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ABSfRACT 

The study sets out to develop a behavioural checklist for the 

measurement of self-esteem in the classroom. The importance of self-esteem to 

learning and adjustment to life's situation is well recognised by educational 

practitioners and theorists. This study examined the concept of self-esteem and 

the need for an objective instrument to measure the concept in children aged 6 

tt) 12 years. The development of the instrument was in four phases and in 

every phase the input and feedback of classroom teachers was considered 

crucial. The resulting instrument therefore comprises descriptions which are 

entirely teacher-generated. At several points in the process other educational 

professionals such as school psychologists have given valuable feed-back and 

comment on the face validity of the checklist. Because the LA WSEQ (Lawrence 

Self-Esteem Questionnaire) is in present use in Western Australian schools, the 

scores of the Behavioural Checklist were corn pared with the LA WSEQ self­

report to establish some measure of the concurrent internal valia..'ty cf the 

instrument. 
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< "11/\PTl:R ONE 

INTRl >I >U< Tl< lN 

Self-t•stt·t·m irnpingl's on <'Very an•,1 of lif<' Social intera, tion,, ,111d 

relationships, aspirations in goal-setting, achievement in learning, 

successful acceptanct' of lift> situations and adjustment to chongP an• 

determined largely by expectations of self. Teachers generally accept that 

confidence in their ability to do well is a great motivator for childrl'n to try 

new tasks. Historically self-esteem has been viewed as an important 'trait 

that influences achiPvt•mt•nt motivation'. I .t•vi n (1978, p. 392) 

Effective social interactions and lasting relationships between people 

depend to a large extent on succ._.:-ss in interpersonal communication and the 

forming of me,utmgtul network systems. I hose with confidence drl' mure 

able to cement firm relationships than those who are anxious and 

withdrawn and perceive themselves a:i ineffectual Fc1ilure to form effective 

social networks seems to be "accompanied by a loss of self-esteem and has 

profound effects on personality development" (Wolff, 1981, p. 142). 

The ability to set realistic goals and the confidence to achieve these 

goals is determined largely by expectations of self. A low perception of self 

often hinders individuals from fully realising the skills they bring to a task 

and prevents them from reaching out towards goals which are well within 

their potential. 

A necessary factor in any learning process is the ~~elf-confidence a 

person takes to the acquisition of new skills and knowledge. Confidence in 

self is often the factor which motivates and facilitates effective learning in 
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school and life situations. The successful acceptanc<' and adjustment to life 

situations will bl' dt'll•rmirwd by our knowlPd~(· of ourselvl's and 

expl•ct,1tion of succt•ss or failun•. SC'lf-(•ste<·m is also important in our 

adjustment to ch.rngt• as it impacts upon how people view the world and 

adjust to life's dcm.inds and changes. 

Youngs (14lJ'.\, p. 59) provides a sum111My of this wider emph,1.._1..., 

upon the importance of self-esteem when he states that: 

Self-esteem is central to what we make of our lives: the loyalty we 
bring to preserving our health and well-being, and the commitment 
we have to discovering our potential. It is ir.tricately tied to what 
we will achieve in the course of a lifetime . . . . . It's no secret that 
self-esteem is somehow factored into the equation that determines a 
student's learning and overall school success. 

This chapter reviE'ws the background for thP '>tudy on self-esteem, the 

need for the study, specific research ob1t·d1 ve .... dlld the s1gnificann.· of the 

research. The chapter concludes with a definition of key terms, an 

overview of the content of the thesis and assumptions underlying the 

research. 

Backfiround 

As an educational phe.10menon, the significance of self-esteem in 

relation to attainment in the classroom has heen well documented by 

Obiakor (1985), Bums (1981), Hughes (1984) and Lawrence (1983). There is 

evidence of some confusion and overlap 1',0 tween notions of self-esteem, 

self-image and self-concept. These terms are often used interchangeably by 

different authors and the differences will be discussed in a later chapter. All 

authors, however, agree that the child's view of himself /herself is crucial 

for successful learning. This is evident in the repeated emphasis on self­

esteem expressed in policy documents of vari"•1s educational bodies. For 
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example, a per·sonal development guide published by the Education 

Department of Western Australia, 'Mirror of Me' (n.d., page 2), quotes from 

the Ministry of Education, Ontario (1975) the following paragraph: 

The development and nurture of a positive self-image is the smgle 
most important ingredient for significant learning to take place. 
When a child has a positive self-concept, when he thinks well of 
himself, when he believes that he can succeed and achieve, when 
he perceives other people feeling that way about him, he will 
respond in a positive way with growth and increasing maturity. 

Since there appears to be , posiUve relationship between self-esteem 

and success in the classroom, it is important that teachers take this into 

account when they assist children in thPir cognitive and social 

development. Although teachers may have a subjective evaluation of the 

child's level of self-esteem, there is a need to identify measures by which 

self-esteem can be accurately determined. The need arises for an instrument 

which allows teachers to gain a more objective indication of the self-esteem 

of each child in their care. Instruments currently in use often require 

administration and interpretation by specialists. To circumvent the 

necessity for the involvement of psychologists or other assessment 

specialists, it would be desirable that a tool be devised which can be 

administered by the classroom teacher. Such an instrument would need to 

be simple, reliable, valid, easy tc administer and easily interpreted by the 

teacher to gain an assessment of the child's level of self-esteem. Thus, the 

instrument would need to be easily understood, unambiguous, and defined 

in terms ·already in use in the classroom teachers' vocabulary. 

Among the instruments available are self-report ratings and observer 

rating scales, each of which requires a measure of objectivity which is often 

difficult to achieve. As can be appreciated, individuals vary in their ability 

to report accurately and without bias upon matters concerning themselves, 
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particularly in the areas of affect. Another difficulty evident when m,ing 

these particular instruments of self-report is that of ~elf-desirability, a term 

which describes the phenomenon of an individual's desired description of 

self rather than a more accurate appraisal. In the case of observer ratings, a 

phenomenon exists which Nunnaly describes by the tnm 'other 

desirability' (1967, p. 487). This, like self-desirability, occurs when observers 

tend to say positive or negative things about people in their ratings of 

individuals. 

Need for the Study 

It appears from a perusal of the publications available that nv 

behavioural checklist of self-esteem in the classroom is at present available. 

The obvious advantages of a behavioural checklist are that it is time­

efficient and focuses on observed behaviours. Rating scales for each 

behaviour included in the checklist allow the observer to re.::ord the 

intensity of the focus behaviour and thus allow a more detailed observafrm 

of the subject. The observer simply selects and checks ratings of the stated 

behaviours. Hopkins and Antes (1990, p. 159) observe that, "a checklist 

facilitates recording by avoiding the need to write a narrative description of 

observations". Another time-efficient aspect is that the checklist limits the 

number of behaviours to be considered thus preventing the observer from 

spending time attending to less relevant behaviours. 

Another advantage in having a behavioural checklist of self-esteem 

is that it could facilitate cooperation between school psychologists and 

teachers in dealing with difficulties within the classroom. 

A final obvious advantage of a behavioural checklist is that, 

providing the person administering it has sufficient experience with the 
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person being observed, the data are relatively objective. This highlights the 

advantage of the checklist against the relatively subjective nature of 

alternative tools such as running records and self-report. In the case of 

running records, the observer's feelings and attitudes are variables difficult 

to control. Self-report introduces obvious subjective elements in that the 

respondent is reporting on self and thus aspects of soci,11 desirability, sdf­

expectation, the need for approval, the tendency towards the positive and 

the differences between the real and the perceived become problematic. 

The behaviours to be observed should be described briefly and clearly to 

provide an economical, focussed and unambiguous framework for data 

collection. uResearchers find that, given care and skill in preparation, a 

checklist can facilitate observation by generating objective and well­

organised data" (Hopkins and Antes, 1990, p. 160). The LAWSEQ which is 

widely used in Western Australian schools is a global measure of the child's 

sense of self-worth and is a valuable tool in assessing the overall sense of 

self-esteem. The Behavioural Checklist will measure the child's self-esteem 

in the school context and so will build from the more global measure and 

provide a supplementary source of information. 

Therefore, the ourpose of this study is to develop and standardise 

such a behavioural checklist, which can be used for the measurement of 

self-esteem in the classroom. The intention is to move closer to the classical 

model of measurement as cited m Wells and Marwell (1976, p. 78) which is 

uto some extent (1) standardized, (2) objective, and (3) quantified." 

Specific Research Objectives 

Statement of the problem 

An exhaustive search of the ERIC documents and of psychology 

extracts revealed that no behavioural checklist for the measurement of self­

esteem in Australian classrooms is currently available. Given the 
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importance of self-esteem and the problems which have already been 

alluded to associated with the various self-report inventories and rating 

scales, there is a need for such a checklist. 

