
THE RELATIONSHIP BETWEEN OKLAHOMA HOME 

ECONOMICS TEACHERS' SELF-ESTEEM AND 

THEIR CLASSROOM INTERACTION 

By 

CHERYL L. LEE 

Bachelor of Science 
Oklahoma State University 

Stillwater, Oklahoma 
1973 

Master of Science 
Oklahoma State University 

Stillwater, Oklahoma 
1977 

Submitted to the Faculty of the 
Graduate College of the 

Oklahoma State University 
in partial fulfillment of 

the requirements for 
the Degree of 

DOCTOR OF PHILOSOPHY 
May, 1992 





Olrlalroma St~tc Univ. library 

THE RELATIONSHIP BETWEEN OKLAHOMA HOME 

ECONOMICS TEACHERS' SELF-ESTEEM AND 

THEIR CLASSROOM INTERACTION 

Thesis Approved: 

Dean of the Graduate College 

ii 



C 0 P Y R I G H T 

by 

Cheryl Lynn Payne Lee 

May, 1992 



ACKNOWLEDGMENTS 

I wish to express my sincere gratitude to the members 

of my doctoral committee, Dr. Elaine Jorgenson, Dr. James 

Key, and Dr. Kenneth St. Clair, for their helpful sugges­

tions, time, and encouragement throughout my graduate pro­

gram. These advisors positively influenced not only my dis­

sertation, but also my educational views. 

Words cannot adequately express my appreciation to Dr. 

Beulah Hirschlein, my advisor, mentor, and- friend, for her 

unfailing support throughout my graduate program. I feel 

fortunate to have studied under her guidance and hope to 

live up to her high expectations throughout my professional 

career. 

I extend special thanks to Dr. William Warde for his 

statistical expertise and Pat Bowen for his word processing 

skills. In addition, appreciation is extended to Edna Ruth 

Mahaffey, State Home Economics Education Supervisor, and her 

staff for their cooperation with this study. 

Finally, I thank my husband, Rick, and our children, 

Rebecca and Justin, for their love, support, and patience. 

Without them, this degree would be meaningless; with them, 

this accomplishment, as all of life, ~s worthwhile. 

iii 



Chapter 

I. 

II. 

III. 

TABLE OF CONTENTS 

INTRODUCTION . . . . . . . . . 
Statement of the Problem. . . • • 
Purpose and Objectives. . • . 
Assumptions . • • . . . • • • • 
Limitations . . . . . . . • • . • . . 
Definition of Terms . • • • • . . . . 
summary . . . . . . • . • . • 

REVIEW OF LITERATURE . . 

Definitions of Self-Esteem. . • • • 
High and Low Self-Esteem. . • • . . • • 
Teacher Self-Esteem • . . . . • . • • • 
Teacher Classroom Interaction • . • • • • • 
Teacher Self-Esteem and Classroom 

Interaction . • • , • . . . . . • . • • • • 
Teacher Self-Esteem, Classroom 

Interaction, and Selected Teacher 
Characteristics . • . • . • • • 

Age. . . . . . • • . . . • . . 
Years of Teaching Experience . 
Teacher's Total Enrollment •. 

Summary . . • • • • • . 

PROCEDURES . 

Page 

1 

1 
6 
7 
8 
8 
9 

10 

10 
13 
15 
21 

24 

27 
27 
30 
31 
31 

36 

Research Design • • • . . . • • . • • • 36 
Population and Sample • • • . • • • • • 38 
Instrumentation • • • • • . • . . • • • . • 39 

Coopersmith Self-Esteem Inventory. 39 
Lee Classroom Interaction Inventory. . 41 
Demographic Information. . • • • • • • 43 

Data Collection • . • . • . • • • . • . . . 43 
Analysis of Data. . . . . . • • . . . . . . 45 

Comparison of Initial and Follow-Up 
Respondents. • • . . • • . • • • 48 

Factor Analysis Procedures . • • • • • 48 
Analysis of Research Objectives. • 49 

Summary . . . . . . . . . . . . . . . . . . 49 

iv 



Chapter 

IV. 

v. 

Page 

FINDINGS 51 

Description of Respondents. • • . . 51 
Comparison of Initial and Follow-Up 

Respondents • • • • . . • . . . • • • 55 
Factor Analysis Procedures. • • • • 55 

Self-Esteem Items. • . . . • . 58 
Classroom Interaction Items. . 59 

Analysis of Research Objectives . . . • • . 59 
Teacher Self-Esteem and Classroom 

Interaction. • . • ., • . . . • • 62 
Teacher Self-Esteem and Selected 

Teacher Characteristics. . . . . 69 
Teacher Classroom Interaction and 

Selected Teacher Characteristics 74 
Teacher Self-Esteem, Classroom 

Interaction, and Educational 
Achievement. • • • . . . • • 78 

summary . • . . . . 81 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS. 82 

summary and Discussion. • • • . . . • • 82 
Objectives • • . . • . . . • . • • 82 
Research Design. • • . . . . . 82 
Population and Sample. 83 
Instrument . . . . • • . . . . 83 
Data Collection. . • • • . • . 84 
Analysis of Data . • • • . • • 85 
Discussion of the Results. . . . • • . 85 

conclusions and Implications. . . . • • 95 
Recommendations for Further Research. . 98 

REFERENCES. 101 

APPENDIXES .. . . . . . 108 

APPENDIX A - CORRESPONDENCE. . . . . ' . . . . . . 109 

APPENDIX B - QUESTIONNAIRE . 112 

APPENDIX C - INSTITUTIONAL REVIEW BOARD 
APPROVAL. • . • • • • . . • 117 

v 



LIST OF TABLES 

Table Page 

I. Comparison of Resp9ndents and Non-Respondents. . 46 

II. Description of Respondents . . . . . . . . . . . 53 

III. Educational Achievement of Respondents 54 

IV. Comparison of Initial and Follow-Up Respondents. 56 

V. T Test for Self-Esteem Scores of Initial and 
Follow-Up Respondents. • • . . . . . • 57 

VI. 

VII. 

VIII. 

T Test for Classroom Interaction Scores of 
Initial and Follow-Up Respondents. • . . 

Factor Loadings by Factor and Item on the 
Coopersmith Self-Esteem Inventory •... 

Factor Loadings by Factor and Item on the 
Lee Classroom Interaction Inventory ... 

IX. Mean Scores on-the Coopersmith Self-Esteem 
Inventory and the Lee Classroom Interaction 

57 

60 

61 

Inventory. . . . . . . . . . . . . . . . . . . 62 

X. 

XI. 

Frequency Distribution of Scores on the 
Coopersmith Self~Esteem Inventory •.. 

Frequency Distribution of Scores on the 
Lee Classroom Interaction Inventory .• 

64 

65 

XII. Positive Responses to Items on the Self-Esteem 
Inventory in Decreasing Order of Frequency . • 66 

XIII. Positive Responses to Items on the Interaction 
Inveutory in Decreasing Order of Frequency 68 

XIV. Pearson r Correlation Between Scores on the 
Coopersmith Self-Esteem Inventory and 
Lee Classroom Interaction Inventory. • • . 69 

XV. Analysis of Variance for Teacher Self-Esteem 
and Age. • • • • . . • • • . • • • • • 70 

vi 



Table Page 

XVI. Teacher Self-Esteem Means Compared Among Age 
Groups . . . . . . . . . . . . . . . . . . . 71 

XVII. Analysis of Variance for Teacher Self-Esteem 
and Years of Teaching Experience • • • • . . 72 

XVIII. Teacher Self-Esteem Means Compared Among 
Teaching Experience Groups . • • . • . 

XIX. Analysis of Variance for Teacher Self-Esteem 

72 

and Total Enrollment • . . ,. • . . • • • • . 73 

XX. Teacher Self-Esteem Means Compared Among 
Total Enrollment Groups. • . . • • • . 

XXI. Analysis of Variance for Teacher Classroom 

74 

Interaction and Age. . . • • • . • • 7 5 

XXII. Teacher Classroom Interaction Means 
Compared Among Age Groups. . . • • 75 

XXIII. Analysis of Variance for Teacher Classroom 
Inter~ction and Years of Teaching 
Exper1ence. .. • • • . • • • • • • • • • 76 

XXIV. Teacher Classroom Interaction Means Compared 
Among Teaching Experience Groups • . . . 77 

XXV. Analysis of Variance for Teacher Classroom 
Interaction and Total Enrollment . . • • 77 

XXVI. 

XXVII. 

Teacher Classroom Interaction Means 
Compared Among Total Enrollment Groups 

Teacher Self-Esteem Means by Educational 
Achievement. . • • • . • • • • • • . • 

XXVIII. T Test for Self-Esteem Scores by Educational 
Achievement. • . • . • • • • . • . . 

XXIX. Teacher Classroom Interaction Means by 

78 

79 

80 

Educational Achievement. • • • • • • 80 

XXX. T Test for Classroom Interaction Scores by 
Educational Achievement. . • • . . . • • 80 

XXXI. Summary of Analyses. • • • • • • • • • • . • • 86 

vii 



CHAPTER I 

INTRODUCTION 

No printed word nor spoken plea 
Can teach young minds what men should be, 
Not all the books on all the shelves 
But what the teachers are themselves. 

Anonymous (Purkey, 1970, p. 45) 

A basic assumption of the theory of self-esteem is that 

people behave according to their beliefs (Purkey, 1970). If 

this is true, it then follows that a teacher's beliefs about 

himself/herself are crucial factors in determining the 

teacher's actions and effectiveness in the classroom. 

In addition to self-esteem, a teacher's interaction in 

the classroom is also related to teaching effectiveness. 

This was noted years ago by Barr (1961) as he emphasized the 

importance of teachers' classroom interaction in the 

teaching/learning process. He stated that the interactions 

between teachers and students w~re the focal points of 

teaching and one of the critical factors in teaching effec-

tiveness. 

Statement of the Problem 

Ho~ important is self-esteem in the context of teach­

ing? Research indicated that teachers with high self-esteem 

were likely to be happier, more productive, and more effec-

1 
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tive in the classroom (Jersild, 1955; Mellin & Forbes, 1989; 

Purkey, 1970; Schultz & Hausafus, 1982; Thomas, 1980). 

Combs (1965) believed that effective teachers had high self-

esteem. He wrote: 
~ ' 

~ood teachers see themselves as worthy rather than 

unwor~hy. The good teacher sees himself as a per-, 

son of consequence, dignity, integrity and worthy 

of respec::t; as opposed to.bein~ a person of little 

consequence who can be overlooked, discounted, 

whose dignity and integrity do not matter. 

(p. 70) 

In his research, Combs: (1965) found that effective 

teachers could be distinguf$hed from ineffective teachers on 
·,' 

the basis of their attitudes about themselves and others. 

He further indicated that a. teacher's effectiveness was not 

necessarily dependent on his/her knowledge or methodology 

but rather on how the teacher viewed his/her "self." 

A pioneer in emphasizing the importance of the atti-

tudes that teachers held about themselves, Jersild (1955) 

stated that the self-understanding of teachers was a neces­

sary factor in coping with feelings and becoming more effec~ 

tive in the classroom~ He argued that teachers' personal 

problems often interfered with their effectiveness in teach­

ing; tQerefore, an understanding of the·influence of teach-

ers' attitudes and feelings concerning ."self"· was vital in 

working with students. 
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In noting the five basic personal qualities of a suc­

cessful teacher, Harmer {1969) listed a healthy self-concept 

first. Like Harmer, Doherty {1980) felt that self-esteem 

was important in the context of teaching. He concluded from 

his study that self-esteem was related to a teacher's mental 

health and general efficiency. Doherty further noted that a 

teacher's teaching behavior could not be separated from his/ 

her personal adjustment. Rather, the teaching behavior was 

an extension of the teacher's everyday behavior, which was 

determined largely by his/her self-esteem. 

In addition to being related to teaching effectiveness, 

teacher self-esteem is closely related to student self­

esteem (Jersild, 1955; Purkey, 1970; Tonelson, 1981). Evi­

dence indicated that those teachers with the clearest and 

most positive sense of self were in the best position to 

facilitate the development of high self-esteem in their stu­

dents. It seems there is a definite relationship between 

the way individuals view themselves and the way they view 

others. Those who accept themselves tend to be more accept­

ing of others, while those who reject themselves hold a cor­

respondingly low opinion of others {Purkey, 1970). 

Teachers cannot begin to understand and help others 

unless they understand themselves {Tonelson, 1981). It is 

only through a teacher's understanding and acceptance of 

self that hefshe is able to help students gain healthy atti­

tudes of self-acceptance (Jersild, 1955). Therefore, when 

teachers possess high self-esteem themselves, they are bet-



ter able to facilitate the development of high self-esteem 

in their students. 

4 

Like teacher self-esteem, teacher classroom interaction 

is related to teaching effectiveness {Check, 1986; Hart, 

1987; McLaughlin & Talbert, 1990; Perrott, 1982; Wassermann, 

1982). Flanders {1970) investigated the effect of direct 

versus indirect teacher behavior. According to Flanders, 

direct teaching was characterized by teacher reliance on 

lecture, criticism, justification of authority, and giving 

directions. Indirect teaching was characterized by teacher 

reliance on asking questions, accepting students' feelings, 

acknowledging students' ideas, 'and giving praise and encour­

agement. Flanders found that students of teachers using an 

indirect style of interaction made superior gains in 

achievement and had better attitudes toward learning. 

Other researchers have reached similar conclusions 

regarding the relationship between teacher classroom inter­

action and teaching effectiveness. Perrott {1982) stated 

that teachers' verbal and nonverbal classroom interaction 

behaviors affected teaching effectiveness. Check {1986) 

concluded in his study that effective communication in 

teaching was an essential trait for effective teaching, 

while two of the most negative teacher qualities were the 

inability to communicate and aloofness. Wassermann {1982) 

stated tnat teachers' sustained use of directive interac­

tions promoted pupil dependence, seriously impairing stu­

dents' abilities to make decisions. On the other hand, when 
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teachers used a high proportion of interactions requiring 

higher level pupil thinking and reflection, students learned 

to become more self-initiating, self-reliant, thoughtful, 

and capable of making independent, reasoned decisions. Hart 

{1987) noted that a low quality and quantity of teacher 

interaction in the classroom may negatively influence intel­

lectual development, learning, and the development of inter­

personal skills. 

In addition to being related to teaching effectiveness, 

teacher classroom interaction is also related to student 

self-esteem (Battle, 1981; Berliner, 1985; Henjum, 1983; 

Kostelnik, Stein, & Whiren, 1988; Silvernail, 1985). The 

teacher is the most significant person affecting children's 

feelings of self-worth after they enter school (Battle, 

1981), and the nature and frequency of teachers' interac­

tions with students directly influence students' self-esteem 

{Berliner, 1985; Silvernail, 1985). Teacher verbalizations 

significantly influence the degree to which students per­

ceive themselves as worthy and competent or the opposite 

(Kostelnik, Stein, & Whiren, 1988). 

