by not only manipulating the incentive of the main task but also the incentive of the attractive alternative
because both determine motivational interference (Fries et al., 2008). Although we attempted to construct an
achievement situation by telling students to work as fast and as conscientiously as possible, it could be argued
that our task differed from real life achievement tasks of students in two ways: First, in real life, studying is an
instrumental means to an end (e.g., a good grade at the end of the year), whereas here, it was only relevant for
the experiment. Second, in order to avoid confounding effects of previous knowledge or interest in the task, we
chose a rather simple, monotonous task, whereas teachers in real life usually try to make tasks more meaningful.
It is unclear as to what extent this influenced students’ reactions.
Despite these limitations, the study highlights that, for practitioners, it is important to help students harmonize
school and leisure activities and to synthesize the different values associated with them. Negative experiences
while performing an achievement-related task when a leisure activity is beckoning can downgrade achievement
values. These students might be prone to even more negative experiences while studying later on. The
subsequent perception of these negative experiences, in turn, might lead to even lower achievement values,
resulting in a downward spiral of the achievement domain. Therefore, for practitioners, it is crucial to reduce
school–leisure conflicts early on, for example, by encouraging fixed time slots for school as well as leisure
activities in order to increase habitual behavior (Hofer, 2007), or by fostering students’ self-determined
motivation for school (Ratelle et al., 2005). Furthermore, practitioners should support students in pursuing
multiple goals at the same time, by making originally boring achievement tasks more interesting through
variation of the task itself, or through working on the task together with others (Sansone & Thoman, 2006;
Sansone, Weir, Harpster, & Morgan, 1992).
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Table 1. Cronbach’s α and intercorrelations of dependent variables
Correlations
Cronbach’s α

1

2

1. Achievement

.68

2. Conformity

.70

.01

3. Well-being

.66

-.38**

-.50**

4. Hedonism

.71

-.27*

-.27*

3

.60**

* p< 05. ** p< .01.
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Table 2. Means and standard deviations on the dependent variables of the four experimental groups

Group a:
fantasy context
high self-focus
(n=20)

Group b:
fantasy context
low self-focus
(n=19)

Group c:
no fantasy context
high self-focus
(n=19)

Group d:
no fantasy context
low self-focus
(n=22)

M

SD

M

SD

M

SD

M

SD

Achievement

0.37

0.66

0.07

0.59

0.14

0.57

0.41

0.52

Conformity

-0.54

0.79

-0.26

0.69

-0.32

0.78

-0.39

0.71

Well-being

0.17

0.69

0.22

0.64

-0.05

0.77

0.06

0.79

Hedonism

0.40

0.78

0.64

0.63

0.27

0.71

0.26

0.79

Figure 1. The matrix of symbols for the performance task
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Achievement

1,5
1
low self-focus

0,5

high self-focus
0
-0,5
-1
no fantasy context

fantasy context

Figure 2. Interaction between fantasy context vs. no fantasy context and low vs. high self-focus in predicting
achievement values, Range of achievement values is depicted on y-axis
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