Objective 

The objective ot this study is to develop a behavioural checklist to be 

used by the classroom teacher as a means of assessing and quantifying the 

self-esteem of children aged 5 to 12 years in a classroom setting. This will be 

done in four stages: 

1. The identification of behaviours describing self-esteem. 

2. The formulation of a Behavioural Checklist of Self-esteem based on 

the identified behaviours. . 

3. The analysis and refinement of the Behavioural Checklist. 

4. The measurement of reliability and validity. 

Significance of the Study 

Outcomes of the present study will be the provision of a tool which: 

1. Is easy to use for teachers wishing to identify levels of global self­

esteem of children in their classrooms. 

2. Will assist teachers in adjusting their teaching and in devising 

programs and opportunities to enhance self-esteem. 

3. Will provide feed-back to other care-givers. 
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Definition of Key Terms 

To facilitate the reading and interpretation of this thesis, the 

following key terms are defined as they apply to the current research. 

Self-esteem - "the individual's affective global evaluation of the 

discrepancy between his self-image and his ideal self in his phenomenal 

field" (Lawrence, 1983, p. 47). 

Global self-esteem - "an individual's overall feeling of self-worth" 

(Lawrence, 1988, p.8). 

Self-image - how an individual sees himself/herself. 

Self-concept - uthe sum total of an individual's mental and physical 

characteristics and his/her evaluation of them" (Lawrence, 1988, p. 1). 

Checklist - a list of items to be focussed upon in direct observation 

noting the frequency of occurrence for each item. 

Behavioural checklist - a list of descriptors of behaviour of children 

aged 5 to 12 years. These behaviours are to be in terms used and understood 

by teachers in the everyday setting of the classroom. 

Self-report - a report made by the child concerning himself/herself. 

This report can be in ratings of specific behaviours or in choices of given 

descriptors. 

Outline of the Study 

Chapter Two of this dissertation will provide a review of relevant 

literature concerning self-esteem, ih: importance in the learning situation 

and various instruments which are available for the measurement of the 

construct. 

A conceptual framework of how the task of developing a behavioural 

checklist for the measurement of self-esteem will be implemented is 

outlined in Ch.1pter Three. 
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Chapters Four and Five will give a description of the pilot study 

which includes the preliminary interviews and survey. Details of the scale 

construction including factor-analysis will be outlined. 

Chapter Six includes the development, validation and the reliability 

of the final behavioural checklist. Discussion and interpretation of the 

results will be covered in Chapter Seven. Chapter Eight will provide a 

summary and presentation of conclusions. 

Assumptions of the Study 

1. The responses from the teachers actually represent the major 

behavioural characteristics of self-esteem. 

2. A behavioural checklist is an effective measuring tool in the 

assessment of self-esteem in the classroom. 

3. Because of the framework of the checklist, teachers will accurately 

and objectively assess each child's self-esteem. 

Summary 

In summary, self-esteem is generally accepted as a most important 

factor in adjusting to life situations and in fulfilling goals and aspirations. 

The focus of this study is school-age children and the particular life 

situation is the class-room. It is evident that teachers appreciate the critical 

role of self-esteem in learning but are hampered in the lack of a suitable 

instrument for measuring the concept. The principal outcome of this 

present research is the devising of a behavioural checklist for the 

measurement of self-esteem in the classroom. 
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CHAPTER TWO 

LITERATURE REVIEW 

Introduction 

The recognition of the importance of self-esteem in the classroom 

and, indeed, in all aspects of life situations has given rise to wide-ranging 

discussion in the literature. The focus varies from examination of 

definition to appraisals of instruments to measure the construct and also 

includes discussion on how self-esteem affects various areas of the 

individual's life. 

Problem of Definition 

Current literature appears to use self-esteem, self-concept, self­

confidence and other terms as applying to the same underlying concept. In 

this chapter the importance of self-esteem will be addressed. The difficulty 

of definition will be addressed and the definition arrived at for the purposes 

of this study will be discussed. 

A review of the relevant literature did not reveal an appropriate 

checklist for the assessment of self-esteem of school-age children. There is, 

however, considerable discussion of the importance of self-esteem and the 

desire to have teacher-administered measures to identify the level of self­

esteem. This review was based on a search of the ERIC documents and 

psychology abstracts under the descriptors 'self-esteem', 'behavioural 

checklist', 'learning' and 'classroom'. 

Obiakor (1985, p. 1) recognises the role of self-esteem in his 

conclusion that self-concept plays an important role in a student's academic 
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achievement. He states that, "the identification of school related 

behaviours and the achievement of 'functional' self-concept are critical 

goal-directed educational ingredients." This relationship between 

achievement and self-concept is acknowledged throughout the literature, 

particularly by Burns (1981, p. 309) who observes that: 

successful students are typically characterised by self-confidence, 
self-acceptance, feelings of adequacy and personal competence and 
generally more stable feelings of Positive self-regard. On the other 
hand, research shows that unsuccessful students are characterised 
by feelings of uncertainty, low self-regard, self-derogatory attitudes 
and strong inferiority feelings. 

Burns goes further in underlining the importance of self-esteem 

within a far wider frame of reference by stating that "self-understanding and 

relationships with others are so crucial a part of one's life that they ought to 

form a major part of any educational program" (1981, p. 310). 

Youngs (1993, p. 61) supports these same views and states that "the 

higher a student's self-esteem, the better able he is to take on the challenges 

and frustrations associated with the learning experience." Youngs suggests 

that the student with high self-esteem brings to the learning situation 

several empowering characteristics. He includes the following: 

* ability to cope with adversity and diversity in the school place .... 
• ability in developing and sustaining nourishing relationships . . . . 
* better able to solve problems instead of worrying about them .... 
* he is willing to take risks - to extend the boundaries ... . 
• the more responsibility she will take for her actions ... . 
* the better able he is to recognise his strengths and capabilities ... . 
• the more likely she will treat others with respect and fairness ... . 
• the more resilient to problems . . . . (Youngs, 1993, p. 61) 

In summary he adds that "self-esteem serves as a powerful coping 

and buffer strategy for overcoming obstacles: it helps the student 

compensate for weaknesses and setbacks"(p. 61). This latter statement has 
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immense implications when one considers that the classroom )earning 

situation is indeed a preparation for life. 

The characteristics identified by Youngs are similar to the incidental 

comments concerning children received from teachers by school 

psychologists in their daily work as consultants in the learning situation. 

There is also a marked similarity between Youngs' characteristics and those 

given by teachers when asked to describe behaviours typifying high self­

esteem. 

Hughes (1984) in her quest for appropriate instruments for measuring 

self-concept and self-esteem comments on the importance of self-concept in 

understanding any difficulty in children's behaviours. She examines the 

relationship between self-concept and adjustment, achievement, conduct 

disorders, social competence and psychopathology and concludes that: 

"direct assessment of a child's level of self-esteem provides relevant, useful 

data, especially when appraising the outcome of therapeutic interventions 

with a yoWlg person" (1984, p. 657). 

Lawrence (1983, p. 58) in his research into literacy and self-esteem 

focusing on the relationship between self-esteem and attainment, observes 

that "the part played by the self-esteem of the child is one important piece in 

the jig-saw of attainment''. In his thesis Lawrence gave conclusive evidence 

of this link and he demonstrated that an individual's attainments in the 

area of reading lifted significantly following programmed interaction with 

an adult. These interactive sessions were designed to enhance the child's 

self-esteem. 
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Shavelson and Bolus (1982, p.?6) propose that self-concept is "a 

multifaceted, hierarchical structure with increasing stability of constructs 

toward the apex ... .5elf--concept is a hierarchical construct with genera) self­

concept at the apt·x and situation specific self-concepts ... at the base". (See 

Figure 1). 

Gener.ii 

Academic .ind 
Non-Aadcmic 
SeJ r -C.oc,c:,cpt: 

Evalw,lion of 
Bcbariour in 
Specific 
Situatioo,i: 

Ellgli!!h 

I 

I Ac:zdemic I 
Se1r-conc:ept 

I 
lmtory Mttb 

] 

C,enenl 

t Self -Cocc.cpC 

I 

I 
Scicoa: 

I 

Nao-Academic Sclf-Omccpl 

I .I 

=<:1lll I I Fmotiooal I Sdf-Concepe Self -Conccpl 
I Physical 

Sdf-Omccpl 

I I 

I I I J 
p,~1 Palticular 

Pb sical Physical Peetll Emoliooal A~lity 
St>le9 . 

] ] ] 

~ 
Figure 1. Shavelson and Bolus hierarchical structure (1982, p. 16) 

This is an existing model which provides an overall framework for 

the study and understanding of an individual's self-worth. It recognises a 

global self-worth at its apex "General Self-Concept" emanating from a series 

of graduated levels based on specific situations moving through an 

accumulative process. The Behavioural Checklist will provide information 

for a particularly defined area, that is, the learning situation. 

