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ABSTRACT 

 

Many students begin college intending to pursue STEM careers. However, many abandon 

this goal because they struggle with the requisite mathematics. This may be especially true for 

women due to stereotype threat. To address this issue, I tested the effectiveness of a brief values 

affirmation intervention in 29 sections of pre-calculus (N = 467 U.S. undergraduate students). All 

students prioritized 11 values (e.g., sense of humor, relations with friends/family, social skills, 

athletics, physical attractiveness). Then, participants either wrote about why their most important 

value mattered to them (values affirmation condition) or why their ninth value might be 

important to others (control condition). The intervention was administered twice, in Week 2 and 

Week 4, during the 12-week course. Results failed to support the benefits of values affirmation.  

Although values affirmations may benefit student learning and retention in many disciplines 

(e.g., physics, biology, engineering), values affirmation interventions may prove ineffective in 

undergraduate mathematics courses.  
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INTRODUCTION 

The innovative capacity and global competitiveness of America is dependent on its 

science, technology, engineering, and math (STEM) workforce. Women constitute nearly half of 

the college-educated workforce. However, they remain vastly underrepresented in STEM jobs 

(Beede et al., 2011). Most educational reforms aimed at improving achievement gaps associated 

with gender focus on curriculum (what) and pedagogy (how). However, research demonstrates 

that other factors such as students’ beliefs about themselves and their sense of belonging in a 

particular field of study can affect academic outcomes, too (Yeager & Walton, 2011). Hence, 

educators and practitioners could work collaboratively with social scientists to implement 

widespread interventions (Yeager et al., 2016; Yeager & Walton, 2011) aimed at improving 

academic performance. 

Stereotype threat, the possibility of confirming stereotypes about one’s group, can effect 

student outcomes (Steele, 1997). Stereotypes can constrain individual behavior when a member 

of a stereotyped group (e.g., woman) is placed in a situation (e.g., math class) in which poor 

performance could be perceived as proof that the individual possesses stereotypic group 

deficiencies. In turn, stereotype threat may undermine the individual’s performance and produce 

the feared deficient performance. The debilitating effects of stereotype threat have been 

demonstrated in a variety of samples and settings including minority students in middle school, 

White athletes in college, women in undergraduate physics classes, and elderly participants 

performing cognitive tasks (see Walton & Spencer, 2009, for meta-analytic review). More 

specifically, several studies have shown that when compared to control groups, women in math 

contexts perform more poorly when stereotypes about their group are made salient (e.g., Casad, 
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Hale, & Wachs, 2017; Martens, Johns, Greenberg, & Schimel, 2005; Schmader, 2002; 

Schmader, Johns, & Barquissau, 2004; Schmader, Johns, & Forbes, 2008).  

Cohen and Garcia’s (2008) identity engagement model delineates the effects of social-

identity threat on academic performance. According to the model, when individuals enter a 

meaningful social environment like a classroom, people typically ask themselves (often 

implicitly), “In this situation, could my identity (e.g., as a woman) be associated with negative 

outcomes?” An answer in the affirmative will engage the identity, resulting in vigilance, which is 

generally adaptive. When vigilant, individuals search for evidence of negative treatment based 

on their identity. For example, a female student in a math class might scrutinize a teacher’s 

nonverbal behavior for evidence of stereotype endorsement or agreement with the idea that men 

are better at math then women. If people detect evidence that disconfirms the threat of 

devaluation, then people generally attribute performance outcomes to task (e.g., quality of 

instruction) and individual (e.g., levels of self-efficacy) factors rather than unfair treatment 

rooted in prejudice. Over time, attention to the task and individual factors often leads to 

sustained or improved performance. Conversely, if people detect cues that confirm the existence 

of devaluation rooted in, for example, gender bias, then people enter an appraisal stage wherein 

individuals ask themselves (often implicitly): “Do I have the ability and desire to cope with the 

threat?” If people determine that the threat surpasses their ability or desire to overcome it, then 

performance can suffer. However, if individuals determine that their resources (ability and 

desire) are sufficient to overcome the “threat,” then the threat is more apt to be interpreted as 

“challenge,” which typically serves to sustain or improve performance overtime. The 

intervention proposed in this study operates in accordance with these theoretical processes.  
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To combat threats to the self, Steele and Liu (1983) developed a technique to promote 

self-integrity and self-worth via a writing intervention called self-affirmation or values 

affirmation. According to self-affirmation theory (Steele & Liu, 1983), achieving and 

maintaining self-integrity and a sense of self-worth is a primary source of human motivation. 