Staines {1958) found that teachers who used democratic 

methods, made positive comments, and gave consideration to 

students' self-esteem increased the self-esteem of their 

students. However, teachers who emphasized correctness of 

subject ~atter and did not recognize the important role of 

self-esteem in the educational process were associated with 

students who exhibited insecurity and maladjustment. Thus, 



it appears that the manner in which teachers interact with 

students significantly affects students' self-esteem. 
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It seems, then, that teacher self-esteem is related to 

teaching effectiveness and student self-esteem. Likewise, 

teacher classroom interaction is related to teaching effec­

tiveness and student self-esteem. Although many studies 

have explored students' self-esteem, few have investigated 

teachers' self-esteem. Because both teacher self-esteem and 

teacher classroom interaction affect teaching effectiveness 

and student self-esteem, there is a need to determine wheth­

er a relationship exists between teacher self-esteem and 

teacher classroom interaction. There is also a need to 

determine whether teacher self-esteem and teacher classroom 

interaction are influenced by other identifiable teacher 

characteristics. 

Purpose and Objectives 

The purpose of this study was to examine the relation­

ship between home economics teachers' self-esteem and their 

classroom interaction and to determine whether teacher self­

esteem and classroom interaction varied according to selec­

ted teacher characteristics. Specific objectives of this 

study were to: 

1. Assess the relationship between teacher self-esteem 

- and teacher classroom interaction. 

2. Determine whether teacher self-esteem varied accor­

ding to: 



a. age, 

b. years of teaching experience, and 

c. teacher's total enrollment. 

3. Determine whether teacher classroom interaction 

varied according to: 

a. age, 

b. years of teaching experience, and 

c. teacher's total enrollment. 

Assumptions 

7 

A questionnaire was used to gather data for this study. 

The accompanying cover letter was signed by the Oklahoma 

Home Economics Education State Supervisor; and the cover 

letter, questionnaire, and a return envelope were mailed 

with a packet of materials from the state supervisor. It 

was assumed that the state supervisor's endorsement and the 

association of the questionnaire with materials from the 

state supervisor motivated teachers to respond to the ques­

tionnaire. 

The time of year in which the data were gathered was 

assumed to be indicative of the normal school year and 

therefore, indicative of teachers' usual self-esteem and 

classroom interaction. In addition, it was assumed that the 

home economics teachers in this study were normally func­

tioning ~dults who responded accurately and honestly to the 

questionnaire. 



Limitations 

This study involved a random sample of secondary voca­

tional home economics teachers who were teaching home eco­

nomics in Oklahoma during the 1991-92 school year. There­

fore, results may not be generalized beyond the secondary 

level or to other states. 

The information used in this study was gathered by a 

self-report instrument. Therefore, the quality of the data 

was limited to the accuracy and honesty of the respondents. 

8 

Pilot testing the Lee Classroom Interaction Inventory 

(LCII), which was developed by the author, indicated that 

the instrument was valid and reliable. However, conclusions 

regarding validity and reliability of the LCII were limited 

to this preliminary examination, and the inventory should be 

further analyzed to assure its validity and reliability. 

Although no known unusual events which may have influ­

enced teachers' responses occurred during the data collec­

tion phase of the study, it can't be known for sure whether 

such an event indeed occurred and affected teachers' respon­

ses. 

Definition of Terms 

The following terms are defined as they were used in 

this study. 

1. Self-esteem is the individual's feeling of personal 

worth and his/her evaluative attitude toward 



himself/herself in social, academic, family, and 

personal areas.of experience as measured by the 

Coopersmith Self-Esteem Inventory (Coopersmith, 
' ' 

1981) . 

9 

2. Teacher classroom- interaction is behavior exhibited 

by teachers in initiating or responding to student 

communication. 

Summary 

Chapter I provided an introduction and statement of the 

problem of this study, followed by the purpose, objectives, 

assumptions, and limitations of the study. The chapter con­

cluded with a definition of terms. Chapter II presents a 

review of literature related to self-esteem, teacher class­

room interaction, and selected teacher characteristics. 



CHAPTER II 

REVIEW OF LITERATURE 

The review of literature includes six areas related to 

the study. The chapter begins with a review of various def­

initions of self-esteem, followed py a section which distin­

guishes high and low self-esteem. The,review also contains 

a discussion of the research related to teacher self-esteem, 

teacher classroom interaction, teacher self-esteem as it 

relates to teacher classroom interaction, and teacher self­

esteem and classroom interaction as they relate to other 

selected teacher characteristics. The review concludes with 

a summary. 

Definitions of Self-Esteem 

Before beginning a review of the literature, it was 

important to define the term, self-esteem. This was diffi­

cult, because as Wells and Marwell {1976) noted, "Self­

esteem is a deceptively slippery concept about which there 

is a good deal of confusion and disagreement" (p. 5) • 

Although many psychologists and educators used the terms 

"self-esteem" and "self-concept" interchangeably, this study 

distinguished between the two. 

10 



According to Beane and Lipka (1984), self-concept 

referred to the description an individual attached to 

himself/herself based on the roles played and personal 

attributes believed to be possessed. For example, the 

statement, "I am tall," expressed the self-concept as it 

involved a description of self. Self-esteem, on the other 

hand, referred to the evaluation one made of the self-

concept de~cription and to th~ level of satisfaction 

attached to that description (Beane & Lipka, 1984). In 

contrast to the statement above, the statement, "I am too 

tall," reflected the self-esteem as it involved an 

evaluation of the self-concept description. 

Self-esteem can also be defined as a psychological 

relationship between different sets of attitudes. over 100 

years ago, James (1890) conceptualized self-esteem as a 

ratio of actualities to supposed potentialities in his 

equation: 

11 

self-esteem = pretension 
successes (p. 310). 

James seemed to use the term, pretensions, as aspirations or 

intentions, therefore having similar meaning as the term, 

potentialities. His definition involved two sets of atti­

tudes: how a person might be with respect to some quality 

or ability and how the person actually perceived himself/ 

herself to be. 

Rosenberg (1965) defined self-esteem as the evaluation 

which the individual made and customarily maintained with 



regard to himself/herself. He added that self-esteem 

expressed an attitude of approval or disapproval. 

12 

Wells and Marwell (1976) publishedean extensive survey 

of research that had been completed by the mid-1970's in the 

area of self-esteem. Their review contained over 500 

references and a summary of several authors' definitions of 

self-esteem. 

Silvernail (1985} distinguished between self-concept 

and self-esteem by noting that self-concept could be defined 

as the way individuals perceived themselves and their 

opinions regarding how others perceived them. As such, the 

self-concept was multifaceted. Self-esteem, on the other 

hand, was the evaluative dimension of self-concept. While 

the self-concept described an individual's perceptions, the 

self-esteem evaluated those perceptions. 

According to Searcy (1988), the self-concept consisted 

of the ideas a person had about himself/herself and an 

assessment of skills and traits possessed, while an individ­

ual's self-esteem involved how much that individual felt 

he/she was worth. 

According to Coopersmith (1967), the self-concept rep­

resented the totality of perceptions an individual held 

about himself/herself. As such, the self-concept was multi­

dimensional, and one of those dimensions was self-esteem. 

Self-esteem referred to the evaluation a person made and 

customarily maintained with regard to himself/herself. 

Self-esteem expressed an attitude of approval or disapproval 
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and indicated the extent to which a person believed 

himself/herself to be capable, significant, successful, and 

worthy. In short, a person's self-esteem was a judgment of 

worthiness that was expressed by the attitudes held toward 

the self. It was a subjective experience conveyed to others 

by verbal reports and other overt expressive behavior. 

High and Low Self-Esteem 

It is generally accepted that high self-esteem is bet­

ter than low self-esteem, but why is this so? Research 

indicated that individuals who possessed high self-esteem 

were happier and more effective in meeting environmental 

demands than were persons with low self-esteem (Coopersmith, 

1967; Rosenberg, 1965). Inqividuals with high self-esteem 

liked themselves and consequently felt important, capable, 

and successful (Briggs, 1975; Weinhold & Hilferty, 1983). 

Such individuals were also more likely to possess inner 

peace and good men~al health (Shepard, 1979; Vogel, 1974). 

In his study, Coopersmith (1967) found that persons 

with high self-esteem appeared to be "personally effective, 

poised, and competent individuals who were capable of inde­

pendent and creative actions" (p. 249). They were less anx­

ious, more socially skilled, and able to deal with demands 

in a direct and incisive manner. Conversely, persons with 

low sel~-esteem believed they were powerless and felt 

"isolated, unlovable, incapable of expressing and defending 

themselves, and too weak to confront and overcome their 
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deficiencies" (p. 250). They tended to withdraw from others 

and suffered consistent feelings of distress. 

Rosenberg (1965) defined high and low self-esteem as 

follows: 

When we speak of high Self-Esteem, then we shall 

simpl,y mean that the individual respects himself, 

considers himself worthy; he does not necessarily 

consider himself better than others, but he defi­

nitely does not consider himself worse; he does 

not feel that he is the ultimate in perfection, 

but on the contrary, recognises [sic] his limita­

tions and expects to grow and improve. Low Self­

Esteem, on t~e other hand, implies self-rejection, 

self-dissatisfaction, self-contempt. The individ­

ual lacks respect for the self he observes. The 

self-picture is disagreeable, and he wishes it 

were otherwise. (P•, 22) 

In his study of 5000 adolescent boys from ten high 

schools in New York, Rosenberg (1965) found that individuals 

low in self-esteem seemed to be more anxious and to suffer 

more psychosomatic symptoms than the average. In addition, 

the adolescents w~th lower self-esteem tended to be more 

sensitive, easily hurt, self-critical, and awkward in social 

relationships. In general, adolescents with low self~esteem 

tended to see the social environment as hostile and threat­

ening, and they were less trusting in other people. 



Like Rosenberg, Critelli (1987) noted that adolescents 

with low self-esteem were more prone to depression and psy­

chosomatic symptoms, more shy, less secure, and more easily 

hurt by criticism than those'with high self-esteem. In 

addition, they were less activ~ in extracJ.Irricular activi-
' ' ' 

ties and less likely to'show leadership abilities. 

Murstein (1973) contended that self~esteem was a nego-

15 

tiable asset in ~he social world, and those with higher lev­

els of self-esteem were usually considered more desirable as 

potential spouses than those with lower self-esteem. 

In his hierarchy of n'eeds, Maslow (1970) maintained 

that as long as self-esteem needs were not met, one could 

not adequately attend to the challenge of meeting higher 

level needs. 

After completing an extensive review of self-esteem 

research, Wells and Marwell (1976) concluded that in gen-

eral, high self-esteem was' assumed to be related to healthy 

behavior and good adjustment,. Low self-esteem, on the_ other 

hand, was associated with a lack of self-confidence, depen­

dence on others, shyness, defensiyeness,· lack of imagination 

and creativity, value conformity, lack of flexibility, and 

authoritarianism.· 

Teacher Self-Esteem 

In general, research indicated that a teacher's per­

sonal behavior, teaching behavior, and ultimate~y teaching 

effectiveness were determined largely by his/her self-esteem 



(Combs, 1965; Doherty, 1980; Purkey, 1970). Research fur­

ther indicated that teachers significantly influenced the 

personal growth and self-es~eem of their students (Gorrell, 

1990; Jersild, 1955; Pine & . Boy., 1979; Ruben, 1986; Silver­

nail, 1985; Wagner, 19.83)'·. Although many studies have 

explored self-esteem in children and ad.o.lescents, few have 

investigated teacher self-esteem (Doherty, .. 1980; Gurney, 

1987) . 

16 

Of those existing studies 'concerning teacher self­

esteem, some emphasized the importance· of teacher self­

esteem as it related to students' self-esteem. For example, 

a three-year study utilizing a control group was conducted 

to determine whether the use of a self-esteem program in a 

school could significantly impact student self-esteem 

(Reasoner & Gilberts, 1988}.. Results showed that teacher 

self-esteem proved to be.a·significant factor in building 

student self-esteem. 

Silvernail (1985) also noted the relationship of 

teacher self-esteem to students' self-esteem. He stated 

that teachers with hig~ self-e~teem project~d this image to 

their students and provided valuable role models for them. 

Teachers who had realistic conceptions. ·of themselves helped 

students make realistic self-assessments, thereby enhancing 

students' self-esteem. 

Although Black (1991} noted that a student's self­

esteem was influenced primarily by his/her family, she 

acknowledged the importance of teacher self-esteem in pro-
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viding a classroom atmosphere that enhanced student self­

esteem. In conducting a study on self-esteem for a school 

district, Black abstracted and synthesized over 100 publica­

tions concerning self-esteem. She concluded from this 

review of the literature that the best way for teachers to 

enhance a student's self-esteem was to foster an environment 

in which individuals were always respected and valued, an 

environment more likely to be provided by a teacher possess­

ing high self-esteem. 

According to Purkey (1970.), a teacher needed positive 

and realistic attitudes about himself/herself before he/she 

could reach out and help others. Conversely, teachers who 

rejected themselves and possessed low self-esteem tended to 

have correspondingly low opinions of those around them. 

Therefore, teachers with high self-esteem were more likely 

than those with low self~esteem to enhance the self-esteem 

of their students. 

Wolf and Schultz (1981) investigated the relationship 

between teacher self-concept, which appeared to be inter­

changeable with this study's definition of self-esteem, and 

characteristics of the teacher as a helping person. Results 

indicated that how a teacher felt about himself/herself 

affected his/her interaction with others. If a teacher did 

not have a high level of self-esteem, then that teacher was 

less able to impart the value of interpersonal caring to 

others, a value Wolf and Schultz contended was central to 

the mental health of all individuals. 
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Other studies have investigated the effect of teacher 

self-esteem as it related to teaching adjustment and perfor­

mance. Crane (1974) found a significant relationship 

between teachers' acceptance of th~mselves and adjustment to 

teaching. His sample cons'isted of three groups of student 

teachers: students who appeared to be well adjusted to the 

student teaching course and teaching, those who had consid­

ered withdrawing from the student teaching course and 

appeared less well adjusted, and students who were unable to 

adjust to student teaching and had withdrawn. The third 

group had significantly lower opinions of themselves and 

others than the two groups who remained in the student 

teaching course. crane's research suggested that those stu­

dents who possessed high self-esteem were more likely to 

adjust successfully to a teaching career. 

Schultz and Hausafus (1982), who appeared to define 

self-concept as this study defined self-esteem, investigated 

the relationship of college faculty self-concept to produc­

tivity, as reflected by number of grants, publications, and 

job offers. With 238 home economics college faculty members 

in their sample, Schultz and Hausafus found that the more 

positive the self-concept, the more productive the faculty 

members were. 

Vukovich and Pfeiffer (1980), also utilizing the term 

self-concept as this study defined self-esteem, contended 

that competence in self-appraisal was a necessary skill for 

the professional growth of teachers. They investigated the 



relationship between the self-concepts and self-evaluation 

skills of 39 pre-service teachers. They found that those 

pre-service teachers with higher self-concepts were more 

accurate self-evaluators than those with lower self­

concepts. 
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Pozarny (1990) investigated the relationship between 

teacher self-esteem-and teacher attitudes toward peer coach­

ing, a process in which teachers observed peers and provided 

feedback in order to improve instruction. Pozarny hypothe­

sized that teachers with high self-esteem would be more 

willing than those with low self-esteem to participate in 

the peer coaching process. Upon completion of her study, 

she concluded that one dimension of teacher self-esteem, 

successfulness, affected teachers' attitudes toward the ben­

efits of peer coaching, while another dimension of teacher 

self-esteem, pride, did not reliably predict teachers' atti­

tudes toward or willingness to participate in peer coaching. 