There is still much discussion concerning this model and even those 

who claim not to support the model make some concessions to it. For 
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example, Winne et al. (1977) are quoted by Shavelson and Bolus (1982, p. 4) 

as concluding that, "self-concept seems a more unitary construct rather than 

one broken down into distinct sub-parts or facets in the nomological 

network .... much of the construct is shared and undifferentiable, but 

individual facets may be more or less relevant when self-concept is related 

to other constructs like achievement". 

The importance of self-esteem is thus widely acknowledged in the 

literature. A review reveals, however, two particular problems in the 

specific area of this research proposal - problems of definition and of 

measurement.. 

Definition of Self-esteem 

There appears to be some problem in finding one specific definition 

of self-esteem which is used consistently in the literature. The major 

writers in this area have consistently commented upon this sphere of 

difficulty. Wells and Marwell (1976, p. 7) comment that "any attempt to 

derive a fairly vigorous definition of self-esteem (or of its parallel 

constructs) from the literature is likely to be frustrated by the current state of 

vagueness and fragmentation". They state that "a sample of related names 

might include terms such as self-love, self-confidence, self-respect, self 

acceptance ( or rejection), self-satisfaction, self-evaluation, self-appraisal, 

self-worth, sense of adequacy or personal efficacy, sense of competence, self­

ideal congruence, ego or ego-strength". It seems that the vanous writers 

bring into focus various aspects of the one phenomenon. 

As Lawrence (1983, p. 18) observes, the difficulties of definition arise 

firstly because self-esteem is an "hypothetical construct and so has no 

existence as an observable entity" and, secondly, that "even where there is 
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some theoretical agreement, sometimes different terms are used to mean 

the same thing". Hughes (1984), addresses this problem by examining the 

issue of terms used in the literature - self-esteem, self-concept, seJf-image, 

self-perception - and observes two constructs which seem to predominate 

and describes them in this way. "Self-concept .... as the descriptive 

perception of the self, and self-esteem as the evaluative assessment of the 

descriptions " (1984, p. 659). 

From another point of view, Burnett (1994, p. 170) in his study 

investigating "the relationship and differences between children's 

descriptive and evaluative/ comparative statements about some of their 

characteristics" finds that "self-description and self-evaluation are 

empirically indistinguishable, with the possible exception of School Self­

Concept where the results were conflicting". Burnett acknowledges that 

further investigation of these findings is indicated but his study does serve 

to further highlight the difficulties associated with the use of various terms 

to describe self-esteem. 

While recognising the confusion regarding the definition of self­

esteem, Burns (1981, p. 28) observes that "conceptions of the self system are 

often considerably vague, occasionally mutually contradictory (especially in 

regard to terminology), and lacking any definitive or complete statement. 

Ideas other than facts dominate the scene". Burns (1981) reviews several 

definitions and the development of self-concept in psychological theory, 

citing William James as the first psychologist to make a significant 

contribution in this area. Bums quotes James' definition of 1890 which 

states that, "our self feeling is determined by the ratio of our actualities to 

our supposed potentialities", and produced the following equation to clarify 

his notion. 
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Measurement of Self-esteem 

The second problem identified in the literature is that of finding a 

suitable instrument to measure the construct. Although a number of 

instruments are in use, several issues surrounding them need to be taken 

into account. An exhaustive search of the ERIC documents and of 

Psychology Abstracts reveals that there are only a few articles published 

since 1981 in which some attempt has been made to document the available 

instruments. It appears that most of these instruments are self report 

measures, although Hughes (1984) describes four rating scales which can be 

filled in by observer, teacher or parent. It is pertinent to this paper that 

nowhere in the literature is there reference to a behavioural checklist as an 

instrument for measuring self-esteem. In fact, there appears to be a dearth 

of appropriate and adequate instruments for teachers to use in classroom 

situations. This fact was also observed by Hughes (1984, p. 657), who stated 

that, "when clinicians wish to assess self concept or self-esteem while 

conducting personality evaluations, few adequate instruments are currently 

available. n 

Although there are some instruments suitable for measuring self­

esteem in the classroom, they still demonstrate several problems. They 

include the problems of self-report, of observer/ rating scales and of 

behavioural checklists. 
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The Problem of Self Report 

There are several problems associated with the use of self-report in 

psychological measurement. These include social desirability, truth, 

distortion, and desire for approval. 

Wells and Marwell (1976, p. 142) acknowledge this phenomenon in 

stating that "one of the primary behavioral divisions in self-esteem 

measures is the distinction between what people say and what they do - in 

self-preservation terms, the difference beween the impressions the person 

"gives" (by verbal expressions) and those "given off" by the implicit contE>nt 

and form of non-verbal behaviour. . . . As an attitude assessment, self­

esteem researchers frequently give greater weight to the latter process, 

because it seems less manipulable and deliberate (and in this sense, truer) 

particularly when observation of the person is surreptitious." 

Hersen and Barlow (1982, p. 131) sum up the difficulties of self 

reporting by stating that uthe self report system is one that is most subject to 

conscious distortion on the part of the patient or client". Burns (1981, p. 93) 

states that the weakness in the self report data is that the technique "requires 

the subject to report truthfully and willingly". He describes "demand 

characteristics" of subjects who acquiesce to society and 'social desirability 

and who attempt to become 'model' subjects for the researcher. This desire 

for approval, according to Burns, can be a distorting variable in any research 

based on self-report. Hughes suggests that the factor of social desirability is 

especially likely to affect measures of self-esteem as the person is very "ego­

involved in the assessment and the socially desirable answer is frequently 

transparent" (1985, p. 685). 
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The 'need for approval' tendency is apparent, states Hughes, 

particularly in research involving children where socialization has 

encouraged seeking approval from peers and adults. An aspect examined by 

Hughes is the tendency for children to be biased towards positive responses. 

This could be a factor of 'social desirability' suggests Hughes who cites 

Walker (1973) and Bridgeman and Shipman (1978) who found that children 

"do not always provide a definitely positive or negative response but tend 

towards the positive" (Hughes 1985, p. 671). 

Wylie (1989, p. 12'1) in her review of ten self-concept, self-report 

instruments currently in use also notes the tendency towards the 

favourable. Sh~ states that, "a striking feature of all the tests is the tendency 

for the majority of subjects to attain scores on the self-favorable end of the 

scalen. This seems to confirm Wylie's earlier observation that uthere 

appears to be considerable consistency among the methodologically more 

adequate studies in showing trends towards self-favorability biasses 

regarding evaluative characteristics." (1 <J'19, p. 681) She refers to a study by 

Baumhart in 1961 where 5,()00 business executives were asked to complete 

questionnaires on ethical behaviour. Half of the sample were asked uWhat 

would you do?" and the remainiPg half uWhat would the average business 

executive do?" Wylie reports that "a much larger percent of the executives 

imputed to themselves more ethical behavior choices than were said to 

characterize the uaverage business executive." Although no significance 

tests are presented, the visual trends in the data appear to be extremely 

strong". (l<J'19, p. 680) 
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In summary, self-report measures can be influenced both consciously 

and unconsciously by the person making the responses so as to affect the 

relial)Hity and objectivity of the measure. 

Observer/ rating scales, on the other hand, are purported to be more 

objective measurP.s but it will be seen that these also have inherent 

difficulties and associated problems of objectivity and reliability. 

Difficulties associated with Observer I Rating Scales. 

Observation and rating scales are used to recognise behaviour and 

from this, formulate certain inferences of motivation, feeling and intent on 

the basis of these observations. 

Kerlinger (1965, p. 505) notes that "the major problem of behavioural 

observation is the observer himself" because he is "part of the measuring 

instrument". He goes on to say that the "strength and weakness of the 

procedure is the observer's powers of inference. . . . he brings behaviour 

and construct together". The observer's inferences are not infallible, 

however, and can be biased by ethnic, gender, age and socio-economic 

background issues. Kerlinger goes on to say that an observer can even affect 

the behaviour of the individual being observed simply by being present in 

the observed situation. 

According to Thorndike and Hagen (1977, p. 451) there are two major 

problems that limit the validity of observer ratings. These are uthe rater's 

willingness to rate honestly and conscientiously, in accordance with the 

instructions given to himN and uthe factors that limit his ability to rate 

consistently and correctly, even with the best of intentions". Factors 

affecting these two aspects could be the number <'' observations to be made, 
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the importance the observer places on the task, identification with the 

persons being rated, unseen aspects of the construct being rated and 

idiosyncrasies of the observer. 