Self-affirmation is “a process through which people buttress their self-integrity by asserting or 

manifesting some value that is important to them” (Cohen & Garcia, 2008, p. 368). Typically, in 

values affirmation interventions, participants are directed to rank order a list of several 

“characteristics and values” (e.g., relations with friends/family, sense of humor, creativity) in 

order of personal importance. After ranking, participants in the self-affirmation condition write 

about why their most valued characteristic is personally important to them whereas participants 

in the control condition write about why their least important characteristic is important to other 

people. Thus, as suggested by the identity engagement model, when people affirm their core 

values in a threatening environment, people reestablish a perception of personal integrity and 

worth such that threats (real or imagined) are interpreted as challenges that can be effectively 

managed.  

Values affirmation interventions have been used effectively in a variety of contexts 

including academic settings (for reviews, see McQueen & Klein, 2006; Sherman & Cohen, 

2006). As described in the following paragraphs, values affirmation interventions have been used 

effectively to address stereotype threat for women in classroom (Miyake et al., 2010) and 

laboratory (Martens et al., 2005) settings where mathematical concepts were featured.  

Miyake et al. (2010) tested whether values affirmation would reduce the gender 

achievement gap in a 15-week introductory, math-intensive physics course for STEM majors. 

First, participants prioritized 11 values (e.g., sense of humor, relations with friends/family, social 
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skills, athletics, physical attractiveness). Then, participants either wrote about why their most 

important value was important to them (values affirmation condition) or why their least 

important value might be important to others (control condition). Values affirmation reduced the 

male-female performance gap as women’s modal grades were elevated from the C to the B 

range.  

Similarly, in a sample of introductory psychology students at a large public university, 

Martens et al. (2005) demonstrated the effects of a values affirmation intervention in a math-

related content area: spatial reasoning. The experiment was conducted in a classroom setting 

with mixed-sex groups ranging from two to sixteen individuals. A White male experimenter 

began each session with a brief introduction that served to induce stereotype threat. Namely, the 

experimenter informed participants that they would work on the 24 item Mental Rotation Test 

(Vandenberg & Kuse, 1978) and that the study was concerned with various factors involved in 

spatial intelligence. The experimenter added, “For instance, one thing we will look at is how men 

and women differ in their performance on the test, and how true the stereotype (or the generally 

held belief) is that women have more trouble with spatial rotation tasks” (p. 240). Thus, 

stereotype threat was induced by explicitly telling female participants that they were stereotyped 

as deficient in spatial rotation ability. Values affirmation completely alleviated the effects of 

stereotype threat. Namely, women under stereotype threat performed worse unless they were 

given the opportunity to affirm themselves. No effects were found for men.  

Yeager and Walton (2011) argue that psychological interventions such as values 

affirmation affect student outcomes in the long run because they affect “recursive processes that 

accumulate effects over time” (p. 285). If this is accurate, then the timing of psychological 

interventions is critical. Hence, it seems essential to deliver psychological interventions at key 



10 

educational junctures such as the beginning of an academic year, during an important transition 

(i.e., when students enter a new school), or before high stakes exams (Yeager & Walton, 2011). 

At the University of Arizona (UA), pre-calculus is a prerequisite course for 

undergraduate STEM majors such as engineering, computer science, physiology, biochemistry, 

and physics. However, approximately 45 percent of students enrolled in the pre-calculus courses 

receive grades “D,” “E,” or “W” (DEW rates; S. Foster, personal communication, May 15, 

2019). Interventions to address this issue are urgently required.  