Doherty (1980) investigated the relationship between 

self-esteem and teaching performance in a group of 174 stu­

dent teachers. He found that students with low levels of 

self-esteem experienced more psychosomatic symptoms and pos­

sessed a more unstable self-concept than students with high 

self-esteem. In addition, students with low self-esteem 

were rated as less competent student teachers, were less 

integrated socially with other members on the staff, and 

experienced a higher degree of stress during their student 

teaching experience. Finally, these student teachers seemed 
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to encounter more emotional problems stemming from teaching 

practice and were absent from their teaching experience more 

often than those student teachers with high self-esteem. 

Doherty concluded that self-esteem was an important dimen­

sion in teaching performance. 

The value of a self-esteem enh~ncing seminar for 

prospective teachers has also be~n explored. Donnelly 

{1990) investigated the immediate and longer-term effects of 

a one-time, taped self-esteem seminar on the self-esteem of 

72 college students enrolled in an undergraduate teacher 

preparation program. Students completed the Coopersmith 

Self-Esteem Inventory prior to, after, and 21 days after 

viewing the taped, self-esteem seminar. Upon analysis of 

the data, Donnelly concluded that a 30-minute, one-time 

self-esteem seminar had no effect on improving prospective 

teachers' self-esteem. 

Are there differences in the self-esteem of teachers 

who respond to an initial questionnaire and those who 

respond later to a follow-up questionnaire? Green {1991) 

investigated demographic, attitudinal, and,response­

completion differences among initial and follow-up 

respondents to a mail survey sent to 600 elementary and 

secondary teachers. After interviewing 25 nonrespondents, 

Green concluded that delay of response was associated with 

lower interest in the topic being investigated and lower 

self-perception of the skills being examined. Perhaps, 

then, teachers who respond promptly to a mailed question-



naire possess higher self-esteem than those teachers who 

respond later to a follow-up questionnaire. 

Te~cher Classroom Interaction 
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Research indicated that teac~er classroom interaction 

was related to teaching effectiveness (Check, 1986; Hart, 

1987; McLaughlin & Talbert, 1990; Perrott, 1982; Wassermann, 

1982). Tonelson (1981) noted that the psychological envi­

ronment of the classroom was created from the interactions 

that teachers and students had with each other. Tonelson 

contended that classrooms with a healthy psychological envi-

ronment were: (1) warm, i.e., each individual student felt 

hefshe was respected as a unique individual; (2) accepting, 

i.e., students were accepted as worthy individuals; and 

(3) permissive, i.e., students were allowed the freedom to 

explore and be themselves. Tonelson concluded that class­

rooms with healthy psychological environments were informal, 

friendly, and managed by teachers who viewed themselves as 

facilitators rather than directors. 

Deibert and Hoy (1977) distinguished between two types 

of classroom atmospheres: the custodial climate, which was 

characterized by concern for maintenance of order, prefer­

ence for autocratic procedures, and impersonalness; and the 

humanistic climate, which was characterized by democratic 

procedur~s, student participation in class, personalness, 

flexibility, and teacher-student interaction. Deibert and 

Hoy found that students in humanistic environments demon-



strated higher degrees of self-actualization than those in 

custodial climates. 

Although meaningful relationships with teachers are 

essential for effective learning, Hart (1987) noted that 

some teachers generally failed to provide a sufficiently 

healthy classroom climate that promoted good relationships 

with students. Goodlad (1983) also noted the scarcity of 

meaningful teacher-student relationships in his study 

involving 1000 schools. He found that teachers spent only 

an average of seven minutes per day in one-on-one interac­

tions with students. 

22 

As a result of his studies concerning teacher and stu­

dent interactions in the classroom, Flanders (1970) con­

cluded that most classrooms were characterized by too much 

teacher talk and not enough student talk. He felt teachers 

should be more indirect in their teaching, i.e., question 

more, lecture less, and accept, praise, and make instruc­

tional use of ideas and feelings expressed by students. 

Wassermann (1982) stated that teacher interaction which 

was predominantly directive and judgmental promoted pupil 

dependence and dampened student creativity. Conversely, 

when teacher interaction required higher level pupil think­

ing and reflection, students became more autonomous, i.e., 

more self-reliant, self-initiating, and more capable of mak­

ing independent, reasoned decisions. 

Wragg (1982) studied the relationship between teacher 

interaction behaviors and student classroom behavior. He 



found significant correlations between teacher sensitivity 

and sustained student talk, teacher warmth and frequency of 

student questions, and teacher insecurity and frequency of 

teacher classroom commands. 
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Some studies concerning characteristics of effective 

teachers described effective te,achers in terms of the types 

of interaction behaviors they exhibited. Seif (1979) 

described effective teachers as those who used personalized 

approaches in their teaching. Classrooms of such teachers 

were generally characterized by a highly structured yet 

informal style of teaching. McLaughlin and Talbert (1990) 

added that teachers of such personalized environments inter­

acted extensively with students and maximized student 

involvement in the classroom. After analyzing more than 700 

research papers, Langlois and Zales (1991) described an 

effective teacher as one who involved students in instruc­

tion and created a supportive, cooperative classroom envi­

ronment. 

Combs (1965) described effective teachers as helping 

rather than dominating, understanding rather than condemn­

ing, and accepting rather than rejecting. _Effective teach­

ers valued and encouraged interaction, experimentation, and 

flexibility. In providing effective learning environments, 

these teachers dispensed with rigid controls, conformity, 

and externally imposed concepts of order. 

Like Combs, Check (1986) studied unique traits pos­

sessed by both effective and ineffective teachers. Results 
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from his study revealed that effective communication in 

teaching, use of humor in the classroom, and availability 

for providing extra help were among the essential interac­

tion behaviors for effective teaching. Among the most nega­

tive teacher interaction behaviors were inability to commu­

nicate, aloofness, and insensitivity to student needs. 

Purkey (1970) noted teacher interaction behaviors which 

were particularly important in creating a classroom environ­

ment conducive to developing high self-esteem in students. 

Among these were behaviors which projected warmth and 

respect for students. Teachers who were characterized as 

warm, friendly, understanding, and tolerant promoted feel­

ings of worth in their students. Likewise, teacher behav­

iors which projected respect for students enhanced the 

development of self-esteem in students. 

Teacher Self-Esteem and Classroom 

Interaction 

Teacher self-esteem is related to teacher classroom 

interaction and ultimately to a teacher's ability to provide 

an effective classroom learning environment {Beane, Lipka, & 

Ludewig, 1980; Canfield, 199~; Henjum, 1983; Thomas, 1980; 

Tonelson, 1981; Wolf & Schultz, 1981). Wagner (1983) 

stressed the importance of teacher self-esteem to teacher 

classroom interaction, emphasizing the ultimate effect of 

both on the classroom environment. 
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Tonelson (1981), using the term self-concept as this 

study utilized the term self-esteem, stated that only a 

teacher with a positive self-concept could interact with 

students in such a way as to provide a warm and accepting 

classroom environment. He described' this type of classroom 

atmosphere as psychologically healthy, maintaining that only 

teachers with high self-esteem could provide such a class­

room environment. Teachers with low self-esteem, on the 

other hand, were more likely to produce disinterest, anxi­

ety, hostility, and limited achievement by students 

(Canfield, 1990; Henjum, 1983). 

Like Tonelson, Whisler (1991) felt that a teacher's 

state of mental health, which she defined as this study 

defined teacher self-esteem, was the key to a teacher's 

ability to provide an effective learning environment for 

students. Whisler also noted the importance of teacher 

interaction with students in enhancing students' self 

esteem. 

Burns (cited in Thomas, 1980) investigated the rela­

tionship of teacher self-attitudes to preferred teaching 

approaches. He found that those teachers with positive 

attitudes toward themselves preferred a personalized, 

unstructured teaching approach. Conversely, those teachers 

with less favorable attitudes toward themselves preferred 

more formal, structured, and less personalized approaches. 

It seemed, then, that teachers with lower self-esteem were 
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more likely to utilize teaching methods which defended their 

vulnerable personality structures. 

Like Burns, Trowbridge (1973) attempted to relate 

teacher self-concept to the actual practice of teaching. 

She found that teachers with- lower self-concepts talked more 

while allowing their students to talk less during class and 

spent considerably more time on routine matters than did 

teachers with high self-concepts. Conversely, teachers with 

high self-concepts delegated routine tasks to individual 

students, which left the teacher and rest of the class free 

to pursue learning activities. In addition, teachers with a 

low self-concept were more likely to use lower levels of 

cognitive processes with studertts, while teachers with high 

self-concepts were more likely to use divergent and evalua­

tive thought proce~ses. Trowbridge concluded that teachers 

with high self-concepts were more likely than teachers with 

low self-concepts to utilize teaching styles which promoted 

effective student learning. 

Henjum (1983) investigated the relationship between 

self-actualizing teacher personality patterns, which he 

defined as similar to high self-esteem, and effectiveness 

during student teaching. He found that those teachers who 

were identified as the most self-actualizing were rated as 

more effective than those who were less self-actualizing. 

It seemed that teachers who had high self-esteem and were 

highly self-actualized were more likely than those with low 



self-esteem to communicate and interact meaningfully with 

their students. 
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Williams (1981) examined teacher self-concept and its 

influence on the classroom learning environment. Unlike the 

previous studies reported, he found no significant relation­

ship between teacher self-concept and teacher-student commu­

nication, i.e., teachers with high self-concepts were no 

more likely than teachers with low self-concepts to be per­

ceived by students as friendly, accepting, and interested in 

students. 

Teacher Self-Esteem, Classroom 

Interaction, and Selected 

Teacher Characteristics 

Are there significant relationships between a teacher's 

self-esteem or classroom interaction and that teacher's age, 

years of teaching experience, or total enrollment? Little 

research has been completed in these areas, and what has 

been done has often yielded contradictory findings (Erdwins, 

Mellinger, & Tyer, 1981). 

Research indicated that there was laqk of agreement 

concerning the relationship between self-esteem and age. 

Coopersmith (1981) stated that the self-esteem of a person 

remained relatively stable and enduring over a period of 

several years. He added that the self-esteem could be 
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affected by specific incidents or environmental changes, but 

it apparently reverted to its customary level when condi­

tions resumed their normal course. 

Erdwins, Mellinger, & Tyer (1981) compared the self­

esteem of four age groups of adult .women: 18 to 22, 29 to 

39, 40 to 55, and 60 to 75. They found that the age groups 

did not differ significantly in their levels of self-esteem. 

Other studies suggested that self-este~m did not remain 

stable throughout life but changed at different ages and 

developmental stages. Some studies suggested that women 

lost self-esteem during the mid-life years of the forties 

and fifties. Bart (1971) found that women who had focused 

their lives around childrearing were more likely to suffer a 

loss of self-esteem and become depressed when their children 

left home. In comparing homemakers and employed women who 

had entered the empty-nest years, Powell (1977) found that 

homemakers had significantly more emotional and physical 

symptoms. Likewise, Birnbaum (1975), who also compared 

homemakers and career women, found that homemakers had sig­

nificantly fewer positiv~ feelings about themselves. 

In contrast to these findings, Neugarten (1968) found 

that middle-aged women reported increased self-confidence 

and were optimistic about having more freedom to develop 

their capabilities. Jaquish and Ripple (1981) reported sim­

ilar results after assessing the self-esteem of 213 adults 

between the ages of 18 and 84. They found that the middle­

aged adults, those between 40 and 60, had.the highest self-



esteem. Likewise, Puglisi and Jackson (1980) found in a 

study of adults between the ages of 17 to 89 that the high­

est levels of self-esteem occurred during the middle years. 

Research concerning self-esteem and older age has also 

yielded contradictory results. Wallach and Kogan (1961) 

reported little difference in the levels of self-esteem of 

younger and older women, while Trimakas and Nicolay (1974) 

reported higher self-esteem in older age. However, Puglisi 

and Jackson (1980) found older persons to possess lower 

self-esteem. 
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Concerning the relationship between teacher self-esteem 

and age, Kniveton (cited in Thomas, 1980) found that younger 

female teachers and older male teachers had less positive 

self-perceptions than other age groups. 

As with teacher age and self-esteem, little research 

concerning the influence of teacher age on teacher classroom 

interaction was available. Smith (1965) found that older 

teachers viewed their role as one who should be seen and not 

heard, suggesting that they interacted less than younger 

teachers with their students. 

However, Reynolds (1980) reached a different conclusion 

after completing a content analysis of studies related to 

teacher effectiveness, of which one criterion was classroom 

interaction and involvement with students. Reynolds found 

that a teacher's age did not influence teaching effective­

ness, and therefore, classroom interaction with students. 
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Years of Teaching Experience 

Little research concerning the relationship between 

teacher self-esteem and years of teaching experience was 

located. In his study involving teacher efficacy and self­

concept, Guskey (1988) found that a teacher's years of 

teaching experience were not significantly related to 

his/her self-concept. However, as a result of their study, 

Kowalski and Weaver (1988) suggested that teachers with less 

than seven years of teaching experience were not perceived 

as outstanding, a determination made by whether or not a 

teacher possessed certain characteristics commonly associ­

ated with high self-esteem. Kowalski and Weaver reported 

that outstanding teachers had more than 16 years of class­

room experience. 

As with years of teaching experience and self-esteem, 

there were few studies completed concerning the influence of 

years of teaching experience on teacher classroom interac­

tion. In his study involving elementary and secondary 

teachers, Adams (1982) found that years of teaching experi­

ence were not significantly related to teaching style. In 

other words, teachers who utilized a direct teaching style, 

characterized by more teacher talk and less teacher-student 

interaction, continued with that style of teaching in later 

years. Likewise, teachers 'who utilized an indirect teaching 

style, characterized by less teacher talk and more teacher-



student interaction, generally continued to teach that way 

in later years. 

Teacher's Total Enrollment 
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Few studies concerning the relationship between teacher 

self-esteem or teacher classroom interaction and a teacher's 

total enrollment were located. In their study involving 

kindergarten teachers, Beckner et al. (1978) found that 

teachers with lower class sizes possessed a more positive 

self-concept than teachers with larger classes. In addi­

tion, Smith and Glass (cited in Beane & Lipka, 1984) con­

cluded that teachers with smaller classes possessed higher 

morale and liked their students better than teachers with 

larger classes. 

From his extensive synthesis of research on the effects 

of class size, Robinson (1990) found that in some instances 

more favorable teaching practices occurred in smaller 

classes than larger classes; however, in other instances, 

there were no significant differences in teaching practices 

in smaller and larger classes. In addition, Robinson found 

that several teachers whose class sizes were substantially 

reduced did not change their teaching techniques to take 

advantage of the smaller classes. 

summary 

Research indicates that self-esteem plays an important 

role in the teaching/learning process. Although self-esteem 
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and self-concept are sometimes used interchangeably, they do 

not have the same meaning. In general, self-concept is an 

individual's description of himself/herself, while self-

esteem is one's evaluation of that description. 