Burns (1981, p. 91) also discusst•s 'social de,;irability' as being an issue 

in observation. He states that, "complete objectivity by an observer is 

impossible" as such factors as the observer's personal standards and criteria 

may affect his judgement. Etlmic and cultural issues need to be addressed 

as does the matter of specific social situation. Burns comments that, "the 

optimum approach to observing behaviour is to aim for objectivity in 

observation, then allow sensitivity, experience and empathy to play a larger 

part in forming more subjective influences" (1981, p. 91). Hughes 

comments that "a teacher observation instrument is probably more 

appropriate than a self-report from pre-school and kindergarten children" 

but warns evaluators to be certain of what they are evaluating, i.e. "overt 

behaviours on the part of children, or inference the raters are making about 

the child's feelings, or motivations based on the behavioural observations" 

(1985, p. 688). 

The previous discussion notes many of the disadvantages of observer 

rating scales. There are, however, some advantages. Hopkins and Antes 

(1990, p. 158) note the usefulness of direct observation in that it "can identify 

levels of skill development. ... provides a record for future comparison .... 

does not require a special laboratory setting". 

In summary, it appears that observational techniques can be of real 

value when the limitations are recognised and steps taken to train the 

obsezvers to be as accurate and objective as possible. 
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Problems of Behavioural Checklists 

Behavioural checklists also depend upon observational methods as 

one individual fills out an inventory for someone else and so can be 

plagued with the same problems associated with observer/ rating scales as 

described earlier. Nunnally (1967, p. 487) observes that such 'other' 

inventories 'tend to be dominated by a general factor, not unlike the factor 

of social desirability found in self-inventories. . . . the general factor that 

appears in ratings of normal people concerns leniency, the tendency to say 

good things or bad things about people in general .... other-desirability 

rather than self-desirability'. Nunnally further points out that often the 

observations are made in a contrived situation which is also like a 

'situational test'. Another difficulty he notes is that often the observations 

are made by people who have insufficient experience with the person being 

observed. 

On the other hand there appear to be many advantages in using a 

checklist as an observational tool. This is suggested by Hopkins and Antes 

(1990, p. 159) who state that 'a checklist has two major advantages in 

observation: it is a time-efficient method of recording, and the data are 

objective.' They cite many situations where a checklist facilitates judgement 

and state that: 

In addition to being time-efficient, the checklist limits that amount 
of judgment the observer must exercise while performing the 
observation. The list assures that the observer will give attention 
to those facts important to the study while avoiding unimportant 
aspects. Judgments can be dealt with later when there is more time 
for consideration (p. 159) 

Checklists provide a data base for future comparison and evaluation 

as they allow the observer to take note of individual aspects of a behaviour 

or construct. To minimise some of the problems associated with 
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observation, Hopkins and Antes make suggestions concerning the building 

of a checklist. These are that listed points should be specific, nol lengthy, 

require a simple response and the observers should be trained and aware of 

the importance of the task to be completed. 

It would appear that although there are difficulties associated with 

behavioural checklists there are also many advantages. The aim therefore 

when using a behavioural checklist would be to be aware of these 

disadvantages, to construct the checklist carefully and to train observers in 

the use of the instrument. 

Summary 

Although in recent years there has been much literature on research 

into self-esteem as a construct, there are difficulties associated with the 

various available instruments to measure such a construct. The current 

research proposal posits that the development of a standardised behavioural 

checklist to measure self-esteem would contribute to the research in this 

area. Because the proposed checklist would measure self-esteem in the 

classroom, it would aLc;o be of value in examining the various factors which 

contribute to positive outcomes in learning. 
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CHAPTER THREE 

CONCEPTUAL FRAMEWORK 

The purpose of the study is to develop a behavioural checklist to be 
used by classroom teachers as a means of assessing the self-esteem of 
children aged 5 to 12 years. 

The research will be conducted in four phases: 

Phase 1 

Phase2 

Phllse 4 

1. Identification of behaviours describing self-esteem 
2. Formulation of Behavioural Checklist of Self-esteem, 

based on the identified behaviours 
3. Analysis and refmement of the Behavioural Checklist 
4. Measurement of reliability and validity 

Group I 
Teachers 

List ofbdwvioural 
dcscriotors 

Group2 
Tcachcfs 

Draft 
Behavioural Check List 

Tcncltcr Rating of children 

Coefficient Alpha 
Internal Consistency 

Fscc Validity 

Com:urrcnt Validity 

Group6 
Tcacbl::r.i 

Phase3 

Group 3 
Tcachcts 

Factor Analysis 

Item Reduction 
Penultimate Scale 

Rcfmcd 
Behavioural Check List 

Administration ofl..AWSEQ 

Figure 2 Phases of the thesis 
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Figure 2 identifies each of the phases which comprise the 

context of the thesis. Each phase will be discussed in detail in the 

following chapters. 

Phase 1 

Phase I 

Group I 
Teachers 

Lisi ofbdtaviouml 
dcscriotors 

This component of the study seeks to identify the behavioural 

manifestations of high self-esteem of primru:y school children as 

described by classroom teachers. Th~ study involves the selection of 

teachers from government and private schools in the metropolitan 

area of Perth. Teachers will be asked to provide behavioural 

descriptors of self-esteem as manifested in the classroom. These 

descriptors will be analysed to form the preliminaty rating scale. 

Phase2 

Pbase2 

Group2 
Tcacbcrs 

In this component of the study another group of teachers will be 

asked to examine the above list of behaviours and check them for 

ambiguity and redundancy. This phase should produce a list of 

behaviours which includes all behaviours from the brain-storming of 

Phase 1 stated in terms in eveiy day use by classroom teachers. This 

list will then be ready for teachers to rate the behaviours according to 

their perceived high or low relevance to self-esteem. 



Phase 3 

Pbase3 
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Group3 
Tcachcn 

F v.tor Analysis 

Item Reduction 
Penultimate Scale 

Once the preliminary behavioural checklist has been 

identified, the study will focus on ways by which the number of items 

can be reduced. This will be done by having a group of teachers rate 

each item on a scale of 1 to 4 according to its relevance to self-esteem 

(1 being the most relevant and 4 being the least) and performing 

principal component analysis. 

Further discussion with teachers and psychologists will follow to 

reduce the total number of behaviours to a meaningful number of 20 

items. 

Phase4 

Pbase4 

Teacher Rating of childtcn 

Coefficient Alpha 
Internal Consistency 

Inter-rater reliability 

Face Validity 

Concurrent Validity 

Group6 
Teachers 

Administration of LA WSEQ 
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When the 20-item checklist is completed the next phase of the study 

involves determining the co-efficient alpha for internal consistancy and 

other measures of reliability and validity. 

To gain a measure of comparison with a self-report scale commonly 

used by psychologists in classrooms in Western Australian schools, the 

scores of the Behavioural Checklist will be compared with the Lawrence 

Self-Esteem Questionnaire (Lawrence, 1978). (See Figure 3) 
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LA WSEQ PUPIL QUESTIONNAIRE 

I. Do you think th,11 your p,ir(•nts like lo hear about your ideas? 

2. Do you often ft,el lonely al school? 

3. Do other children often break friends or fall out with you? 

4. Do you like ll'am g,1m,·s? 

5. Do you think th..11 other children often say nasty things 
about you? 

6. When you have to say things in front of teachers, 
do you usually foel shy? 

7. Do you like writing stories or doing creative writing? 

8. Do you often feels.id because you have nobody to piay 
with at school? 

9. Are you good at mathematics? 

10. Are there lots of things about yourself you would like 
to change? 

11. When you have to say things in front of other children, 
do you usually feel foolish? 

12. Do you find ii difficult to do things like woodwork 
or knitting? 

13. When you want to tell a teacher something, 
do you usually feel foolish? 

14. Do you often have to find new friends because your 
old friends are playing with somebody else? 

15. Do you usually feel foolish when you talk to your parents? 

16. Do other people often think that you tell lies? 

SCORING KEY: 

Questions 4, 7, 9, 12 are distracters. 
Score + 2 for YES answer to Q.1. 
Score +2 for NO answers to remaining scored questions. 
Score + 1 for DONT KNOW answers to scored questions. 
Score O for all other possibilities. 

Maximum possible score in the direction of high self-esteem +24. 

Ron'tKnow 

Figure 3. LA WSEQ - Lawrence Self-Esteem Questionnaire (Lawrence, 1988, p. 16) 
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PREI.IMINARY INVEST!< ;ATI< >N 

This chapter describes th<· preliminary st,1ges in the developmPnt of a 

behavioural checklist to identify the ll•vel of self-esteem of children aged 5 

to 12 years. There are three distinct phases: (i) Obtaining teacher descriptors 

of behavioural characteristics of high self-esteem; (ii) analysing, combining 

and reducing the descriptors into an initial ch"cklist; and (iii) performing a 

preliminary factor analysis to reduce items tu a smaller number for use by 

teachers. 