In sum, society seeks to increase the number of women in STEM professions, the 

potential for stereotype threat in undergraduate math courses has been established, the potential 

efficacy of values affirmation interventions to address stereotype threat in math settings has been 

demonstrated, and the current DEW rates in UA pre-calculus courses require attention. Hence, in 

this study, I aimed to replicate and extend the values affirmation intervention conducted by 

Miyake et al. (2010). Namely, I tested the effectiveness of a values affirmation intervention 

aimed at bolstering women’s self-confidence in their ability to cope with challenges in an 

undergraduate pre-calculus course. This mathematical context represents an untested academic 

setting. Given the importance of timing, the experiment was conducted in the fall semester when 

the enrollment of freshmen is highest. The intervention was also completed before high stakes 

exams (i.e., the first midterm exam). In line with previous research, I hypothesized that the self-

affirmation condition would predict improved grades compared to the control condition. 

Moreover, I expected the effects of the intervention would be stronger among women. 
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METHOD 

Participants  

After securing human subjects approval from the Institutional Review Board, the study 

was conducted in the fall of 2018. Participants (N = 467 undergraduates) were recruited from 29 

sections of a 12-week pre-calculus course at the University of Arizona (N = 946). Students were 

included in the analysis if they consented to participate, they were 18 years of age or older, and 

their math ACT scores were available from the Math Department. The sample was comprised of 

225 men (48%) and 242 women (52%) between the ages of 18 and 24 (M = 19 years, SD = .85). 

Seventy-seven percent of the participants were freshmen, 20% sophomores, 3% juniors, and 0% 

seniors. Forty-four percent were White, 32% Hispanic, 7% Asian, 5% African American, 1% 

Native American, and 11% were from other or mixed ethnic backgrounds. Thirty-four percent 

reported they were first generation college students. The average math ACT score was 25 (SD = 

3.19), which reflects the 78th percentile (ACT, 2018). An independent samples t-test revealed 

significant differences between males (M = 25.30, SD = 3.17) and females (M = 24.53, SD = 

3.49) on ACT scores t(465) = 2.49, p = .01. Table 1 provides demographic information by 

condition. 

Demographic information. The following demographic information was collected from 

university records: age, sex, race/ethnicity, class standing (i.e., freshmen, sophomore, junior, 

senior), and first generation status.  

Math ACT. Math ACT scores were collected from university records in an effort to 

control for the effect of math aptitude and background preparation. The ACT is scored on a scale 

from 1–36. 
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Procedure 

Experimental activities were integrated into regular coursework, appearing as one of 

several required homework assignments. Although pre-calculus instructors knew that a study 

aimed at improving math performance was being conducted using all pre-calculus sections, they 

did not know the exact nature of the study and to which condition students were randomly 

assigned. The study consisted of two intervention activities requiring approximately 30 minutes 

total to complete. All the procedures and materials used in this study are similar to those 

developed and validated in past research (e.g., Cohen, Garcia, Apfel, & Master, 2006; 

Harackiewicz et al., 2014; Miyake et al., 2010; Sherman & Cohen, 2006; Sherman et al., 2013).  

The first administration of the values affirmation intervention occurred during Week 2 of 

the class. In Week 1, students were notified about the opportunity to participate in a study via an 

announcement posted in the learning management system (D2L). In line with previous research, 

study materials, including the informed consent form and the writing assignment, were 

distributed to each student. Depending on the packet they received, pre-calculus students were 

randomly assigned to one of two conditions: a values affirmation condition (intervention) or a 

control condition. Although there were two versions of the writing assignment (values 

affirmation and control), the formatting of the two exercises appeared identical.  