It is generally accepted that high self-esteem is bet-

ter than low self-esteem. Research indicates that individu-

als who possess high self-esteem are happier,, more effective 

and productive in their work, mentally healthier, less anx-

ious, more socially skilled, more well-adjusted, and more 

likely to participate in a variety of learning experiences 

than individuals with low self-esteem. In contrast, indi-

viduals with low self-esteem are more anxious, sensitive, 

self-critical, defensive, insecure, dependent, withdrawn, 

and depressed. 

Research indicates that teacher self-esteem is related 

to teaching behavior, teaching effectiveness, and student ·, ' 

self-esteem. It appears that teachers with high self-esteem 

are more likely than those with low self-esteem to perform 

effectively and to enhance the self-esteem of their stu-

dents. In addition, teachers with high self-esteem are more 

productive in their work and more accurate at self­

appraisal. Teachers with low self-esteem typically hold low 

opinions of themselves and others, report more psychosomatic 

symptoms, and experience more stress in their work. 

Like self-esteem, teacher classroom interaction is also 

related to teaching effectiveness since it is largely 

responsible for the learning environment of the classroom. 
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Research indicates that an effective learning environment is 

one in which there is teacher warmth, teacher acceptance of 

students, teacher praise and encouragement, teacher flexi­

bility, teacher sense of humor, and an indirect teaching 

approach. Teacher classroom interaction behaviors which are 

associated with less' effective learning environments include 

the sustained use of a direct style of teaching, little 

teacher-student interaction, and teacher insensitivity and 

aloofness. 

According to the research, a teacher's self-esteem 

appears to be related to that teacher's classroom interac­

tion behaviors. Teachers with high self-esteem are more 

likely to use a personalized, informal teaching approach, an 

approach which as been associated with a psychologically 

healthy learning environment. Teachers with low self­

esteem, however, seem to prefer a more formal, structured, 

and less personalized teaching approach, an approach which 

is associated with a less effective learning environment for 

students. It seems that teachers with high self-esteem are 

more likely to utilize the kinds of classroom interaction 

behaviors which are characteristic of an effective learning 

environment. 

The relationships of teacher age, years of teaching 

experience, and total enrollment to teacher self-esteem and 

teacher--classroom interaction are not clear. Concerning the 

association between age and teacher self-esteem, some 

research concludes that one's self-esteem remains fairly 
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stable and enduring throughout life, while other studies 

report that self-esteem changes at various stages in an 

individual's life. In addition, there is lack of agreement 

among those who assert that self-esteem changes over the 

life span, with some reporting an increase in self-esteem as 

one ages, while others report a decrease. 

According to the little research available, the rela­

tionship between age and teacher classroom interaction is 

not clear. One study suggests that older teachers interact 

less with students, while another concludes that a teacher's 

age does not influence his/her interaction with students. 

As with the relationship between teacher age and self­

esteem, the few studies available concerning the association 

between years of teaching experience and teacher self-esteem 

report different results. While one study concludes that 

teacher age is not significantly related to self-esteem, 

another suggests that teachers with several years of teach­

ing experience have higher self-esteem than less experienced 

teachers. 

Little research concerning the relationship between 

years of teaching experience and teacher classroom interac­

tion is available. However, one study concludes that years 

of teaching experience are not significantly related to 

teaching style, and therefore a"teacher's classroom interac­

tion behaviors. 

Few studies regarding the association between a 

teacher's total enrollment and teacher self-esteem or 
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teacher classroom interaction are available. One study, 

however, concludes that teachers with lower class sizes pos­

sess higher self-esteem, while another study suggests that 

smaller classes are associated with more teacher interaction 

with students. 

Chapter III describes the research design for this 

study, the population from which subjects were selected for 

the sample, the instruments that were used·,. the data collec­

tion method, and the statistical procedures used for data 

analysis. 



CHAPTER III 

PROCEDURES 

The purpose of this study was to examine the relation­

ship between home economics teachers' self-esteem and their 

classroom interaction. The study further sought to deter­

mine whether teacher self-esteem and classroom interaction 

varied according to teacher age, years of teaching experi­

ence, and total enrollment. This chapter presents an expla­

nation of the methods and procedures that were utilized in 

this study. The topics in this chapter include the research 

design, population and sample, instrumentation, data collec­

tion, and analysis of data. 

Research Design 

A descriptive research design was used in this study as 

this type "describes systematically the facts and character­

istics of a given population or area 'of interest, factually 

and accurately" (Isaac & Michael, 1981, p. 46}. Descriptive 

research is primarily concerned with determining the present 

status of selected phenomena and trying to discover rela­

tionships among variables (Van Dalen, 1979}. 

According to Isaac and Michael (1981}, the term, 

descriptive research, is often broadened to include all 

36 
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forms of research except historical and experimental. Isaac 

and Michael note that within this broad context, there are 

several types of descriptive studies, one of which is survey 

research. 

The purpose of survey res.earch is "to collect detailed 

information that describes exi~ting phenomena and to make 
' 

comparisons and evaluations" (Isaac & Michael, 1981, p. 46). 

According to Kerlinger (1986), "survey research studies 
. '· 

large and small populations (or'univer~es) by S!electing and 

studying samples chosen from the po~ulations to discover the 

relative inciden'ce, distribution, and interrelations of 

sociological and psychological variables" (p. 377). 

Survey research is typically concerned with the assess­

ment of attitudes and opinions, demographic information, 

pra9tices, conditions, and behaviors (Gay, 1987). Such data 

are frequently col.lected by administering questionnaires. 

In this study, information concerning home economics 

teachers' existing self-esteem, classroom interaction, and 

selected demographic characteristics was gathered. This 

descriptive study then.investigated associations among these 

conditions, seeking to determine if there was a relationship 

between teachers' self-esteem and their classroom interac-

tion behaviors. The study further sought to determine 

whether teacher self-esteem and classroom interaction varied 

according to teacher age, years of teaching experience, and 

total enrollment. 
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Population and Sample 

The population for this study consisted of all sec­

ondary vocational home economics teachers who were teaching 

vocational home economics at the secondary level in Oklahoma 

during the 1991-92 school year. The sample for this study 

was taken from this population of 482 teachers. 

Krejcie and Morgan's (cited in Isaac & Michael, 1981) 

table for determining sample sizes was utilized to determine 

an adequate sample size. From this table, it was determined 

that a sample size of 214 was desirable. It was decided 

that sampling 310 teachers would likely yield the desired 

214 responses. This sample size is larger_ than that sug­

gested by Van Dalen {1979) who encouraged the use of as 

large a sample as possible, but noted that "in descriptive 

research, a sample of 10 to 20 percent of the population is 

often used" (pp. 130-131). Thus, utilizing Krejcie and 

Morgan's table appeared to be a satisfactory means of deter­

mining an adequate sample size. 

Random sampling was ·utilized to select the subjects in 

this study. A randomized list of the names of all 482 Okla­

homa secondary vocational home economics teachers who were 

currently teaching was obtained from the Oklahoma state 

Department of Vocational-Technical Education. Each name on 

the list was assigned a number from 1 to 482. A table of 

random numbers was utilized to select the desired sample 

size of 310 from the list. To begin the selection process, 



a point on the table of random numbers was arbitrarily 

selected. From that point, names whose assigned numbers 

matched the random numbers were selected for the sample. 

The process was continued until the desired number of 310 

individuals was selected for the sample. 
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Questionnaires were sent to those 310 teachers, and 143 

responded. A follow-up questionnaire was sent to non­

respondents, and 70 more responded. A total of 213 

responses was received which was 68.7% of the sample. 

Instrumentation 

The questionnaire that was utilized in this study con­

tained three parts. The first part consisted of the Adult 

Form of the Coopersmith Self-Esteem Inventory (Coopersmith, 

1981). The second part was the Lee Classroom Interaction 

Inventory which was dev~loped by the author, and the third 

part was a section which obtained demograp~ic data. 

Coopersmith Self-Esteem Inventory 

The Coopersmith Self-Esteem Inventory (SEI) is designed 

to measure evaluative attitudes toward the self in social, 

academic, family, and personal areas of experience. In 

relation to the SEI, self-esteem refers to the evaluation ah 

individual makes of himself/herself. Self-esteem is an 

expression of approval or disapproval, indicating the extent 

to which an individual views himself/herself as competent, 



significant, successful, and worthy. In short, the self­

esteem is an individual's personal judgment of worthiness. 
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The Adult Form of the SEI is an adaptation of the orig­

inal School Form. The Adult Form is used with persons aged 

16 and older and is usually self-administered. It consists 

of 25 trait-descriptive items (e.g., "I'm a lot of fun to be 

with.") to which the subject responds by checking either 

"like me" or "unlike me." 

The self-esteem score is calculated by scoring negative 

items correct if they have been answered "unlike me" and 

positive items correct if they have been answered "like me." 

To arrive at the total score, the number of the self-esteem 

items answered correctly is summed and multiplied by four. 

This results in a maximum possible score of 100. There are 

no exact criteria for high, medium, and low levels of self­

esteem, as these will vary with the characteristics of the 

sample. For the SEI, high scores correspond to high self­

esteem. 

The SEI was originally developed in conjunction with 

Coopersmith's (1967) extensive study of self-esteem in chil­

dren. The major premise of the study was the belief that 

self-esteem is significantly related to feelings of personal 

worth and effective functioning. 

Although adequate reliability has been shown to exist 

for the -original School Form of the SEI, data are insuffi­

cient for the shorter Adult Form (Coopersmith, 1981). How­

ever, in one study of 103 college students, Bedeian, Geagud, 
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and Zmud {1977) reported Kuder-Richardson reliability esti­

mates of .74 for males and .71 for females. In the same 

study, a test-retest reliability of .80 for males and .82 

for females was reported. In the present study, Cronbach's 

alpha was calculated to estimate the internal consistency of 

the items on the SEI. A co·efficient of • 77 was obtained, 

indicating satisfactory reliability and internal consistency 

for the SEI items. 

In terms of validity of the SEI, there are again insuf­

ficient data concerning the Adult Form. When 257 university 

students were~assessed concerning their self-esteem, and 

comparisons were made with ~he Adjective Cpeck List, Bedeian 

and zmud (1977) found convergent validity to be weak. How­

ever, Crandall (cited in Coopersmith, 1981) found correla­

tions of .59 and .60 between the SEI Adult Form and the 

Rosenberg scale for colleg~ students. 

Lee Classroom Interaction Inventory 

The Lee Classroom Interaction Inventory (LCII) was 

developed by the author to determine the kinds and amount of 

teacher classroom interaction exhibited by teachers. In 

relation to the LCII, teacher classroom interaction refers 

to approaches taken by teachers in initiating or responding 

to student communication. 

The LCII was designed similar in format to the Adult 

Form of the Coopersmith SEI. The LCII, which is self­

administered, contains 25 classroom trait-descriptive items 
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(e.g., "Students are encouraged to ask questions in class.") 

to which the teacher responds by checking either "like my 

classes" or "unlike my classes." 

The LCII score is calculated in the same manner as the 

SEI Adult Form. Negative items are scored correctly if they 

have been answered "unlike my classes," and positive items 

are scored correctly if they have been answered "like my 

classes." The total score is obtained by adding the number 

of correct responses and multiplying by four. This results 

in a maximum possible score of 100. Higher scores corre­

spond to greater amounts of teacher classroom interaction. 

The items in the LCII were based on a review of the 

professional literature related to teacher effectiveness in 

terms of interaction with students, promotion of student 

academic achievement, and enhancement of student self­

esteem. Instruments relating to effective teaching perfor­

mance and interaction analysis were reviewed. The LCII was 

developed by converting the ideas in the literature into an 

inventory of items which portray teacher classroom interac­

tion behaviors. For this study, the title o.f the instrument 

was omitted when the questionnaire was administered. 

In terms of the LCII's validity, suggestions were 

accepted from committee members and statisticians. The LCII 

was first pilot-tested by three teachers representative of 

the population for the identification of common language 

usage, clarity, and its valid interpretation of the key con­

cerns of the study. Then, to measure content validity, a 
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team of professors, who were perceived as expertly qualified 

educators, reviewed the LCII. The LCII was then revised to 

incorporate suggestions made by this team of experts. Gen­

erally, the suggestions related to the need for making the 

language of the instrument more explicit in order to pre­

clude the possibility of misinterpretation. 

In order to estimate the internal consistency of the 

items on the'LCII, Cronbach's alpha was calculated from the 

data. A coefficient of .59 was obtained. Although Sonquist 

and Dunkelberg (1977) stated that a reliability level of .7 

or .8 was desirable, they noted that reliability levels of 

.5 or .6 were generally adequate. Therefore, the alpha 

value of .59 indicated adequate reliability and internal 

consistency for the LCII items. 

Demographic Information 

The third part of the questionnaire requested demo­

graphic information in order to determine whether teacher 

self-esteem and classroom interaction varied according to 

selected teacher characteristics. Demographic information 

requested included age, years of teaching experience, and 

teacher's total enrollment. 

Data Collection 

A questionnaire, cover letter, and pre-addressed, 

postage-paid return envelope were mailed with a packet of 

materials from the Oklahoma Home Economics State Supervisor 
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in November, 1991, to the 310 Oklahoma secondary vocational 

home economics teachers in the sample. One hundred forty­

three (46.1%) of the teachers responded. In January, the 

167 teachers who had not responded were given a follow-up 

questionnaire and return envelope in a packet of materials 

they received at the State Home Economics Mid-Winter Confer­

ence. In addition, the Home Economics state Supervisor ver­

bally encouraged these teachers to reply to the question­

naire; however, teachers incurred no negative repercussions 

if they chose not to participate in the study. As a result, 

70 {41.4%) of these teachers completed the follow-up ques­

tionnaire. A total of 213 teachers responded to the ques­

tionnaire, which was 68.7% of the sample. 

According to Kerlinger {1986), responses to mailed 

questionnaires are often poor and therefore may produce a 

biased sample. A non-response rate greater than 20 percent 

raises serious questions about sampling bias, suggesting 

that respondents may somehow be different from non­

respondents {Isaac & Michael, 1981). 

A correction technique recommended by Isaac and Michael 

{1981) is to randomly select a small sample of non­

respondents and personally interview them to obtain the 

missing information. Analyzing this data would reveal any 

common characteristics among the non-respondents. However, 

Kerlinger {1986) noted that such a method was costly, time­

consuming, and often ineffective. Instead, he recommended 



obtaining information from outside sources and then compar­

ing it with the data received from respondents. 
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In this study, a random sample of 25% of the 94 non­

respondents was selected. The demographic data of these 24 

non-respondents were compared to the demographic data of 

those who responded to the questionnaire. Based on this 

comparison, non-respondents appeared to,be slightly older, 

slightly more experienced, and slightly more educated (Table 

I). The presence of differences this slight, however, does 

not seem to suggest that the sample obtained was biased. 