Phase 1 

Croup 1 
Teachers 

Lisi of behavioural 
descriptom 

Through the researcher's work experience, reading and discussion 

with colleagues the concept of self-esteem and its critical role in the learning 

situation grew increasingly important. Further, the possible link between 

self-esteem and success in a program of intervention became a focus of 

attention. Discussion with Dr Denis Lawrence, a psychologist eminent in 

his work in the area of self-esteem, narrowed the focus to the instruments 

available to measure the concept. Dr Lawrence, who devised the LA WSEQ 

{Lawrence Self-esteem Questionnaire), which is a self-report instrument, 

made the point that there was no objective checklist available to measure 

the concept in the classroom. He suggested strongly that this was needed 

and would be a valuable resource in the further study of self-esteem. As the 

need to develop a behavioural checklist of self-esteem in the classroom 
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became more evident, coupled with the encouragement of classroom 

tl•achers and colleagues, the decision was made to undertake thl• task. 

Teacher Descriptors 

Sixty-eight primary school teachers, who were interested in the 

concept and were willing to be involved in the research were asked to 

formulate lists of behavioural descriptions which they felt characterised 

high self-esteem. All were experienced teachers from government and 

private schools in the metropolitan area of Perth, Western Australia, and 

were at the time teaching in different year levels from year 1 to year 7. 

Respondents were asked to list as many behavioural descriptors of 

self-esteem as they thought were relevant and each teacher was asked to do 

this without conferring with colleagues. 

The resulting lists of descriptors which varied in length were 

submitted {Appendix A). Each list was analysed in terms of common 

expressions in behavioural descriptions of self-esteem observable in the 

classroom. It was found that there was considerable overlap. Some 

examples are: 

Item 3 Interacts positively with others was chosen to 

encompass the following descriptions. Thus "interacts positively with 

others" can refer to aspects of behaviour involving socialising with others, 

being friendly, rarely fighting with friends and establishing positive peer 

interactions. 



Popular with others 

Socialises easily with peers 

Friendly 

Makes lasting friendtihips 

Rarely fights with friends 

Makes friends easily 

Interacts with others 

Companionable with others 

Positive peer interactions 

30 

Item 20 Takes risks/willing to have a go was chosen to encompass the 

following descriptors and can be seen to refer to aspects of behaviour which 

involve taking initiative, accepting challenge, willing to move into untried 

areas. 

Takes chances 

Takes risks 

Not afraid to try something new/ different 

Thrives on challenges 

Always willing to have a go at ne ·1v I different activities 

More likely to take on new opportunities, persevere with them and 

develop new talents 

Is a risk-taker 

Item 9 Perseveres/is not easily distracted was chosen to describe 

the following behaviours of perseverence, accepting responsibility for own 

learning and moves consistently towards goals. 
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The ability to keep trying, not give up too easily 

Will persevere 

Follows through 

Perseveres with problems 

Not easily distracted 

Resists distractions - is focussed on own work 

Item 14 ls assertive/not easily swayed by others' opinions was 

chosen to describe behaviours expressing confidence in own opinions and 

judgment and maintaining of O\'\'Il views in face of criticism. 

Prepared to stick with own opinions 

Confident to provide their own point of view 

Willing to express personal ideas 

Confidence in their own opinions and judgment 

Maintain own point of view or value system 

Not threatened by others 

Doesn't bow to peer pressure 

Confident in self judgment 

Phase2 
Phase2 

·,.:_,,,, 

A second group of 20 teachers was consulted to refine the descriptions 

of the initial scale. There was much discussion concerning the wording of 

items to accurately encapsulate the vdrious descriptions of what ,.,,as 
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considered to be the same behaviour. Items of similar descriptions were 

combined and a list of descriptors resulting from the initial responses was 

drawn up. This step was necessary as it is considered essential that the final 

instrument has items which are meaningful to the classroom teacher and 

expressed in terms typically used by teachers. During this stage many 

teachers commented that there was personal and professional value in the 

exercise of focusing upon high self-esteem and being required to describe the 

characteristics succinctly and clearly. 

In addition, the final lists were discussed with other educational 

professionals including school psychologists who concurred with the 

teachers that the individual items did in fact describe aspects of high self­

esteem. These professionals were not asked to compile lists because the aim 

of the study was to keep the ownership of the instrument with the teachers. 

On the basis of professional input, the lists were reduced again and sent back 

to the teachers for discussion. Subsequently a reduced list of 38 items was 

generated, for the third stage of the development of a behavioural checklist. 

See Figure 4. 
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BEHAVIOURAL CHECKLIST OF SELF F.STEEM 

Indicators of high self esteem. 

Please rate the relevance of each behaviour on a scale of 1 to 4, 1 being the 
most relevant and 4 being the least. 

! J l\rl<lrnt,un:-, eye contact 
U Accepts consequences of own behaviour 
LJ Displays sense of humour 
: I Has l'rl'cl 'open' posture/ positive body language 
LJ Speaks clearly and audibly 
D Requests/ accepts help 
[J Interacts positively with others 
0 Accepts criticism 
D Takes risks/ willing to have a go 
D Is helpful 
n Has hc1ppy disposition 
f:l Communicates feelings appropriately 
lJ Is confident in a variety of situations 
D Behaves appropriately 
D Perseveres/ Is not easily distracted 
D Displays initiative 
D Works independently 
D Is self-motivated 
D Accepts responsibility 
0 Has high self regard 
0 Considers others' points of view 
0 ls assertive/not easily swayed by others' opinions 
D Accepts praise 
D Takes pride in own achievements 
D Completes tasks 
D Is well organised 
D Is friendly 
D Exhibits a positive outlook on life 
D Shows respect for others/ property 
D Is self motivated 
D Sets realistic goals 
0 Is adaptable/Copes with changes to routine and circumstance 
fJ Is decisive 
D Displays leadership qualities 
O Is tolerant/ accepting of others 
D Is an active participant 
D Shows sensitivity to others' needs 
0 Is aware of own strengths and weaknesses 

Figure 4 Initial behaviour checklist 
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GroupJ 
T~ach,m, 

Factor An.uyso,, 

ltrm Reduction 
Penultimal<! Scale 

,:,tf~t"t:';"1'?~ --~}?'.':' · .. :ftt= 
. ~ .. 

. ,~,, .. Refined . ,.; 
:: ·>~viouta!Cbeckl.ist .·,,. .: 
"·''"'!.t 

:.::;f;·! ;~~ ··/;.:~~.: .. 

Preliminary Factor Analysis 

The resulting checklist of thirty-eight descriptors was given to ninety­

two teachers, randomly selected from primary schools. Each teacher was 

requested to rate each described behaviour according to their perceived 

relevance of the presence of each behaviour to reflect self-esteem. A rating 

scale from 1 to 4 was used, 1 being the most relevant and 4 the least relevant 

to self-esteem. 

The responses to all thirty eight behavioural descriptors for each of 

the ninety-two teachers were coded into an SPSS data set and subjected to a 

Principal Component Analysis to identify common descriptors and to 

reduce the number of items in the scale. 

The Principal Component Analysis identified thirteen factors with an 

Eigenvalue greater than 1.0. These thirteen factors accounted for 72% of the 
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variance (See Table 1). A review of the resulting factor matrix indicated a 

number of descriptors belonging to several factors, each of which was very 

similar and highly correlated as manifestation<; of underlying behaviours of 

self-esteem. Since the aim of the 1esearch was to develop a behavioural 

checklist which would provide an easy, quick measure for teachers to 

identify a global level of self-esteem, and so as not to over-analyse the data, 

it was decided to focus only on the two factors making the greatest 

contribution to total variance. 

To assist in interpreting the two factors, a Varimax rotation was 

performed. The result of this rotation is shown in Table 2. From this a 

reduced list of twenty items was selected, using the highest loadings on each 

factor. See Figure 4. 

The first major factor was labelled 'Responsiveness' identified by a 

factor loading of 0.63172 on Item 12 Accepts responsibility Other items 

having significant loadings (greater than 0.47391). on this factor are Items 

4,5,6,8,9,10,12,16,17 and 19. 

Similarly the second factor was labelled 'Confidence' identified by a 

factor loading of 0.65795 on Item 7 ls confident in a variety of situations 

The other items having significant loadings (greater than 0.46303) on this 

factor are Items 2,3,11,13,14,15,18 and 20. 