Students in both experimental and control conditions received a three-page packet. The 

first page contained the informed consent form. The second page listed 11 values: artistic skills, 

sense of humor, relations with friends/family, spontaneity/living life in the moment, social skills, 

athletics, musical ability/appreciation, physical attractiveness, creativity, business/managerial 

skills, and romantic values. Participants were instructed to rank order these values in order of 

personal importance from 1 to 11 (1 = most important item, 11 = least important item). Then, 
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participants in the values affirmation condition were instructed to write about why their most 

valued characteristic was personally important to them and to describe three to four times when 

it had made them feel good about themselves. In the control condition, participants were 

instructed to write about why their ninth most important characteristic was important to someone 

else, such as another University of Arizona student, and to describe why it might make others 

feel good about themselves. Students were told to focus primarily on their thoughts and feelings 

rather than essay construction or spelling and grammar. The final page reinforced the 

manipulation by asking students to look again at the values they had selected earlier. They were 

asked to list either the top two reasons why these values were important to them (values 

affirmation condition) or the top two reasons why someone else might pick these values as 

important (control condition). Finally, to encourage further reflection about the values, page 

three ended by asking students to indicate their agreement with the following item using a 

numerical scale from 1 (strongly disagree) to 9 (strongly agree): “In general, I try to live up to 

these values” (values affirmation condition) and “In general, some people try to live up to these 

values” (control condition). Upon completion, students returned their packet to the 

experimenters. 

The second administration of the intervention was conducted online shortly before the 

first midterm exam in Week 4. The writing exercise was similar to the first writing exercise, 

except that four values—curiosity, school spirit, nature and environment, and online social 

networking and/or gaming—were added to the list to make the assignment seem slightly 

different. A link to the online activity was included in each student’s weekly online homework 

assignment. The computer program ensured that students were assigned to the same condition 
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(values affirmation versus control) that they completed during the first session. See Appendix A 

for the data collection instrument.  

Academic performance. Following Miyake et al. (2010), the dependent variable was 

derived by averaging the percent correct on five exams (i.e., four midterm exams and one final 

exam) for each student. In addition, I looked at the rate of withdrawal. 
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RESULTS 

As low performing students are more likely to withdrawal from the class, I conducted 

inferential tests to see if males and females were more likely to withdrawal from the class 

depending on condition. Males in the control condition (9%) were no more likely to withdrawal 

from the class than males in the values affirmation condition (5%; Z = 1.28, p = .20). Similarly, 

females in the control condition (7%) were no more likely to withdrawal from the class than 

females in the values affirmation condition (7%; Z = .24, p = .81). Given that withdrawal rates 

were equivalent across conditions, students who withdrawal from the class were dropped from 

all subsequent analyses.  

The average grade for the five pre-calculus exams was 69.89 (SD = 15.64, range: 9.33–

97.00). The scale of this dependent variable was within an acceptable range for skewness (less 

than 1.66) and kurtosis (less than 3.52; Kline, 1998). In addition, the Levene’s Test for Equality 

of Variances for this dependent variable was nonsignificant, F(3, 463) = 2.13, p = .10. Hence, 

homogeneity of variance was assumed. 

To determine whether there were group differences on the average of five exam scores 

(where zeros were imputed for missing exam grades), I conducted a 2 (condition: value vs. 

control) × 2 (sex: male vs. female) mixed factor ANCOVA on exam average controlling for ACT 

scores. If the values affirmation supports students under stereotype threat in particular, the 

ANCOVA should show a significant interaction between condition and sex, such that females 

benefit from the values affirmation condition more than the males. Contrary to predictions, the 

interaction between condition and sex was not significant, F(1, 353) = .27, p = .60, ηp
2 = .002.  

The results also revealed no significant main effect of condition, F(1, 462) = .02, p = .88, ηp
2 < 

.001. That is, the average exam scores of students in the values affirmation condition (M = .71, 
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SD = .14) and the control condition (M = .69, SD = .17) did not differ significantly. However, the 

main effect of sex was significant, F(1, 462) = 6.80, p = .01, ηp
2 = .015. That is, females (M = 

.71, SD = .14) scored significantly higher than males (M = .69, SD = .17). Finally, to control for 

the effect of math aptitude and background preparation, I included ACT scores as a covariate in 

the ANCOVA. ACT scores were a significant predictor of average exam scores, F(1, 462) = 

45.60, p < .001, ηp
2 = .085. 