Analysis of Data 

Upon receiving the completed questionnaires, respon­

dents' codes were compared to a master code list in order to 

keep a record of the returns. Data were entered directly 

from the questionnaires to the computer and then checked for 

accuracy. 

The statistical analyses used in this study were based 

on the assumption that the data, although ordinal, approxi­

mated an interval measurement. Kerlinger {1986) noted that 

most researchers without hesitation use parametric tests 

with ordinal measures. He stated that "though most psycho­

logical scales are basically ordinal, we can with consider­

able assurance often assume equality of interval" (p. 402). 

Kerlinger further noted that the results obtained from using 

scales and assuming equal intervals were quite satisfactory. 



TABLE I 

COMPARISON OF RESPONDENTS AND A 
SAMPLE OF NON-RESPONDENTS 

46 

Res:gondents Non-Res:gondents 
Variable Frequency . )?ercent Frequency Percent 

Age 

20-29 23 10.8 2 8.3 
30-39 87 40.8 6 25.0 
40-49 78 36.6 12 50.0 
50-59 20 9.4 4 16.7 
60 and older __ 5 2.3 _Q 0.0 

213 99.9a 24 100.0 

Years of Teaching 
Experience 

0-5 47 22.1 3 12.5 
6-10 43 20.2 4 16.7 
11-15 53 24.9 4 16.7 
16-20 42 19.7 9 37.5 
21-25 22 10.3 4 16.7 
26 and above _6 2.8 _Q 0.0 

213 100.0 24 100.1a 

Teacher's Total 
Enrollment 

1-25 14 6.6 2 8.3 
26-50 41 19.2 6 25.0 
51-75 61 28.6 4 16.7 
76-100 64 30.0 7 29.2 
101 and higher _ll 15.5 _2 20.8 

213 99.9a 24 100.0 

Highest Degree 

High School 1 0.5 0 o.o 
Associate's 2 0.9 0 0.0 
Bachelor's 129 60.6 13 54.2 
Master's 80 37.6 11 45.8 
Doctorate _1 0.5 _Q 0.0 

213 100.1a 24 100.0 

aunequal to 100.0 due to rounding 



He therefore recommended that ordinal measurements be 

treated as though they were interval measurements, but that 

researchers be alert to the possibility of unequal inter­

vals. 
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Apparently agreeing with tpat line of reasoning, sev­

eral researchers have utilized parametric statistical analy­

ses with the Coopersmith Self-Esteem Inventory (Cooper, 

1986; Donnelly, 1990; Garabedian, 1980; Kearns, 1987; Utley, 

1986). Statistical procedures such as the Pearson product­

moment correlation coefficient, t test, analysis of vari­

ance, analysis of covariance, and 'Duncan's multiple range 

test were performed. 

Considering the precedence set by other researchers and 

Kerlinger's (1986} recommendation that ordinal scales be 

treated as though they were interval measures, the data col­

lected in this study were assumed to approximate interval 

level measurement. Other assumptions upon which the statis­

tical analyses were ba~ed included a normally distributed 

population, homogeneity of variance, and independence of 

error components (Keppel, 1982). 

The analysis of the data involved three phases. The 

first phase was concerned with determining whether differ­

ences existed between initial and follow-up respondents. 

During the second phase, factor analysis procedures were 

conducted to obtain factor loadings for inventory items. 

The third phase involved statistical analysis of the 

research objectives. 



Comparison of Initial and Follow-up 

Respondents 

The t test is used to·determine a significant differ-
' ', 

ence between two sample means (Isaac & Michael, 1981). In 

this study, the,t test was used· to test for differences in 

the self-esteem_and classroom interaction.of teachers who 

responded to the initial mailing and those who responded to 

the follow-up questionnaire. 

Factor Analysis·Procedures 

Factor analysis can be used to analyze patterns of 
' 
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intercorrelation among attitudinal items in order to isolate 

dimensions which account for these ~atterns of correlation 

(Isaac & Michael, i981). ·rn this study, factor analysis was 

conducted on the 25 items of ,the Coopersmith Self-Esteem 

Inventory and the 25 items of the Lee Classroom Interaction 

Inventory. The. Stati~tical Analysis system (SAS) computer 

program which used the principal factors method to compute 

the factor pattern, variance explained by each fc;tctor, and 

communality estimates was utilized. · For eac~ set of it~ms, 

the maximum number of factors was set at four, and the 

resulting factor 'loadings were then orthogonally rotated by 

Varimax procedures. A,loading of .40 or higher was estab­

lished as the criterion for including an item in a factor. 
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Analysis of Research Objectives 

The Pearson product-moment correlation coefficient was 

used to assess the relationship between teacher self-esteem 

and teacher classroom interaction (Objective 1). The corre­

lation showed the extent to which a teacher's self-esteem 

was related to his/her interaction with students in the 

classroom. 

Analysis of variance was used to determine the signifi­

cance of the differences among teachers' self-esteem as it 

related to teacher age, years of teaching experience, and 

total enrollment (Objective 2). Analysis of variance was 

also used to determine whether teacher classroom interaction 

varied according to teacher age, years of teaching experi­

ence, and total enrollment (Objective 3). Significant dif­

ferences among the means of the behaviors were determined by 

using the Duncan multiple range test. 

The preceding statistical procedures utilized the Sta­

tistical Analysis System (SAS) computer program, and analy­

ses were conducted on an IBM compatible personal computer. 

A conservative estimate of probability (p < .05) was used. 

summary 

Chapter III described the research design for the 

study, the population from which subjects were selected for 

the sample, the instruments that were used, the data collec-



tion method, and the statistical procedures used to analyze 

the data. Chapter IV presents the findings of the study. 
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CHAPTER IV 

FINDINGS 

The purpose of this research was to examine the rela­

tionship between home economics'teachers' self-esteem and 

their classroom interaction ·and tq determine whether teacher 

self-esteem and classroom intera.ction varied according to 

selected teacher characteristics. ,·The objectives of this 

study were to: (1) assess the relationship between teacher 

self-esteem and teacher class~oom interaction; (2) determine 

whether teacher self-esteem varied according to age,·· years 

of teaching experience,. and.teacher's total enrollment; and 

(3) determine whether teacher classroom interaction varied 

according to age, years of·· teaching experience,. and 

teacher's total enrollme~t. 

This chapter presents the findings of the study in the 

following order: (1) description of respondents, (2) com­

parison of initial and follow-up_respondents, (3) factor 

analysis procedures, and (4) analysis of research objec­

tives. 

Description of'Respondents 

T.he sample for this study consisted of 310 _secondary 

vocational home economics teachers who were teaching voca-

51 
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tional home economics at the secondary level in Oklahoma 

during the 1991-92 school year. Two hundred sixteen teach­

ers (69.7%) voluntarily responded, and of these, 213 (68.7%) 

provided usable questionnaires. Of the three respondents 

who returned non-usable questionnaires, two returned incom­

plete questionnaires. The third declined to respond as she 

had recently replaced the teacher to whom the questionnaire 

had been sent. 

Table II provides a description of the sample. The 

majority of the teachers (77.4%) were between the ages of 

30-49. Twenty-five teachers (11.7%) were 50 and older, 

while 23 (10.8%) were 20-29 years of age. 

Ninety teachers (42.3%) had 10 years or less of teach­

ing experience, while 95 (44.6%) had 11-20 years of experi­

ence. Twenty-eight teachers (13.1%) had over 20 years of 

teaching experience. 

The majority of teachers (58.6%) had a total enrollment 

of 51-100 students. Fifty-five teachers (25.8%) taught 50 

or fewer students eachday, while 33 teachers (15.5%) 

instructed 100 or more students daily., Computations 

revealed that the average number of students taught per 

group was 77, 34, and 111, respectively. 

Although not one of the demographic variables in this 

study, the educational achievement of respondents was 

included in the questionnaire as a screening mechanism. 

Table III provides information regarding the educational 

achievement of the sample. The majority of the teachers 
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TABLE II 

DESCRIPTION OF RESPONDENTS 

(N=213) 

Cumulative 
Variable Frequency Percent Percent 

Age 

20-29 23 10.8 10.8 
30-39 87 40.8 51.6 
40-49 78 36.6 88.2 
50-59 20 9.4 97.6 
60 and older 5 2.3 99.9a 

Years of Teaching 
Experience 

0-5 47 22.1 22.1 
6-10 43 20.2 42.3 
11-15 53 24.9 67.2 
16-20 42 19.7 86.9 
21-25 22 10.3 97.2 
26 and above 6 2.8 100.0 

Teacher's Total 
Enrollment 

1-25 14 6.6 6.6 
26-50 41 19.2 25.8 
51-75 61 28.6 54.4 
76-100 64 30.0 84.4 
101 and higher 33 15.5 99.9a 

aunequal to 100.0 due to rounding 
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(60.6%) held a bachelor's degree, while more than one-third 

(37.6%) had master's degrees. One teacher in the sample 

held a doctorate, while three, who were employed by voca-

tional-technical schools, had not completed college degrees. 

However, these three teachers possessed appropriate occupa­

tional experience and therefore held provisional teaching 

certificates issued by the State Department of Education 

which allowed them to teach in occupational home economics 

programs. As stipulated by the provisional certification, 

all three teachers were working towards their bachelor 

degrees. 

TABLE III 

EDUCATIONAL ACHIEVEMENT OF RESPONDENTS 

'(N=213) 

Highest Level of Cumulative 
Academic Achievement Frequency Percent Percent 

High School Graduate 1 0.5 0.5 

Associate's Degree 2 0.9 1.4 

Bachelor's Degree 129 60.6 62.0 

Master's Degree 80 37.6 99.6 

Doctorate 1 0.5 100.1a 

aunequal to 100.0 due to rounding 



Comparison of Initial and Follow-up 

Respondents 
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The demographic data of the initial respondents were 

compared to the demographic data of the follow-up respon­

dents. Based on this comparison, foliow-up, respondents 

appeared to be slightly less experienced, were somewhat more 

educated, and had slightly larger enrollments (Table IV). 

The t test was used to'determine if there were differ­

ences between the self-esteem and classroom interaction of 

teachers who responded to the initial mailing and those who 

responded to the follow-up questionnaire. As Table V shows, 

143 teachers responded to the first mailing of the question­

naire, and their mean self-esteem score was 80.50. The sev­

enty teachers who responded to the follow-up questionnaire 

had a mean self-esteem score of 78.86, which was not signif­

icantly different from that of the initial respondents. 

Table VI presents the classroom interaction mean scores 

for initial and follow-up respondents. Again there was no 

difference in the classroom interaction of teachers who 

responded to the first mailing and those who responded to 

the follow-up questionnaire. 

Factor Analysis Procedures 

Factor analysis was conducted to analyze patterns of 

intercorrelation among the items on the Coopersmith Self-



TABLE IV 

COMPARISON OF INITIAL AND FOLLOW-UP 
RESPONDENTS 

56 

Initial FolloW-U]2 
Variable Frequenc~ -- · P~rcent Frequency Percent 

Age 
20-29 13 9.1 10 14.3 
30-39 61 42.7 26 :n .1 
40-49 54 37.8 24 34.3 
50-59 13 9.1 7 10.0 
60 and older __ 2 1.4 _2 100.0 

143 100.1a 70 100.0 

·Years of Teaching 
Experience 

0-5 32 22.4 15 21.4 
6-10 24 16.8 19 27.1 
11-15 37 25.9 16 22.9 
16-20 27 18.9 15', 21.4 
21-25 19 13.3 3 4.3 
26 and above ~ 2.8 _.2. 2.9 

143 100.1a 70 100.0 

Teacher's Total 
Enrollment 

1-25 9 6.3 5 7.1 
26-50 31. 21.7 10 14.3 
51-75 42 29.4 19 27.1 
76-100 39 27.3 25 35.7 
101 and higher __n_ 15.4 11 15.7 

143 100.1a 70 99.9a 

Highest Degree 

High School 1 0.7 0 0.0 
Associate's 1 0.7 1 1.4 
Bachelor's 91 63.6 38 54.3 
Master's 49 34.3 31 44.3 
Doctorate ___l 0.7 _Q 0.0 

143 'I 100.0 70 100.0 

aunequal to 100.0 due to rounding 



TABLE V 

T TEST FOR SELF-ESTEEM SCORES OF INITIAL 
AND FOLLOW-UP RESPONDENTS 

(N=213) 

Respondents Frequency 

Initial 143 

Follow-up 70 

t=.74, p=.46, df=211 

TABLE VI 

T TEST FOR CLASSROOM INTERACTION SCORES 
OF INITIAL AND FOLLOW-UP RESPONDENTS 

(N=213) 

Respondents frequency 

Initial 143 

Follow-up 70 

t=-0.17, p=.87, df=211 

57 

Mean 

80.50 

78.86 

Mean 

88.14 

88.34 



Esteem Inventory and the Lee Classroom Interaction Inven­

tory. 

Self-Esteem Items 

58 

Factor analysis has been completed previously on the 

School Form of the Coopersmith Self-Esteem Inventory {SEI) 

which is a 58-item instrument to be used with students who 

are eight to fifteen years old. However, factor analysis 

data were not available for the Adult Form of the SEI, which 

was the form used in this study. 

To evaluate the construct validity of the Adult Form of 

the SEI, factor analysis was conducted to investigate the 

dimensions measured by the inventory. Initial factor analy­

sis on the 25 items of the SEI produced eight factors with 

eigenvalues greater than 1.0. Although factors with eigen­

values greater than one are sometimes retained, the maximum 

number of factors for this study was set at four to corre­

spond to the four subscales perceived to exist on the School 

Form of the SEI. The resulting factor loadings were then 

orthogonally rotated using Varimax procedures. Items with a 

factor loading of .40 or higher were accepted as satisfacto­

rily related to the construct. As a result, three of the 

four factors which emerged corresponded to three of the sub­

scales in the School Form of the SEI. ·Factor 1 concerned 

self-esteem related to family, Factor 2 indicated general 

self-esteem, and Factor 3 related to social self-esteem. 

Only two items loaded satisfactorily with Factor 4, and gen-
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erally, at least three items must register satisfactory 

loadings on a factor so that it can be given a meaningful 

interpretation (Isaac & Michael, 1981). Factor loadings for 

the items on the SEI are presented in Table VII. 

Classroom Interaction Items 

In order to evaluate the construct validity of the Lee 

Classroom Interaction Inventory (LCII), factor analysis was 

conducted on its 25 items to investigate the dimensions mea­

sured by the inventory. Initial factor analysis produced 10 

factors with eigenvalues greater than 1.0, but as with the 

self-esteem inventory, the maximum number of factors was set 

at four to correspond to the four subscales perceived to 

exist on the LCII. The factor loadings were orthogonally 

rotated, and items with a loading of .40 or greater were 

accepted as satisfactorily related to the construct. 

Table VIII presents the factor loadings for the items 

on the LCII. Factor 1 related to general classroom proce­

dures, while Factor 2 indicated teacher spontaneity. Factor 

3 concerned teacher-student interaction, and Factor 4 

related to teacher control. 