These were then combined into one scale and the resulting list of 

twenty behaviours was distributed among a group of twenty-five teachers, 

who were asked to check each behavioural description for clarity and 

possible ambiguity or overlap. They were also asked if the resulting scale 

represented a comprehensive list of behaviours, the presence of which, in 
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their opinion, indicated a measure of high self-esteem. Comments by 

teachers provided valuable feed-back. The comments included: 

Tlrt•sc• dt'scri1,tio11s are so apl 

I know what you are looking for with these descriptions 

I'd likt' to complelt' this for every child in my class 

Tlwn•'s rral value in considering children using these descriptions. 

No further changes were made to the scale and it was established that, 

in the opinion of these teacher:, who had years of experience in the 

classroom, the twenty descriptors appear to express behavioural 

manifestations of self-esteem. Most of the teachers had taught in various 

locations and had taught children from a variety of ethnic backgrounds, age, 

grade levels and learning ability. This was the basis of confidence that the 

checklist had application to children from a wide range of background and 

ability and not simply to mainstream children. This is not surprising in 

that all of the descriptions were collected from classroom teachers and were 

rated for their relevance to high self-esteem by ninety-two teacher 

colleagues. Thus the final version of the sr..ale appears to have face validity 

as determined by classroom teachers. 

The final copy of the Behavioural Checklist was given to a group of 

educational psychologists and all items were discussed in a group session. 

The following comments are examples of views expressed by members of 

the group: 

0 this information would be handy when looking at a child who is under-

achieving 

0 these behaviours are really important in the learning situation 

• the language of the items of the checklist is clear and concise 

0 I know exactly what you mean by this description 

• I've often heard teachers describe kids using these terms 
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All agreed that the descriptions rd!~cted high self-esteem as manifested in 

behavioural expressions in the classroom. Thus the Behavioural Checklist 

appears to have a certain measure of face validity. 

Figure 5 shows the Metcalfe Behavioural Checklist of Self-esteem on 

which children are rated for each behaviour on a scale of 1 - 6, 1 being never 

and 6 being always. 

Summary 

This chapter has covered the process by which the Behavioural 

Checklist for the measurement of self-esteem in the classroom was 

generated. Classroom teachers have been involved at every stage - in the 

generating of descriptions, in discussion and reducing of ambiguous 

descriptions and in the reduction of the list of items to an optimum number 

of twenty. Chapter five will cover the validation of the Checklist, its 

internal reliability and inter-rater reliability. The Checklist will also be 

correlated with the LA WSEQ which is already being used in the classroom. 
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Table 1 

Eigenvalue for preliminary factor-analysis 

Factor Eigenvalue Pct of Var Cum. pct 

1 6.82346 18.0 18.0 
2 3.06927 8.1 26.0 
3 2.48942 6.6 32.6 
4 2.04993 5.4 38.0 
5 1.87364 4.9 42.9 
.6 1.69224 4.5 47.4 
7 1.63987 4.3 51.7 
8 1.58980 4.2 55.9 
9 1.41973 3.7 59.6 

10 1.34247 3.5 63.1 
11 1.24860 3.3 66.4 
12 1.10935 2.9 69.3 
13 1.00873 2.7 72.0 
14 .97684 2.6 74.6 
15 .93656 2.5 77.0 
16 .91107 24 79.4 
17 .78102 2.1 81.5 
18 .70270 1.8 83.3 
19 .66159 1.7 85.1 
20 .62466 1.6 86.7 
21 .55298 1.5 88.2 
22 .54545 1.4 89.6 
23 .47418 1.2 90.9 
24 .45395 1.2 92.0 
25 .39746 1.0 93.1 
26 .34524 .9 94.0 
27 .32999 .9 94.9 
28 .29956 .8 95.7 
29 .27585 .7 96.4 
30 .24517 .6 97.0 
31 .22040 .6 97.6 
32 .20509 .5 98,1 
33 .16733 .4 98.6 
34 .14407 .4 99.0 
35 .12472 .3 99.3 
36 .11986 .3 99.6 
37 .09525 .3 99.9 
38 .05252 .1 100.0 
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Table 2 

Rotated factor matrix for preliminary factor analysis 

Factor t 

Is an active participant 
Is assertive/ not easily swayed 
Behaves appropriately 
Positive body language 
Confident in various situations 
Considers others' points of view 
ls adaptable, copes with change 
Accepts criticism 
Is decisive 
Maintains eye contacl 

Communicates feelings appropriately 
Is Friendly 
Sets realistic goals 
Has happy disposition 
Requests/ accepts help 
Is helpful 
Displays sense of humour 
Works independently 
Displays initiative 
Interacts positively with others 
Displays leadership qualities 
Is self-motivated 1 
Is self-motivated 2 
ls well organised 
Exhibits positive outlook on life 
Accepts consequence of own behaviour 
Perseveres/is not easily distracted 
Accepts praise 
Takes pride in own achievements 
Shows respect for others/ property 
Accepts responsibility 
Takes risks/willing to have a go 
Has high self-regard 
Shows sensitivity to others' needs 
Speaks clearly and audibly 
Is aware of own strengths & weaknesses 
Completes tasks 
Is tolerant/ accepting of others 

.29509 
- .09464 

.55660 

.00259 
-.10044 

.16229 

.09044 

.37147 

.24560 

.20745 

.47392 

.28985 

.26179 

.48900 

.09913 

.65235 

.04422 

.50474 

.07506 

.13991 

.11185 

.27990 

.38324 

.65841 

.03494 

.55145 

.62582 

.38444 

.31580 

.21724 

.63172 
- .02279 
-.03834 

.57834 

.26563 
.01711 
.75204 
.42269 

Factor 2 

.21377 

.46304 

.21551 

.56583 

.65795 

.17587 

.56792 

.32004 

.42712 
- .08545 

.33501 
- .00538 

.33887 
- .00512 

.40955 
-.10057 
- .03735 

.03275 

.34814 

.52248 

.42358 

.47312 

.35835 
- .00830 

.26358 

.16645 

.05583 

.41258 

.46871 

.12679 

.19961 

.66215 

.54069 

.11615 

.09052 

.45079 

.06722 

.31612 
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METCALFE BEHAVIOURAL CHECKLIST OF SELF-ESTEEM 

Please rate the child for each of the following behaviours on a scale of 1 to 6, 
1 being never and 6 being always 

seldom often always 
2 3 4 5 6 

never sometimes usually 

1. Accepts consequences of own behaviour 1 2 3 4 5 6 

2. Has erect ·open' posture/ positive body language 2 3 4 5 6 

3. Interacts positively with others l 2 3 4 5 6 

4. Is helpful 1 2 3 4 5 6 

5. Has happy disposition 2 3 4 5 6 

6. Communicates feelings appropriately 1 2 3 4 5 6 

7. Is confident in a variety of situations 2 3 4 5 6 

8. Behaves appropriately 2 3 4 5 6 

9. Perseveres/ Is no1 easily distracted 2 3 4 5 6 

10. Works independently 2 3 4 5 6 

11. Is self-motivated 2 3 4 5 6 

12. Accepts responsibilities 2 3 4 5 6 

13. Has high self regard 2 3 4 5 6 

14. Is assertive/ not easily swa.yed by others' opinions l 2 3 4 5 6 

15. Takes pride in own achievements 1 2 3 4 5 6 

16. Completes tasks 2 3 4 5 6 

17. Is well organised 1 2 3 4 5 6 

18. Is adaptable/Copes with changes to routine 1 2 3 4 5 6 
and circumstance 

19. Shows sensitivity to others' needs 1 2 3 4 5 6 

20. Takes risks/Willing to have a go l 2 3 4 5 6 

Fi~re 5. Metcalfe Behavioural Checklist of Self-esteem. 
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CHAPTER FIVE 

VALIDATION OF THE BEHAVIOURAL CHECKLIST 

Teacher Rllting of childral 

Intcr-mtc:r reliability 

Face Vaiidity 

1 
Concum:nt Validity 

Group 6 
Teachers 

Administration ofLAWSEQ 

Reliability of the Behavioural Checklist 

To estimate the internal reliability of the proposed behavioural 

checklist, a group of teachers who were interested in the development of 

a checklist to gauge the level of self-esteem for children aged five to twelve 

years was invited to discuss the components of each item on the scale 

and establish criteria for rating the behaviour. 

It was necessary to follow this procedure since the natw"e of the 

researcher's work is focused on small group classes. It is not possible to 

find a large group of children taught by the same teacher. It was 

therefore necessary to train a group of teachers in administering the 

rating scale and requesting them to rate their children on the level of self­

esteem. 

In addition the researche1 administered the LA WSEQ (Lawrence, 

1988, p. 16). The Lawrence Self-Esteem Questionnaire was devised to 
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measure self-esteem in Primary school children. There are sixteen 

questions including four which are innocuous and do not count and the 

children respond by checking columns labelled 'Yes', 'No', 'Don't know'. 

The questions were selected by Dr Lawrence "to cover the main areas of 

concern shown by children in an earlier counselli;,g study" (Lawrence, 1981, 

page 245) See Figure 3. 