Theoretically, effects should accrue over time. However, it is possible that the 

intervention had the strongest effect on the first exam. To test this possibility, I conducted 

another 2 (condition: value vs. control) × 2 (sex: male vs. female) mixed factor ANCOVA on 

exam one scores controlling for ACT scores. The interaction between condition and sex did not 

reach significance, F(1, 462) = 1.23, p = .27, ηp
2 = .003. The main effect of condition did not 

reach significance, F(1, 462) = .26, p = .61, ηp
2 = .001. The main effect of sex did not reach 

significance, F(1, 462) = .10, p = .76, ηp
2 < .001. Finally, math ACT scores were a significant 

predictor of exam one scores, F(1, 462) = 42.80, p < .001, ηp
2 = .085. 

In undergraduate biology courses, researchers have demonstrated the benefits of values 

affirmation for first generation students (Harackiewicz et al., 2014) and underrepresented 

minorities (URM, Harackiewicz et al., 2016). Hence, I conducted additional exploratory analysis 

for each of these demographics. To test the effect of first generation status, I conducted a 2 

(condition: value vs. control) × 2 (first generation: yes vs. no) mixed factor ANCOVA on exam 

average controlling for ACT scores. The interaction between condition and generation status did 

not reach significance, F(1, 462) = .05, p = .82, ηp
2 < .001. The main effect of condition did not 

reach significance, F(1, 462) = .01, p = .95, ηp
2 < .001. The main effect of generation status did 
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not reach significance, F(1, 462) = 1.70, p = .19, ηp
2 = .004. Finally, math ACT scores were a 

significant predictor of average exam scores, F(1, 462) = 37.89, p < .001, ηp
2 = .076.  

To test the effect of URM status, I created two groups, one for European American and 

Asian students and the other for the remaining sample members. Asians were grouped with 

European Americans because Asians tend to perform better in mathematics than other minority 

groups (Ma & Lutz, 2018). I conducted a 2 (condition: value vs. control) × 2 (URM: yes vs. no) 

mixed factor ANCOVA on exam average controlling for ACT scores. The interaction between 

condition and URM status did not reach significance, F(1, 462) = 2.86, p = .09, ηp
2 = .006. The 

main effect of condition did not reach significance, F(1, 462) = .01, p = .94, ηp
2 < .001. The main 

effect of URM status did not reach significance, F(1, 462) = .25, p = .62, ηp
2 = .001. Finally, 

math ACT scores were a significant predictor of average exam scores, F(1, 462) = 36.65, p < 

.001, ηp
2 = .074. 
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DISCUSSION 

Mathematics provides the technical foundation for science, engineering, and technology 

professions. However, many students fail to enter STEM careers because they struggle with the 

requisite mathematics. This may be especially true for women due to stereotype threat (e.g., 

Casad, Hale, & Wachs, 2017; Martens, Johns, Greenberg, & Schimel, 2005; Schmader, 2002; 

Schmader, Johns, & Barquissau, 2004; Schmader, Johns, & Forbes, 2008). The present study 

investigated whether a values affirmation would benefit women’s academic outcomes in an 

undergraduate pre-calculus course. Hence, I tested the effectiveness of a brief values affirmation 

intervention aimed at bolstering students’ self-confidence in their ability to cope with learning 

challenges in an undergraduate pre-calculus course. The values affirmation did not reduce the 

withdrawal rates of women or improve exam performance compared to the control condition.  In 

addition, I found no evidence of a gender achievement gap as men and women’s exam scores did 

not differ meaningfully. In fact, on average, women scored significantly higher than men. 

Although effective in other disciplines such as physics (Miyake et al., 2010), engineering 

(Sherman et al., 2013; Walton et al., 2015), and biology (Harackiewicz et al., 2014), values 

affirmation interventions may prove ineffective in undergraduate mathematics courses.  