Analysis of Research Objectives 

Three objectives were analyzed in this study. Objec­

tive 1 involved assessing the relationship between teacher 

self-esteem and teacher classroom interaction. Objective 2 

concerned determining whether teacher self-esteem varied 



Factor/Item 

Factor 1 

TABLE VII 

FACTOR LOADINGS BY FACTOR AND ITEM ON 
THE COOPERSMITH SELF-ESTEEM 

INVENTORY 

9. My family usually considers my feelings. 
11. My family expects too much of me. 
12. It's pretty tough to be me. 
13. Things are all mixed up in my life. 
20. My family understands me. 
22. I usually feel as if my family is pushing me. 

Factor 2 
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Loading 

-.77 
.66 
.48 
.60 

-.77 
.67 

3. There are lots of things about myself I'd change. .56 
4. I can make up my mind without too much trouble. 
6. I get upset easily at home. 
7. I take a long time to get used to anything new. 

15. I have a low opinion of myself. 
17. I often feel upset with my work. 
23. I often get discouraged with what I am doing. 
24. I often wish I were someone else. 

Factor 3 

2. I find it very hard to talk in front of a group. 
s. I'm popular with persons my own age. 

14. People usually follow my ideas. 
18. I'm not as nice looking as most people. 
21. Most people are better liked than I am. 

Factor 4 

5. I'm a lot of fun to be with. 
16. There are times when I would like to leave home. 

-.44 
.44 
.41 
.58 
.56 
.62 
.61 

.54 
-.47 
-.60 

.56 

.41 

-.65 
.62 

Note. Using the criterion of a factor loading of .40 or 
above, items 1, 10, 19, and 25 did not load sufficiently so 
were not included in the factor designations; however, these 
items were included in the questionnaire. 



TABLE VIII 

FACTOR LOADINGS BY FACTOR AND ITEM ON 
THE LEE CLASSROOM INTERACTION 

INVENTORY 
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Factor/Item Loading 

Factor 1 

2. Class is predominantly teacher~directed. 
9. Limited opportunities for students to 

express ideas. . 
13. Teacher lecture is predominant teaching m:ethod. 
14. Students are encouraged t~ express ideas orally. 
19. Teacher uses varied questioning techniques. 
22. Teacher remains at his)her desk mos·t of class. 
25. Teacher encourages students to challenge ideas. 

Factor 2 

-.45 

-.59 
-.42 

.53 

.52 
-.56 

.46 

6. students are expected to ~espond and participate. .58 
7. Verbal cues·are used to assist students' responses .• 46 

11. Teacher frequently checks for student 
understanding. .56 

15. Teacher frequently gestures during class~ .58 
21. Teacher frequently laughs along_with class. .46 

Factor 3 

1. students are encou~aged to ask questions 
in class. · _ 

12. Class discussions occur infrequently. 
.51 

-.56 
18. Teacher infrequently .provides individual 

assistance. 
24. Teacher maintains informal classroom atmosphere. 

-.50 
55 

Factor 4 

10. Teacher maintains strict clas~room environment. 
16. students are-not involved in lesson presentation. 
23. Most in-class assignments completed individua+ly. 

Note. Using the criterion of a fa.ctbr loading of .40 or 
above, items 3, 4, 5, 8, 17, and 20 did not load 
sufficiently so were not included in the factor 
designations; however, these items were included in the 
questionnaire. 

.63 
-.54 

.50 
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according to age, years of teaching experience, and total 

enrollment. Objective 3 involved determining whether teach-

er classroom interaction varied according to teacher age, 

years of teaching experience, and total enrollment. 

Teacher Self-Esteem and Classroom 

Interaction 

Objective 1 of this study was to assess the relation-

ship between teacher self-esteem and teacher classroom in-

teraction. Teacher self-esteem was measured by the cooper-

smith Self-Esteem Inventory, while teacher classroom inter-

action was measured by the Lee Classroom Interaction 

Inventory. 

Mean scores for teacher self-esteem and classroom in-

teraction are presented in Table IX. It can be noted that 

the mean score for teacher self-esteem (79.96) was lower 

than the mean score for teacher classroom interaction 

(88.21). 

Instrument 

TABLE IX 

MEAN SCORES ON THE COOPERSMITH SELF­
ESTEEM INVENTORY AND LEE CLASSROOM 

INTERACTION INVENTORY 

(N=213) 

Frequency 

Self-Esteem Inventory 
Interaction Inventory 

213 
213 

Mean 

79.96 
88.21 



A frequency distribution of the teacher self-esteem 

scores is presented in Table X, while the frequency distri­

bution of teacher classroom interaction scores is displayed 

in Table XI. The range of scores was greater for teacher 

self-esteem (16-100) than for teacher classroom interaction 

(40-100). In addition, approximately 85% of the teachers 

scored 84 or above on the interaction inventory, but only 

56% scored that high on the self-esteem inventory. 

63 

Positive responses to items on the self-esteem inven­

tory are listed in decreasing order of frequency in Table 

XII. A response was considered positive if it was answered: 

(1) "like me" when the item was positive (e.g., I'm a lot of 

fun to be with); or (2) "unlike me" when the item was nega­

tive (e.g., I get upset easily at home). Table XII indi­

cates that a large majority of the teachers felt others 

could depend on them (97.2%), did not wish to be someone 

else (92.0%), did not have a low opinion of themselves 

(91.1%), and did not think about leaving home (90.1%). such 

responses indicated high self-esteem. However, several 

teachers responded that they gave in easily (46.5%), things 

usually bothered them (43.2%), their famil~es expected too 

much of them {35.2%), and they often felt upset with their 

work (30.5%). Responses such as these indicated low self­

esteem. 

Positive responses to items on the teacher classroom 

interaction inventory are listed in decreasing order of fre­

quency in Table XIII. A response was considered positive if 



Score 

16 

36 

40 

48 

52 

56 

60 

64 

68 

72 

76 

80 

84 

88 

92 

96 

100 

TABLE X 

FREQUENCY DISTRIBUTION OF SCORES ON THE 
COOPERSMITH SELF-ESTEEM INVENTORY 

(N=213) 

Frequency Percent 

1 0.5 

2 0.9 

1 0.5 

6 2.8 

6 2.8 

7 3.3 

7 3.3 

9 4.2 

8 3.8 

16 7.5 

15 7.0 

15 7.0 

30 14.1 

30 14.1 

21 9.9 

28 13.1 

11 5.2 
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Cumulative 
Percent 

0.5 

1.4 

1.9 

4.7 

7.5 

10.8 

14.1 

18.3 

22.1 

29.6 

36.6 

43.6 

57.7 

71.8 

81.7 

94.8 

100.0 



Score 

40 

48 

56 

60 

68 

72 

76 

80 

84 

88 

92 

96 

100 

a unequal 

TABLE XI 

FREQUENCY DISTRIBUTION OF SCORES ON THE 
LEE CLASSROOM INTERACTION INVENTORY 

(N=213} 

Frequency Percent 

1 0.5 

1 0.5 

1 0.5 

1 0. 5. 

1 ·0. 5 

3 1.4 

10 4.7 

13 6.1 

36 16.9 

46 21.6 

53 24.9 

37 17.4 

10 4.7 

to 100.0 due to rounding 
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Cumulative 
Percent 

0.5 

1.0 

1.5 

2.0 

2.5 

3.9 

8.6 

14.7 

31.6 

53.2 

78.1 

95.5 

100.2a 



Item a 

25. 
24. 
15. 
16. 

13. 
21. 

14. 
5. 
a. 
9. 

6. 
20. 
22. 

7. 

18. 
12. 
2. 

4. 
23. 
3. 

19. 

17. 
11. 
1. 

10. 

TABLE XII 

POSITIVE RESPONSES TO ITEMS ON THE SELF­
ESTEEM INVENTORY IN DECREASING ORDER OF 

FREQUENCY 

(N=213) · 

Res12onse 
Like Unlike 

Me Me 

I can'tbe depended on. 6 ·207 
I wish I were someone else. 17 196 
I have a low.opinion of self. 19 194 
There are times when I would 
like to leave home. 21 192 
Things are all mixed up in my life. 24 189 
Most people are better liked 
than I am. 26 187 
People follow my ideas. 186 27 
I'm a lot of fun to be with. 184 29 
I'm popular with my peers. 183 30 
My family usually considers my 
feelings. 179 34 
I get upset easily at home. 38 175 
My family understands me. 175 38 
I usually feel as if my family is 
pushing me. 39 174 
It takes me a long time to get used 
to anything new. 41 172 
I'm not as nice looking. 41 172 
It's pretty tough to be me. 46 167 
I find it very hard to talk in 
front of a group. 48 165 
I can make up my mind 163 50 
I often get discouraged. 50 163 
There are things about me Vd 
change if I could. 55 158 
If I have something to say, I 
say it. 156 57 
I often feel upset with my work. 65 148 
My family expects too much of me. 75 138 
Things don't bother me. 121 92 
I give in very easily. 99 114 

66 

Percent 
Indicating 

Positive S-E 

97.2 
92.0 
91.1 

90.1 
88.7 

87.8 
87.3 
86.4 
85.9 

84.0 
82.2 
82.2 

81.7 

80.8 
80.8 
78.4 

77.5 
76.5 
76.5 

74.2 

73.2 
69.5 
64.8 
56.8 
53.5 

aitems are abbreviated; see Appendix B for complete statements. 
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it was answered: (1) "like me" when the item was positive 

(e.g., Students are encouraged to express their ideas 

orally); or (2) "unlike me" when the item was negative 

(e.g., Class discussions occur infrequently). Over 90% of 

the teachers responded positively to 17 of the 25 items on 

the classroom interaction inventory, indicating that they 

engaged in a variety of listening, questioning, and nonver­

bal practices which promoted classroom interaction with stu­

dents. Approximately one-third of the teachers reported 

that most in-class assignments were completed quietly and 

individually (31.9%) and that they maintained a strict, 

orderly classroom (35.7%), practices which reduce opportuni­

ties for classroom interaction. Only 32.4% of the teachers 

reported having classes which were not predominantly 

teacher-directed. This meant that 67.6% had classes which 

were predominantly teacher-directed, meaning opportunities 

for student input and interaction were lessened. 

To determine the relationship between teacher self­

esteem and teacher classroom interaction (Objective 1), the 

Pearson product-moment correlation coefficient was utilized. 

Table XIV indicates that there was a statistically signifi­

cant positive correlation between teachers' self-esteem and 

their classroom interaction behaviors (r = .16). This indi­

cated that there was a tendency for teachers with higher 

self-esteem to interact more with their classes than teach­

ers with lower self-esteem. 



TABLE XIII 

POSITIVE RESPONSES TO ITEMS ON THE 
INTERACTION INVENTORY IN 

DECREASING ORDER OF 
FREQUENCY 

1. Students are encouraged 
to ask quest·ions. 

4. Few opportunities exist 
for students to respond. 

8. Teacher rarely smiles 
during class. 

14. Students are encouraged to 
express ideas orally. 

3. Teacher listens to what 
students have to say. 

(N=213) 

20. Teacher circulates during class. 
17. Teacher probes for correct 

responses. 
6. Students are expected to respond 

and participate. 
21. Teacher frequently laughs 

with class. 
5. Teacher maintains eye contact 

with students. 
24. Teacher maintains informal 

classroom atmosphere. 
11. Teacher frequently checks 

student understanding. 
7. Verbal cues are used to aid 

students' responses. 
9. Opportunities for students to 

express ideas orally are limited. 
22. Teacher remains at desk most of 

the class period. 
19. Teacher uses varied questioning 

techniques. 
25. Teacher encourages students to 

challenge ideas orally. 
15. Teacher gestures during class. 
18. Teacher infrequently 

assists individual students. 
13. Teacher lecture is the 

predominant teaching method. 
12. Class discussions occur 

infrequently. 

Response 
Like My Unlike My 
Classes Classes 

212 

2 

3 

210 

209 
209 

208 

207 

205 

203 

202 

201 

200 

1 

15 

196 

196 
188 

36 

39 

44 

1 

211 

210 

3 

4 
4 

5 

6 

8 

10 

·11 

12 

13 

198 

198 

17 

17 
25 

177 

174 

169 

68 

Percent 
Indicating 

Positive S-E 

99.5 

99.1 

98.6 

98.6 

98.1 
98.1 

97.7 

97.2 

96.2 

95.3 

94.8 

94.4 

93.9 

93.0 

93.0 

92.0 

92.0 
88.3 

83.1 

81.7 

79.3 
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TABLE XIII (Continued) 

Res12onse Percent 
Item a Like My Unlike My Indicating 

Classes Classes Positive S-E 

16. Students are not involved in 
lesson presentation. 50 163 76.5 

23. Most in-class assignments are 
completed individually. 68 145 68.1 

10. Teacher maintains strict 
classroom. 76 137 64.3 

2. Class is predominantly 
teacher-directed. 174 69 32.4 

aitems are abbreviated; see Appendix B for complete statements. 

TABLE XIV 

PEARSON R CORRELATION BETWEEN SCORES ON 
THE COOPERSMITH SELF-ESTEEM INVENTORY 

AND LEE CLASSROOM INTERACTION 
INVENTORY . 

(N=213) 

df r Probability 

211 .02 

Teacher Self-Esteem and Selected Teacher 

Characteristics 

Analysis of variance and Duncan's multiple range test 

were conducted to determine whether differences among teach-
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ers' self-esteem were related to their ages, years of teach-

ing experience, and total enrollments and whether these dif-

ferences were significant (Objective 2). Consequently, 

three separate analyses were conducted, relating each of the 

three demographic variables mentioned above to teacher self-

esteem. 

As Table XV shows, there were no significant differ-

ences in teachers' self-esteem according to their ages. 

Although a significant difference was not found, Duncan's 

multiple range test was conducted to identify any patterns 

that might exist concerning teacher self-esteem and age. 

Table XVI indicates that teachers who were 20-29 years old 

had the lowest mean self-esteem score (76.19). The self-

esteem means increased with each successive age group, with 

teachers 60 years of age and older having the highest mean 

self-esteem score (88.00). For this sample of teachers, 

self-esteem increased as age increased. 

TABLE XV 

ANALYSIS OF VARIANCE FOR TEACHER SELF-
ESTEEM AND AGE 

(N=213) 

Source of Sum of Mean 
Variance d:f Squares Square F p 

Age 4 1231.10 307.77 1.34 .26 
Error 208 47728.61 229.46 
Total 212 48959.71 



Age 

20-29 
30-39 
40-49 
50-59 

TABLE XVI 

TEACHER SELF-ESTEEM MEANS COMPARED 
AMONG AGE GROUPS 

(N=213) 

60 and older 

Mean 

76.16 
78.96 
80.48 
84.80 
88.00 

The number of years of teaching experience a teacher 

possessed was not significantly related to his/her self­

esteem (Table XVII). In addition, Duncan's multiple range 
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test revealed no apparent patterns related to teacher self-

esteem and years of teaching experience (Table XVIII). 

Teachers with 21-25 years of teaching experience had the 

lowest mean self-esteem score (75.28), while teachers with 

26 or more years of experience had the highest mean self-

esteem score (86.00). 