By combining the ratings of the six teachers, a total sample of 107 

students was obtained. These teachers had Primary classroom teaching 

experience ranging from three to thirty years. Their teaching experience was 

with a variety of children. 

All ratings were entered into the Statistical Package for Social Sciences 

(SPSS) data base and the coefficient a calculated. This gave a reliability 

estimate for the total scale of 0. 9768 and for the two factors 'Responsiveness' 

(11 items) 0.9695 and 'Confidence' (9 items) 0.9549. See Table 3. 

Table 3. 

Coefficient Alpha for Total Scale and Component Factors 

_Component __ No. of Items 

Total Scale 20 

'Responsiveness' 

'Confidence' 

11 

9 

No. of Cases 

107 

107 

107 

Alpha -----

0.9768 

0.9695 

0.9549 

The reliability estimates for the total scale and the two sub-scales 

indicate a significant degree of internal consistency. 
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Since there have been concerns raised in the literature about the 

subjective nature of behavioural rating scales, it was decided to obtain a 

m~asure of intt•r-rater reliability using a pair of tandem teachers who would 

independently assess the same children in their class. To minimise 

differences in attitudes and personality between the two teachers, it was 

decided to set.•k a pair of teachers of the same gender who were similar in 

age, years of experit•nce and who had similar teaching styles. 

The tandem teachers selected for the inter-rater reliability estimate 

each has two and one half days teaching with a group of twenty-three Year 4 

children. The subjects are from a medium level socio-economic 

background, living at home with parents or parent and represent a good 

cross-section of typical Australian suburban children. Both teachers are 

highly motivated and discuss their teaching programs with each other to 

achieve greater integration in planning. 

Independent of each other, the teachers were asked to rate each child 

on the Behavioural Checklist. A Pearson Product Moment correlation 

between total scores on the Behavioural Checklist gave a value of r = 0.868 

(p < .01) indicating significant agreement between the two raters. 

Both the LAWSEQ and the proposed Behavioural Checklist are used 

to identify broad categories of self-esteem such as Hig~ Medium and Low. 

This will be sufficient to identify those children who are at risk in school 

achievement due to low self-esteem. The total score for both scales is not 

relevant to teaching staff, whereas the global indication of self-esteem is of 

relevance. 
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Table 4 shows the cross-tabulation of global estimates of self-esteem 

allocated to the twenty-three children by the two teachers. High self-esteem 

indicates a score greater than 105, Medium bt•tween 85 and 104 and Low self­

esteem less than 85. 

Table 4. 

Allocation of High, Medium and Low Self-esteem b,:i Two Tandem Teachers 

Teacher A 

Teacher B Low Medium High Total 

Low 4 2 6 

Medium 3 8 11 

High 2 4 6 

Total 7 12 4 23 

In examining these results we notice that there are some outsiders. 

For example, 3 students rated 'Low by teacher A are rated 'Medium' by 

teacher Band also 2 rated 'Medium' by teacher A are rated 'Low' by teacher 

B. Two factors could contribute to this apparent disagreement. Firstly the 

individual scores could have been dose to the cut-off point between 'Low 

and 'Medium' categories or, secondly, they may reflect a slight bias on the 

part of one or both of the teachers. The two students categorised as 

'Medium' by teacher A and 'High' by teacher B may also have been affected 

by one of these two factors. 

As expected from the inter-rater correlation of 0.868 on raw scores for 

the independent rating by the two teachers, an inspection of Table 4 shows 

considerable agreement on global estimates of self-esteem. The low sample 

of 23 students makes it impossible to use the ,c2 statistic since there are more 

than 20% of cells with an expected value less than 5.0. However, the less 
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restrictive Gamma Statistic G (Siegel and Castellan, 1988, p. 291) and Somer's 

index of asymmetric association, d, (p. 303), indicate a high degree of 

association between the ratings of both teachers Table 5 shows the results 

for both Gamma G and Somer' s d. 

Table 5. 

Camma G and Somer's d 

_ Test ------- Value 

Gamma 

Somer's d 

.900 

.659 

Approx.value or T 

4.518 

4.518 

Probability 

<.001 

<.001 

From the results in Table 5 it can be inferred that the proposed 

Behavioural Checklist has good internal consistency (r =0.9068, p <0.001) 

and excellent inter-rater reliability (r =0.868, p <0.001) at the raw score level. 

The global measure of High, Medium and Low self-esteem showed 

significant agreement between the two teacher-raters ~Gamma G = 0.90, p < 

0.001 and Somer's d = 0.659, p < 0.001). 

Validity of the Behavioural Checklist 

As discussed in Chapter 4, the checklist appeared to have a measure 

of face validity when the educational psychologists, after discussion of the 

various items, agreed that they did, in fact, describe behaviours 

characteristic of children with high self-esteem. 

This is also emphasised by teachers using the scale who state that: 

0 these data give me some more information why some of my kids are 

succeeding and others failinx 
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.. so this is why some of my class are not quite getting there 

0 whatever this is measuring, it's pretty important in the learning 

situation 

Correlation 01 the Behavioural Checklist with the LA WSEQ 

In personal discussion with Dr Denis Lawrence during the planning 

stage of this research concerning self-esteem in the classroom, he suggested 

that an instrument other than the LA WSEQ was needed to measure the 

concept. Since the LAWSEQ is self-administered the new instrument 

should be a behavioural checklist with observer ratings. 

By combining the ratings of all the teachers a sample of 107 cases was 

gathered and a Pearson Product Moment Correlation of 0.254 between the 

LAWSEQ and the Behavioural Checklist was obtained. Although 

statistically significant (p < .01) the correlation is very low covering a 

common variance of only 6%. 

However when broad bands of High, Medium and Low are 

considered both the Behavioural Checklist and the LA WSEQ have a 

significant measure of agreement as shown in Table 6. 
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Table 6 

Cross-tabulation Between the Behavioural Checklist and the LA WSEQ 

Behavioural Checklist 

LAWSEQ Low Medium High TOTAL 

Low 19 5 12 36 

Medium 10 13 15 38 

High 6 15 12 33 

TOTAL 35 33 39 107 

'){2 = 13.007 df = 4 p = 0.011 

This shows considerable agreement between the ratings on the Behavioural 

Checklist and the LA WSEQ. 
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CHAPTER SIX 

SUMMAl{Y, CONCLUSIONS AND IMPLI< "ATIONS 

INTRODUCTION 

It is a commonly held belief amungst classroom teachers and 

professionals in related fields that self-esteem in the classroom is an 

important factor in learning. This is generally supported in the literature 

and a number of tools have been developed for the measurement of this 

concept. Given the problems associated with the various instruments 

which include self-report and observer ratings coupled with the fact that 

there is no behavioural checklist with Australian or British norms the need 

for a behavioural checklist devised in Australia became evident. 

Furthermore it was necessary that, if this checklist was to measure self­

esteem in the classroom, then classroom teachers had to be involved at 

every stage. 

This research aimed to investigate the importance of the concept of 

self-esteem for effective learning through a review of relevant literature. It 

also sought to provide an instrument for the measurement of self-esteem in 

the classroom to be used by the teachers who, having identified the 

children's levels of self-esteem, may then develop programs which would 

enhance self-esteem in the learning situation at class and individual levels. 

DISCUSSION 

The collection of data and discussions with classroom teachers and 

other professionals working with children in an educational setting, for 

example school psychologists, formed the basis for the assessment of the 

importance of self-esteem for effective learning and for the development of 

the Metcalfe Behavioural Checklist of Self-esteem in the Classroom. 
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Review of Objectives 

The first phase in the development of the behavioural checklist was 

the identification of behaviours describing self-esteem. The resulting 

preliminary list of behavioural descriptors was presented to a second group 

of 20 teachers for further refinement. Given the wide range of experience 

and background of the teachers who contributed in this stage and their 

C'nthusiastic commitment to the task, confidence in the descriptions 

submitted is well founded. This was evident in the comments made by 

other teachers and professionals in education concerning the aptness and 

usefulness of the descriptors. 

The third phase - the development of a 20-item Behavioural 

Checklist of Self-esteem - again reflected the interest and commitment of 

the teachers when 92 teachers completed the rating of 38 behaviours, 

reducing them to the required list of 20 items. 

Phase 4 included the analysis of the Behavioural Checklist in terms of 

reliability and validity and was found to have good internal consistency and 

excellent inter-rater reliability at the raw score level. Face validity is evident 

in the comments and observations of teachers, educational psychologists 

and other educational professionals. An analysis of the raw scores shows a 

low correlation between the Behavioural Checklist and the LAWSEQ but in 

broader categories of Low, Medium and High ratings there is a considerable 

measure of agreement. 