Values affirmation interventions have been used successfully in a variety of contexts 

including health, athletics, and academics (for reviews, see McQueen & Klein, 2006; Sherman & 

Cohen, 2006). However, as the values affirmation intervention has been used more extensively, 

the results have become more variable. For example, this values affirmation intervention had no 

effect on the school performance of negatively stereotyped immigrant students in the 

Netherlands (de Jong et al. 2016). In addition, there have been issues with replicability. For 

example, a more moderate effect was seen among another group of African-American middle 
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school students (Borman et al., 2016), with a follow-up replication study showing no effect of 

the intervention (Hanselman et al., 2016). Similarly, values affirmation boosted performance of 

first-generation college students in introductory biology one semester (Harackiewicz et al., 2014) 

but not another semester (Harackiewicz et al., 2016).  

These mixed results have raised questions about the circumstances under which the 

values affirmation intervention produces lasting benefits at scale. Thus, a possible explanation 

for the absence of intervention effects in this study could turn on the need for certain 

preconditions to be met before the intervention can have the intended effect. One such 

precondition might be the presence of a salient achievement gap. In most previous intervention 

studies, there was an achievement gap within the classrooms between the stereotyped and the 

non-stereotyped group. The existing achievement gap was attenuated by the values-affirmation 

intervention (e.g., Harackiewicz et al., 2014; Miyake et al., 2010).  

In contrast, I found no evidence of an achievement gap in this sample. Instead, on the 

first exam, males and females preformed similarly. Then, by the end of the semester, females 

were scoring slightly better than males. The variance in academic performance (i.e., test scores) 

may have been artificially narrowed by the procedures used to place incoming freshmen. 

Students can be placed using Math ACT scores and completion of math prerequisites. However, 

departmental preference is given to the ALEKS PPL UA Online Placement Assessment as its 

ability to predict future success in pre-calculus courses has been clearly demonstrated. 

Alternatively, the absence of a salient gender achievement gap in these pre-calculus courses 

could reflect evidence that suggests differences between males and females on math performance 

has diminished in recent decades (e.g., Else-Quest, Hyde, & Linn, 2010).  
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According to Cohen and Garcia’s (2008) identity engagement model, another key 

theoretical precondition stipulates that students experience some form of stereotype threat (e.g., 

Borman et al., 2018; Miyake et al., 2010; Sherman et al., 2013). Because it was a field 

experiment, the present study did not include a manipulation of stereotype threat. Hence, the 

intervention may not have boosted female performance because the students in the current study 

did not experience stereotype threat. This could be due, in part, to the ratio of men to women in 

this study. For example, in the Miyake et al. (2010) study, where they found an effect, females 

represented 29 percent of the sample whereas females comprised 52 percent of the sample in this 

study. That is, higher ratios of men to women may have, in part, increased the perception of 

stereotype threat for the women in those physics courses. Studies have demonstrated that being 

numerically underrepresented in a group increases vulnerability to stereotype threat (Beaton et 

al. 2007; Inzlicht and Ben-Zeev 2000; Lee and Nass 2012). Alternatively, the absence of 

stereotype threat could be due, in part, to the narrowing of the gender achievement gap in 

mathematics across society (e.g., Else-Quest, Hyde, & Linn, 2010). 

Limitations, Future Research, and Conclusions 

Limitations exist in this study. First, the sample was predominantly White, traditionally-

aged undergraduate students living in a Western industrialized society. Stereotypes about math 

ability are culturally specific. Hence, future studies could endeavor to include a sufficient 

number of individuals from a variety of ethnic and cultural backgrounds. Future studies could 

also include implicit or explicit measures of stereotype endorsement that men are better at math 

than women.  

Second, 49 percent of the students enrolled in the 29 sections of calculus agreed to 

participate. Hence, there may be significant differences between those that consented to 
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participate and those that did not. Future studies might increase participation via incentives such 

entry into a raffle for prizes.  

Third, in a sample of middle school students, Borman et al. (2018) found that the level of 

engagement with the writing activity moderated the effect of the values affirmation intervention. 

Hence, future studies could code the participants’ essays to see if the content and length of the 

writing assignments moderated intervention outcomes among college students.   