A teacher's self-esteem was not significantly related 

to his/her total daily enrollment (Table XIX). Though not 

significant, there was a slight curvilinear pattern in rela­

tion to teacher self-esteem and total daily enrollment 

(Table XX). The mean self-esteem score was slightly higher 

for teachers whose total daily enrollment ranged from 1-25 

students (82.57) and then decreased as enrollment increased 



TABLE XVII 

ANALYSIS OF VARIANCE FOR TEACHER 
SELF-ESTEEM AND YEARS, OF 

TEACHING EXPERIENCE 

(N=213) 

Source of Sum of. Mean 
Variance d:f Squares Square 

Teaching 
Experience 5 1721.08 344.22. 

Error 207 47238·.61 228.21 

Total 212 48959.69 

TABLE XVIII 

TEACHER SELF-ESTEEM MEANS COMPARED 
AMONG TEACHING EXPERIENCE GROUPS 

Years of Teaching 
Experience 

0-5 

6-10 

11-15 

16-20 

21-25 

26 and above 

(N=213) 

72 

F p 

1.51 .19 

Mean 

76.68 

82.60 

80.24 

·82.20 

75.28 

86.00 
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to 26-50 students per day (81.66). Teachers whose total 

daily enrollment ranged from 51-75 students possessed the 

lowest mean self-esteem score (76.33). Mean self-esteem 

scores increased as total daily enrollments increased to 76-

100 students (80.44) and 1Q1 or more students (82.54). 

Therefore, teacher Self-esteem was highest for teachers with 

total daily enrollments of 1-25 students and teachers with 

101 or more students per day. Self-esteem was lowest for 

teachers who taught 51-75 students each day. 

TABLE XIX 

ANALYSIS OF VARIANCE FOR TEACHER SELF­
ESTEEM AND TOTAL ENROLLMENT 

(N=213) 

Source of Sum of Mean 
Variance df Squares Square 

Teacher's Total 
Enrollment 4 1253.68 313.4 

Error 208 47706.02 229.35 
Total 212 48959.70 

F 

1.37 

p 

.25 

In summary, then, a teacher's self-esteem was not sig­

nificantly related to his/her age, years of teaching experi-

ence, or total enrollment. 



TABLE XX 

TEACHER SELF-ESTEEM MEANS COMPARED AMONG 
TOTAL ENROLLMENT GROUPS 

Teacher's Total 
Enrollment 

1-25 
26-50 
51-75 
76-100 
101 and higher 

(N=213) 

Teacher Classroom Interaction and 

Selected Teacher Characteristics 

Mean 

82.57 
81.66 
76.33 
80.44 
82.54 

Analysis of variance and Duncan's multiple range test 
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were conducted to determine whether differences among teach-

ers' classroom interaction were related to their ages, years 

of teaching experience, and total enrollments and whether 

these differences were significant (Objective 3). As a 

result, three separate analyses were conducted, relating 

each of the three demographic variables mentioned above to 

teacher classroom interaction behaviors. 

There were no significant differences in teachers' 

classroom interaction behaviors in relation to their ages 

(Table XXI). Although no significant difference was found, 

Duncan's multiple range test was conducted to identify any 

patterns that might exist concerning teacher classroom 



interaction behaviors and age. As Table XXII shows, teach-

ers who were 20-29 years old had the lowest mean classroom 

interaction score {87.48). The classroom interaction means 

increased with each successive age group, with teachers 50 

years of age and older having the highest mean scores 

(89.60}. In this sample, teacher classroom interaction 

increased as teacher age increased. 

Source of 

TABLE XXI 

ANALYSIS OF VARIANCE FOR TEACHER 
CLASSROOM INTERACTION AND AGE 

(N=213} 

Sum' of Mean 

75 

Variance df Squares Square F p 

Age 
Error 
Total 

Age 

20-29 
30-39 
40-49 
50-59 

4 69.29 17.32 
208 14305.62 68.78 
212 14374.91 

TABLE XXII 

TEACHER CLASSROOM INTERACTION MEANS 
COMPARED AMONG AGE GROUPS 

(N=213} 

60 and older 

0.25 .91 

Mean 

87.48 
87.91 
88.31 
89.60 
89.60 
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Teachers' classroom interaction behaviors were not sig-

nificantly related to the number of years of teaching expe-

rience they possessed (Table XXIII). Furthermore, Duncan's 

multiple range test revealed ~o apparent patterns related to 

teacher classroom interactipn and years of teaching experi­

ence (Table XXIV). Teachers· with 21-25 y~ears of experience 

had the lowest me~n classroom interaction score (85.27), 

while teachers with 16-20 ¥ears of experience had the high­

est mean classroom interaction sc6re (89.72). 

Source of 
Variance 

Teaching 
Experience 

Error 
Total 

TABLE XXIII 

ANALYSIS OF VARIANCE FOR TEACHER 
CLASSROOM INTERACTION AND YEARS 

OF TEACHING EXPERIENCE 

(N=213) 

Sum of 'Mean 
df Squares Square 

5 378.10 75.62 
207 13996.81 67.62 
212 14374.91 

F p 

1.12 .35 

Teachers' total daily enrollment was not significantly 

related to their classroom interaction (Table XXV). 

Duncan's multiple range test identified no apparent patterns 

relating a teacher's classroom interaction behaviors to the 



number of students he/she instructed each day (Table XXVI). 

Teachers who had the smallest total enrollments {1-25 stu­

dents) had the highest mean interaction score (91.14). 
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Teachers who instructed 26-50 students each day had the low-

est mean interaction score {85.27). 

TABLE XXIV 

TEACHER CLASSROOM INTERACTION MEANS 
COMPARED AMONG TEACHING 

EXPERIENCE GROUPS 

(N=213) 

Years of Teaching 
Experience 

0-5 
6-10 
11-15 
16-20 
21-25 
26 and above 

source of 
Variance 

TABLE XXV 

ANALYSIS OF VARIANCE FOR TEACHER 
CLASSROOM INTERACTION AND 

TOTAL ENROLLMENT 

(N=213) 

Sum of Mean 
df Squares square 

Teacher's Total 
Enrollment 4 577.48 144.37 

Error 208 13797.43 66.33 
Total 212 14374.91 

Mean 

87.06 
88.74 
88.68 
89.72 
85.27 
89.33 

F 

2.18 

p 

.07 



TABLE XXVI 

TEACHER CLASSROOM INTERACTION 
MEANS COMPARED AMONG TOTAL 

ENROLLMENT GROUPS 

Teacher's Total 
Enrollment 

1-25 
26-50 
51-75 
76-100 

101 and higher 

(N=213) 

Mean 

91.14 
85.27 
88.85 
89.19 
87.52 
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In summary, then, a teacher's-classroom interaction was 

not significantly related to his/her age, years of teaching 

experience, or total enrollment. 

Teacher Self-Esteem. Classroom 

Interaction. and Educational 

Achievement 

Although not one of the de~ographic variables in this 
' ' 

study, the educational achievement of respo~dents was 

requested for screening purposes. Bec~~se only three teach-

ers did not possess a college degree and only one held a 

doctorate, groups were reorganized to reflect only two cate-

gories: (1) teachers with a bachelor's degree or lower, 

and (2) teachers with a master's degree or higher. 

Table XXVII indicates that teachers with a master's 
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degree or higher had a higher mean self-esteem score (80.44) 

than teachers with a bachelor's degree or less (79.67). The 

t test was used to determine if this diffe~ence was signifi­

cant. As Table XXVIII shows, there were no significant dif-

ferences in teachers' self-esteem in relation to their edu-

cational achievement~ 

As with self-esteem, teachers with a master's degree or 

higher had a higher mean interaction score (89.23) than 

those with a bachelor's degree or less (87.58) (Table XXIX). 

Again, the t test revealed that this difference was not sig-

nificant (Table XXX). Teachers' classroom interaction 

behaviors were not significantly related to their educa-

tional achievement. 

TABLE XXVII 

TEACHER SELF-ESTEEM MEANS BY 
EDUCATIONAL ACHIEVEMENT 

Level of Academic 
Achievement 

Bachelor's Degree 
or Lower 

Master's Degree 
or Higher 

(N=213) 

Frequency 

132 

81 

Mean 

79.67 

80.44 



df 

211 

TABLE XXVIII 

T TEST FOR SELF-ESTEEM SCORES BY 
EDCATIONAL ACHIEVEMENT 

(N=213) 

t Probability 

.36 .72 

TABLE XXIX 

TEACHER CLASSROOM INTERACTION MEANS 
BY EDUCATIONAL ACHIEVEMENT 

(N=213). 

Level of Academic 
Achievement Frequency 

Bachelor's Degree 
or Lower 132 

Master's Degree 
or Higher 81 

TABLE XXX. 

T TEST FOR CLASSROOM INTERACTION SCORES 
BY EDUCATIONAL ACHIEVEMENT 

(N=213) 

Mean 

87.58 

89.23 

df t Probability 

211.0 1.43 .15 

80 
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Summary 

The findings of this study revealed that there were no 

significant differences between the self-esteem and class­

room interaction of initial and ~ollow-up respondents. Fac­

tor analysis conducted on the'coopersmith Self-Esteem Inven­

tory produced three factors which c~ui~ be meaningfully 

interpreted. ,Four_ factors with adequate reliability emerged 

from factor analysis conducted on the Lee Classroom Interac-

tion Inventory. 

In analyzing the research objectives ~f the study, it 

was found that (1) there was a.statistically significant 

positive correlation between te~.acher self-e,steem and teacher 

classroom interaction; (2) there were no significant differ­

ences among teachers' self-esteem in relation to their ages, 

years of teaching experience, or total enrollments; and (3)· 

there were no significant differences among teachers' class­

room interaction in. relation-to- their ages, years of teach-

ing experience, or total enrollments. Finally, neither 

teacher self-esteem nor classroom interaction was signifi-

cantly related to educational achievement. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND 

RECOMMENDATIONS 

This study was conducted to examine the relationship 

between home economics teachers' self-esteem and their 

classroom interaction. This chapter includes a summary and 

discussion of the research, conclusions regarding the find­

ings, and recommendations for further study. 

Summary and Discussion 

Objectives 

The objectives of this study were to: {1) assess the 

relationship between t~acher self-esteem and teacher class­

room interaction; (2) determine whether teacher self-esteem 

varied according to teacher age, years of teaching experi­

ence, and total enrollment; and {3) determine whether 

teacher classroom interaction varied according to teacher 

age, years of teaching experience, and total enrollment. 

Research Design 

A descriptive research design was used in this study. 

Information concerning home economics teachers' existing 

82, 
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self-esteem, classroom interaction, and selected demographic 

characteristics was gathered, and associations among these 

conditions were investigated. 

Population and Sample 

The population for this study consisted of the 482 sec­

ondary vocational home economics teachers who were teaching 

vocational home economics at the secondary level in Oklahoma 

during the 1991-92 school year. A random sample of 310 of 

these teachers was selected for this study. Of this number, 

213 teachers returned usable questionnaires, which repre­

sented a 68.7% response rate. 

Instrument 

The questionnaire that was utilized in this study con­

tained three parts (Appendix B). The first part consisted 

of the Adult Form of the Coopersmith Self-Esteem Inventory 

(SEI) (Coopersmith, 1981) which measured home economics 

teachers' evaluative attitudes toward themselves. Previous 

research indicated that there were insufficient data regard­

ing the validity and reliability of the Adult Form of the 

SEI. However, the calculation of Cronbach's alpha in this 

study indicated the instrument possessed satisfactory relia­

bility. 

The second part of the questionnaire was the Lee Class­

room Interaction Inventory (LCII) which was designed to mea­

sure the kinds and amounts of interaction home economics 
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teachers exhibited in the classroom. The instrument was 

developed by the author after reviewing literature and 

instruments related to teacher effectiveness and interaction 

analysis·. To validate the. instrument, it was pilot tested 

on representative teaqhers and then critiqued by a panel of 

e~erts. Suggestions for ·improvement were incorporated into 

the instrument. Concerniag reliability, Cronbach's alpha 

was calculated on the data; and ~he resulting coefficient 

indicated the instrument possessed adequate reliability. 

The third part of the questionnaire dealt with demo-
' . 

graphic information, requesting teacher age, years of teach-

ing experience, and total enrollment. 

Data Collection 

A questionnaire, cover·letter, and pre-addressed, 
' ' ' 

postage-paid return envel;op~ were mailed with a packet of 

materials from the Oklahoma Home Economics State Supervisor 

to the 310 home economics teachers in the sample. For those 

who did not respond, a f~llow-up questionnaire and return 

envelope were placed in a packet of materials they received 

at the mid-winter conference. As a result, a total of 213 

teachers returned usable questionnaires, which represented a 

68.7% response rate. The sample's demographic data were 

compared to those of a sample of non-respondents, and in 

general, the two groups appeared to be similar. 
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Analysis of Data 

The analysis of the data involved three phases. The 

first phase involved a comparison of initial and follow-up 

respondents. Demographic data were compared, and the t test 

was used to determine if there were differences in the self­

esteem and classroom interaction of initial and follow-up 

respondents. 

During phase two, factor analysis was conducted to 

investigate the dimensions measured by the self-esteem and 

classroom interaction inventories. Factor loadings were 

obtained, and constructs were interpreted. 

In the third phase, Pearson's product-moment correla­

tion coefficient, analysis of variance, and Duncan's multi­

ple range test were conducted in order to analyze the objec­

tives of the study. The Statistical Analysis System (SAS) 

computer program was used to conduct the data analysis. The 

statistical tests and their relationship to the objectives 

are presented in Table XXXI. 

Discussion of the Results 

Comparison of Initial and Follow-Up Respondents. The 

comparison of demographic data for initial and follow-up 

respondents indicated that follow-up respondents appeared to 

have slightly less teaching experience, slightly more educa­

tion, and somewhat larger enrollments. Perhaps teachers 

with less teaching experience and larger enrollments 
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TABLE XXXI 

SUMMARY OF ANALYSES 

Statistical 
Objective Test Conclusion 

1. To assess the Pearson's r A positive 
relationship between correlation 
teacher self-esteem between teacher 
and classroom self-esteem and 
interaction classroom 

interaction 

2. To determine whether AN OVA 
teacher self-esteem Duncan's 
varies according to: Multiple 

Range 

a. age No significant 
relationship 

b. years of teaching No significant 
experience relationship 

c. total enrollment No significant 
relationship 

3. To determine whether AN OVA 
teacher classroom Duncan's 
interaction varies Multiple 
according to: Range 

a. age No significant 
relationship 

b. years of teaching No ~ignificant 
experience 'relationship 

c. total enrollment No significant 
relationship 



required more time in the management of their classes and 

therefore were less able to respond promptly to the ques­

tionnaire. 
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Green (1991) found that delayed response to a mailed 

questionnaire·was associated with lower self-perception of 

the skill being examined. However in this study, results of 

a t test indicated that there were no significant differ­

ences in the self-esteem or classroom interaction of teach­

ers who responded to the initial questionnaire and those who 

responded to the follow-up questionnaire. 