A significant problem in the design was that too many teachers were 

involved in observing small numbers of children. Ideally to cancel out 

many of the variables, it would have been better to have one teacher 

observing and rating a large number of children. Not only would this have 
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been difficult in practical terms but would have failed to address one of lhe 

criteria of observation which Nunnally proposes (1967, p. 488). He observes, 

"In spite of their problems, observations in daily life tend to be superior to 

other types of observational methods. Although such ratings frequently 

suffer because the observer had not had sufficient opportunities to observe 

the individual in circumstances relevant to the traits being rated, the 

situation in this regard tends to be much worse with the other observational 

methods". 

Conclusions 

On the basis of this research it can be concluded that the Metcalfe 

Behavioural Checklist for the measurement of self-esteem in the classroom 

is an instrument which is: (i) easy to use for teachers who wish to identify 

levels of self-esteem of children in their classrooms, (ii) of assistance to 

teachers in adjusting their teaching and in devising programs and 

opportunities to enhance self-esteem, and (iii) is able to provide feed-back 

to other care-givers. 

Implications 

The impact that self-esteem in the classroom appears to have upon a 

child's learning highlights the importance of the teacher's awareness of this 

phenomenon when creating a positive learning environment. In order to 

maximise the child's opportunity and potential to take full advantage of the 

learning situation teachers and other professionals need not only to be 

aware of the importance of self-esteem, but also need to have a knowledge 

of the child's level of self-esteem in the classroom. 

Research Implications 

This study has provided an instrument to give an objective 

measurement of the child's level of self-esteem in the classroom. This, 
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coupled with the LAWSEQ, a self-report instrument, should provide the 

teacher with data which may in some measure contribute to the overall 

picture of tht• child. This knowledge would be of value particularly in the 

case of children who were experiencing some difficulty in learning. 

The Self-esteem Hierarchy 

Because this research 1s situation specific, that is, examining 

children's self-esteem in the classroom, it is necessary to look at the notion 

of global self-esteem. Self-esteem must be examined in a full range of 

contexts as it is manifest, not only in the academic or learning situation but 

also in the social and physical milieu. Individuals may feel very ill at ease 

and inadequate on the sport~ field but because of academic success, maintain 

a high level of over-all self-esteem. Conversely someone who is not 

successful academically but displays notable sporting prowess and receives 

recognition and adulation in this feels confident and valued even in other 

situations. The same phenomenon exists for the attractive, socially adept 

and popular individual who may not shine either on the sports field or in 

the learning situation. The confidence, feelings of self-worth and 

willingness to take risks often transfer from one situation to another even 

though the new situation may not necessarily bring success. 

The Shavelson and Bolus hierarchical structure model {1982, p. 16) is 

useful here in that it provides a framework which illustrates the manner in 

which situation-specific self-esteem contributes cummulatively towards 

global self-esteem or, in Shavelson and Bolus' term, uGeneral Self-Concept". 

Similarly Wylie proposes the term u over-all self-regard - my generic 

term to cover such "global" constructs as self-esteem, self-acceptance, self­

favorability, and self-ideal discrepancies which are presumably determined 
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by some combination of cognitions and evaluations of many attributes of 

self. (t 979, p. 4) Wylie also posits the c. rgument that over-all self-regard is 

quite noticeably affected by the significant others in the individual's 

experience whether these significant others be parents, teachers, classmates 

or the 'gang'. For example, she suggests that, "very capable persons might 

set higher goals, experience greater expectations from teachers and parents, 

and experience as much or greater failure in relation to the goals they feel 

that they should be attaining as do persons of lesser abilities who are 

allowed to strive for lesser attainments". (1979, p. 358) 

It is to be noted that this research is very situation-specific but many 

of the behaviours described by the teachers will still be valid for a child who 

is not gifted academically. 

It appears that the LA WSEQ is, in fact, a global measure of self-esteem 

and this highlights a significant distinction between the LA WESQ and the 

Behavioural Checklist which is related specifically to the learning situation. 

It is not surprising therefore, that, although the correlation between the 

LAWSEQ and the Behavioural Checklist is a significant correlation, it is 

nevertheless of low significance. It is interesting that, when each of the 

checklists is categorised into High, Medium and Low levels of self-esteem, 

the correlation is of much higher significance. 



53 

APPENDIX A 

A SELECTION OF TEACHERS' BEHAVIOURAL DESCRIPTIONS 
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SOME ATTRIBUTES OF A STUDENT \\1TH GOOD SELF ESTEEJ.\1 

Cheerful narure 

Tric:s to best of ability in class 

Usu.ally nc:at and tidy in appearance 

Has a group of good reliable friends 

Polite ~ithout bcing 'crawly' 

Has a sense of humour 

Will participate in class acti\.ities 

\\'ill participate in extra acfu.ities such as sport or other school groups 

Tak.es constuctive criticism and help well 

Displays a positive body language 

Shows repect to people 

Shows respect to property 

Will ask for help when it is nt:eded 

Will help othetS in chss 

Doesn't need to continually seek praise from peers 
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9'ildreg with high ,ef(-C'l,tcem: 
1 . .\. ~ comfortable- spe3lang •.heir rmnds, or spailang up. if 4~ fccJ inclined to do so 
, 
3. 

4. 

s. 
6. 

1. 

8. 

Are al.so cornfor-.able to mai.atam a silence,. not fecl.ing a .o.ecd a, "impress". 

Are critically accepting. but not judgemem.a!. of otlu::rs wbdher these others ~ of lower SE, 
disabled. ofa dJffer:m creed etc. 

Likely to be comfortable (more so than omers) speaking m from of their peers. 

:..ess likely toned w please. although they may~ to do so. 

Are usually popular~ they a.'1: likely to be accepnng of others. 

With age, 8.1'C more likc!yto ckvelop ~ (m1bi:r thm group) opiniom. 

Are more likely robe critic::al (positive) liSteneTS. 0pct1 r.o the~ of others. and with a 

p:repar:dms.slflc:."01:>ility to change their own ste.Dce or opm.ion. 

9. A."e VerJ unlikely to eni;age in, or even tolerate. bullying beh-.aviour. 

JO. Are likaly to be weil-w:epted by other.; • ~ of their n.on-judgememal t1lllllte. (11ri!I probably 
repe3IS Nwnbcr 6 above.) 

11. M§Y have an inclination to help others in need and ro d:ispl11Lf a •greuer.tium-,.aver.agc" degree of 
'caring behaviour' 

12. Are Jw likely to be troubled if their own eclueve:mem levels are below ~ The}: may v.dJ be 

troubled. but are iess likely to become depresst;d by this. 

13. Aie mote lila:ly to come from a. sl!zs fnmily where they have received very positive ~ 
and caring a.uention t0 emoticmal needs. 

14. Ase b1:e}y to be comfortzble in ac!mowledging that they "D(}NT J!:NOTr. 

15. Are less likely to get into ematiom.l .. games .. with others. 

16. Arc more incliDed t0 care for self. 

17 Are often more willing to mlo: on responsibility, while not accepting such rcsponst1rility blindly. 

1 t .A.re more likely to display emhusias:m about new appornmities. 

19. Are more lilcdy to be willing r.o take on these new oppott1Jltioes. persevere with them. me de\ielop 
n~utl:ms. 

:?O. Have an awa~ess of theu- own sicill.s:ai:ri!ities.'talems in an ~g and noo-arrogaxr: v..x:,·. 

1!. A."': more likci}' to ":le able r.o CX?>ress.. r.uber than~ their emotioDS. 
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APPENDIXB 

PARENT AL PERMISSION FORM 
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Dear Parent or Guardian 

Jolimont Primary School 
Hay St 
JOUMONT 
22nd November, 1995 

I am a teacher with thP Education Department and am carrying out research in the 
area of self-esteem This research is towards a Masters degree at Edith Cowan 
University and will. I believe. be of educational benefit as tt1ere appears to be a link 
between self-esteem and school achievement 

There is a need tor an obJective measuring instrument to learn more about self­
esteem in children and it is my goal to devise a checklist ;or this purpose. 

I am seeking your permission to allow your child to participate in the study by 
responding to a seff-esteem quest:onnaire. This confidential questionnaire will 
be used as a basis for devising a checklist of self-esteem 

Your child's responses will be recorded by a number and not by name and so will 
remain anonymous. When I finally aggregate responses. there wilf be no 
possible risk of identification. 

Would you please sign the attached consent form and return it via your child's 
teacher as soon as possible. 

Your consideration is appreciated. 

Yours sincerely 

Mrs R. D. Metcalfe 

I me ......................................................... give permission for my child ................................ . 

to participate in the research being conducted by Mrs A.O. Metcalfe. 

Parent/guardian's signature: .................................... ··--·· ... Date ..................................... . 
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