In conclusion, values affirmation interventions have had strong positive effects on 

negatively stereotyped groups such as women in previous studies (e.g., Miyake et al., 2010; 

Sherman et al., 2013). However, the present study shows that these effects do not apply in all 

contexts. As suggested by Yeager and Walton (2011), interventions such as the values 

affirmation can be powerful, but their effects are dependent on the context in which they are 

used. This study contributes to a growing literature that aims to identify the contexts wherein 

values affirmation interventions produce meaningful effects. 
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Table 1 

 

Demographics by condition (N = 467) 

 

 
Condition 

 
Values (n = 246) Control (n = 221) 

Age 

Mean 

SD 

 

 18.70 

 .92 

 

 18.64 

 .77  

Sex 

Males 

Females 

 

 45% 

 55% 

 

 52% 

 48% 

Race 

White 

Hispanic 

African America 

Asian 

American Indian 

Other 

 

 45% 

 33% 

 6% 

 6% 

 1% 

 9% 

 

 42% 

 30% 

 4% 

 9% 

 1% 

 14% 

First Generation 

Yes 

 

 35% 

 

 32% 

ACT 

Mean 

SD 

 

 24.68 

 3.39 

 

 25.15 

 3.32 

Grade level  

Freshmen 

Sophomore 

Junior 

Senior 

 

 73% 

 23% 

 4% 

 0% 

 

 81% 

 16% 

 3% 

 0% 
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Name ____________________________________ 

1. Below is a list of values/characteristics, some of which may be important to you, some of 

which may be unimportant.  Please rank these values/characteristics in order of their 

importance to you from 1 to 11 (1 = most important item, 11 = least important item). Use 

each number only once. 

_____ Artistic skills/aesthetic appreciation 

_____ Sense of humor 

_____ Relations with friends/family 

_____ Spontaneity/living life in the moment 

_____ Social skills 

_____ Athletics 

_____ Musical ability/appreciation 

_____ Physical attractiveness 

_____ Creativity 

_____ Business/managerial skills 

_____ Romantic values 

 

2. Describe three or four personal experiences in which your most important 

value/characteristic from the list above has been important to you and has made you feel 

good about yourself.  For example, if you rated “sense of humor” number one, then you 

would write about three or four personal experiences in which your sense of humor was 

important to you and made you feel good about yourself.  Don’t worry as much about 

spelling and grammar or how well written your answer is.  Focus primarily on your thoughts 

and feelings. 
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3. List two reasons why your most important value/characteristic is important to you. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

4. Please indicate your agreement with the following:  

In general, I try to live up to my most important value/characteristic. 
 

Strongly 

Disagree 1 2 3 4 5 6 7 
Strongly 

Agree 
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Name ____________________________________ 

1. Below is a list of values/characteristics, some of which may be important to you, some of 

which may be unimportant. Please rank these values/characteristics in order of their 

importance to you from 1 to 11 (1 = most important item, 11 = least important item). Use 

each number only once. 

_____ Artistic skills/aesthetic appreciation 

_____ Sense of humor 

_____ Relations with friends/family 

_____ Spontaneity/living life in the moment 

_____ Social skills 

_____ Athletics 

_____ Musical ability/appreciation 

_____ Physical attractiveness 

_____ Creativity 

_____ Business/managerial skills 

_____ Romantic values 

 

2. Describe why your 9th least important value/characteristic from the list above might be 

important to someone else, such as another University of Arizona student or a person you 

have heard about.  For example, if you rated “sense of humor” as your least important 

value/characteristic, then you would write about why their sense of humor might be 

important to them and why it might make them feel good about themselves.  Don’t worry as 

much about spelling and grammar or how well written your answer is.  Focus primarily on 

your thoughts and feelings. 
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3. List two reasons why your least important value/characteristic might be selected as 

important by someone else.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

4. Please indicate your agreement with the following:  

In general, some people try to live up to this value/characteristic. 
 

Strongly 

Disagree 1 2 3 4 5 6 7 
Strongly 

Agree 
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