Factor Analysis Procedures. Factor analysis on the 

Coopersmith Self-Esteem Inventory (SEI) items produced three 

factors which could be meaningfully interpreted. These fac­

tors, which corresponded to three of the subscales in the 

School Form of the SEI, were self-esteem related to family, 

general self-esteem, and social self-esteem. This study, 

then, confirmed the construct validity of three of the four 

subscales proposed by Coopersmith (1981) as measuring 

sources of self-esteem. 

Four factors emerged from factor analysis on the Lee 

Classroom Interaction Inventory (LCII). These factors were 

identified as general classroom procedures, teacher spon­

taneity, teacher-student interaction, and teacher control. 

Six items on the LCII did not load satisfactorily, however, 

and therefore need further revision. 



Analysis of Research Objectives. Objective 1 of this 

study was to assess the relationship between teacher self­

esteem, as measured by the Coopersmith Self-Esteem Inven­

tory, and classroom interaction, as measured by the Lee 

Classroom Interaction Inventory. In this study, the mean 

scores for teacher self-esteem were lower than the mean 

scores for teacher interaction. This seemed to indicate 

that even though s~me teachers possessed lower self-esteem, 

they continued to utilize the kinds of teaching behaviors 

that promoted interaction in the classroom. 

88 

Concerning responses to specific items on the self­

esteem inventory, nearly all the teachers in this study 

described themselves as dependable and satisfied with them­

selves, indicating high self-esteem. However, nearly half 

also reported that they "gave in easily" and that "things 

usually bothered them," while approximately one-third were 

often upset with their work. Responses such as these not 

only indicated lower self-esteem but also raise serious 

questions concerning such teachers' abilities to provide an 

effective le~rning environment that enhances students' self­

esteem. 

Regarding responses to specific items on the classroom 

interaction inventory, a large majority of the teachers 

indicated they engaged in a variety of listening, question­

ing, and non-verbal practices which promoted classroom 

interaction with students. However, approximately one-third 

of the teachers in this study reported that they maintained 
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_a strict, orderly classroom environment and required most 

in-class assignments to be completed quietly and individu­

ally, two practices which lessen opportunities for student 

input and classroom interaction. In addition, two-thirds of 

the teachers reported their classes were predominantly 

teacher-directed, a practice which directly opposed most of 

the other practices in which they engaged. 

A significant positive correlation was found between 

teacher self-esteem and teacher classroom interaction, mean­

ing that there was a tendency for teachers with higher self­

esteem to interact more with their classes than teachers 

with lower self-esteem. This supported the findings of sev­

eral researchers, including,Trowbridge {1973), Doherty 

{1980), Tonelson {1981), Henjum {1983), and Whisler {1991), 

who found that teachers with higher self-esteem were more 

likely than teachers with lower self-esteem to engage in 

practices which promoted interaction in the classroom. How­

ever, Williams {1981) found no significant relationship 

between teacher self-esteem and teacher-student communica­

tion, indicating that teachers with higher self-esteem were 

no more likely than teachers with lower self-esteem to 

interact meaningfully with their students. Still, Williams' 

study appeared to be the exception, with most research find­

ing a significant positive relationship between teacher 

self-esteem and teacher classroom interaction. In addition, 

researchers found that teachers with higher self-esteem were 

more likely than those with lower self-esteem to perform 



effectively (Crane, 1979; Doherty, 1980), evaluate them­

selves accurately (Vukovich & Pheiffer, 1980), and enhance 

the self-esteem of their students (Reasoner & Gilberts, 

1988; Silvernail, 1985). They were also healthier, less 

stressed (Doherty, 1980), and more productive in their work 

(Schultz & Hausafus, 1982). It seems, then, that in addi­

tion to increased classroom interaction, there are several 

more positive characteristics that are related to high 

teacher self-esteem. 
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Objective 2 of this study was to determine whether 

teacher self-esteem was related to age, years of teaching 

experience, and total enrollment. In this study, a signifi­

cant relationship between teacher self-esteem and age was 

not found. However, though not significant, a pattern con­

cerning teacher self-est~em and age was apparent. The 

youngest teachers, those in their twenties, had the lowest 

self-esteem means, and then self-esteem means increased with 

each successive age group, with teachers 60 years of age and 

older reporting the highest self-esteem. In this study, 

then, teacher self-esteem increased as age increased. This 

supported the findings of Trimakas and Nicolay (1974), who 

reported higher self-esteem in older age, and Kniveton 

(cited in Thomas, 1980), who found younger, female teachers 

to possess lower self-esteem than other age groups. How­

ever, other studies reported different results, such as no 

differences in self-esteem among different age groups 

(Erdwins, Mellinger, & Tyer, 1981; Wallach & Kogan, 1961); 
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higher self-esteem during the middle years (Jaquish & Rip­

ple, 1981; Neugarten, 1968; Puglisi & Jackson, 1980); or 

lower self-esteem in older age (Puglisi & Jackson, 1980). 

Regarding the pattern of incr~asing self-esteem with 

increasing age, the teachers ~n this study may have been 

influenced by the fact that the'questionnaires arrived along 

with other work-related correspondence from their state and 

district supervisors. Their responses, then, may have been 

influenced somewhat by their perceptions of their teaching 

competence, with younger teachers feeling less secure about 

their competence which resulted in a sense of lower self­

esteem. Older teachers, on the other hand, may have felt 

more competent in their teaching, resulting in their higher 

self-esteem scores. 

Like age, the number of years of teaching experience a 

teacher possessed was not significantly related to his/her 

self-esteem. In addition, no clear patterns regarding 

teacher self-esteem and y~ars of teaching experience 

emerged. This finding was similar to Guskey's (1988) who 

also concluded that· teaching experience was not related to 

teacher self-esteem. Although·no significant differences 

were found and no patterns emerged, it can be noted that 

teachers with the highest self-esteem were those with the 

most teaching,experience, in this case, 26 or more years of 

teaching experience. This supported Kowalski and Weaver's 

(1988) finding that outstanding teachers, those perceived as·· 

possessing certain characteristics typically associated with 



higher self-esteem, were teachers who had several years of 

teaching experience. 
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As with age and years of teaching experience, a 

teacher's total enrollment was not significantly related to 

his/her self-esteem. However, though not significant, a 

slight curvilinear pattern concerning teacher self-esteem 

and total daily enrollment was apparent. The teachers with 

the smallest daily enrollments, those with 1-25 students, 

had the highest self-esteem. Self-esteem decreased somewhat 

for teachers with daily enrollments of 26-50 students, while 

teachers having enrollments of 51-75 students possessed the 

lowest self-esteem of the groups in this study. Teacher 

self-esteem increased as total daily enrollments increased 

to 76-100 students and then rose further as enrollments grew 

to 101 or more students. The highest self-esteem, then, was 

reported by teachers with the smallest and largest enroll­

ments. The tendency for teachers with smaller enrollments 

to possess higher self-esteem supported findings by Beckner 

et al. (1978) that teachers with smaller class sizes pos­

sessed more positive self-esteem. Regarding the high self­

esteem of teachers with the larger enrollments, perhaps 

these teachers, by necessity due to their larger class 

sizes, utilized superior organizational and management prac­

tices in their classrooms in order to provide an effective 

learning environment for students. Success and ·pride in 

providing such an environment may have influenced teachers' 



responses to the self-esteem inventory, resulting in higher 

self-esteem scores for these teachers. 
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Objective 3 of this study was to determine whether 

teacher classroom interaction was related to age, years of 

teaching experience, and total enrollment. In this study, a 

significant relationship between teacher classroom interac­

tion and age was not found. However, though not signifi­

cant, a pattern concerning teacher classroom interaction and 

age was apparent. As with self-esteem and age, the youngest 

teachers, those in their twenties, had the lowest classroom 

interaction means, and then classroom interaction means 

increased with each successive age group, with teachers 60 

years of age and older reporting the highest amount of 

classroom interaction. For the teachers in this study, 

classroom interaction increased as age increased. This pat­

tern did not,support Smit~'s (1965) suggestion that older 

teachers interacted less with their students than younger 

teachers. However, as experience and age are often posi­

tively correlated, it is likely that the older teachers in 

this study were also more experienced teachers. Perhaps, 

then, these older teachers felt more secure than the younger 

teachers about their teaching competence and were also more 

comfortable than younger teachers about interacting with 

their students. 

Like age, the number of years of teaching experience a 

teacher possessed was not significantly related to hisjher 

classroom interaction. In addition, no clear patterns 



regarding teachers' classroom interaction and years of 

teaching experience were apparent. This supported Adams' 

(1982) finding that years of teaching experience were not 

significantly related to teaching styles, and therefore a 

teacher's classroom interaction behaviors. That is, teach­

ers tended to utilize in their later years the same type of 

teaching style and interactive behaviors that they utilized 

in their early teaching years, possibly explaining in this 

study the lack of a pattern relating teach~r classroom 

interaction and years of teaching experience. 
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As with age and years of teaching experience, a 

teacher's total enrollment was not significantly related to 

hisjher classroom interaction. Furthermore, no apparent 

patterns relating a teacher's classroom interaction behav­

iors to the number of students hefshe instructed each day 

emerged. This supported Robinson's (1990) finding that 

although sometimes more teacher interaction occurred in 

smaller rather than larger classes, at other times, there 

were no differences in the amount of teacher classroom 

interaction, regardless of enrollment size. In addition, 

Robinson found that teachers whose enrollments were substan­

tially reduced did not change their teaching techniques to 

take advantage of the smaller classes. Robinson's conclu­

sion supported Adams' (1982) previously mentioned finding 

that teachers generally do not readily adjust their teaching 

styles but continue to teach in their later years as they 

did in their early years of teaching, possibly explaining 



why teacher classroom interaction and total enrollment were 

unrelated in this study. 
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Teachers' educational achievement, though not one of 

the demographic variables in this study, was requested for 

screening purposes. In this study, 'a significant relation­

ship between teacher sel~-est~em and educational achievement 

was not found. In addition, teacher classroom interaction 

and educational achievement were not significantly related. 

However, the teachers with more education, those with a mas­

ter's degree or higher, had slightly higher mean scores on 

both the self-esteem and classroom interaction inventories. 

This indicated that there was a tendency for teachers with 

higher educational achievement to possess higher self-esteem 

and to interact more in the classroom. Perhaps those teach­

ers felt more competent in their teaching as a result of 

completing their advanced ~egrees and therefore possessed a 

higher sense of self-esteem and were more comfortable about 

interacting with their students. 

Conclusions and Implications 

Based on the results of this study, the following 

statements regarding the use of the questionnaire and the 

value of the research findings were made. 

1. The Coopersmith Self-Esteem Inventory {SEI) seemed 

to be a good measure of self-esteem. However, more research 

utilizing the Adult Form of the SEI should be conducted in 



order to further establish the instrument's validity and 

reliability. 

2. The Lee Classroom Interaction Inventory seemed to 

be an adequate measure of self-reported teacher classroom 

interaction. It should be further refined, however, to 

improve its reliability. Factor loading values could also 

be improved which would then improve the instrument's con­

struct validity. 
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3. The third part of the questionnaire adequately col­

lected the desired demographic information. However, a few 

items need to be clarified in order to preclude misinterpre­

tation by the respondents. 

4. Regarding the collection of data, mailing the que~­

tionnaires along with materials from the state supervisor 

seemed to improve the response rate of teachers. However, 

due to the timing of the mailout, the teac~ers received the 

questionnaires just before Thanksgiving and were asked to 

respond between Thanksgiving and Christmas, an extremely 

busy time of year. Therefore, although the association of 

the questionnaire with the State Department of Vocational­

Technical Education seemed to increase the response rate, 

the timing for receipt and return of the questionnaire also 

need to be considered carefully for optimum response. 

s. Teacher self-esteem was found to be positively cor­

related with teacher classroom interaction, meaning that 

teachers with higher self-esteem were more likely than those 

with lower self-esteem to interact with their students. As 



previous research indicated that both teacher self-esteem 

and teacher classroom interaction were related to teaching 

effectiveness, it seems reasonable that schools should make 

every effort to employ teachers with high self-esteem, as 

they are the type of teacher more likely to provide an 

effective learning environment' for students. In addition, 

teacher educators rieed to be aware of the importance of 

teacher self-esteem to teaching effectiveness and make stu­

dents aware of this importance, as well. 
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6. The differences in teacher self-esteem according to 

age, educational achievement, years of teaching experience, 

and total enrollment were not significant. It is possible, 

then, that teachers of all ages and with varying education, 

experience, and enrollments could possess low self-esteem. 

Therefore, self-esteem enhancement efforts should target all 

types of teachers. 

7. The differences in teacher classroom interaction 

according to age, educational achievement, years of teaching 

experience, and total enrollment were not significant. 

Therefore, efforts to enhance teacher interaction skills, 

such as workshops and in-service programs, should target all 

types of teachers. 

a. The importance of teacher self-esteem in the 

teaching-learning process cannot be overestimated. This 

study and other research have indicated that higher teacher 

self-esteem is related to increased classroom interaction 

and enhancement of student self-esteem, both of which are 
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related to teaching effectiveness. Considering its impor­

tance, teacher self-esteem should be enhanced and maintained 

in teacher education programs and school environments. 

Strategies to create an awareness of and enhance self-esteem 

should be included in teacper education programs, as well as 

in workshops and in-service·programs for·teachers. 

9. Teacher classroom interaction is an important com­

ponent of an effective,learning,environment. A teacher's 

ability to interact meani~gf~lly with his/her class also 

enhances students' self-esteem. Considering its importance 

to a psychologically healthy lea~ning environment, the 

development of int~raction skills should be a necessary com­

petency area in teacher education programs. Furthermore, 

~he development of interaction skills for teachers should be 

promoted in the schocl environment through means such as 

workshops and in-service programs. 

Recommendations for Further Research 

This study was undertaken to determine significant 

associations i~ relation tq teacher self-est~em and tea~her 

classroom_interaction. Further studies based upon the fol­

lowing recommendations should provide educators and adminis­

trators with data which would give further insight regarding 

teacher self-esteem and interaction skills. 

1. This study was limited to home economics teachers 

in Oklahoma. Further similar studies should be conducted 

using teachers from other subject areas and states to pro-



vide a broader base of information regarding teacher self­

esteem and classroom interaction. 
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2. Further studies of the relationships between 

teacher self-esteem or classroom interaction and additional 

variables not included in this study would indicate other 

aspects that were important to'an understanding of teachers' 

self-esteem and their classroom interaction behaviors. 

Examples of such additional variables might be job satisfac­

tion, personality characteristics, type and size of commu­

nity in which the school was located, socio-economic status 

of students, physical condition of the teaching facilities, 

and availability of teaching resources. 

3. The Lee Classroom Interaction Inventory should be 

evaluated in terms of the social desirability of the 

responses evoked. Because items on the instrument resemble 

those on evaluation checklists, the instrument should be 

examined to determine whether scores obtained reflect teach­

ers' actual classroom interaction behaviors or behaviors 

teachers believe are the correct teaching behaviors in which 

to engage. 

4. The Lee Classroom Interaction Inventory should be 

tested after items with unsatisfactory factor loadings were 

revised. The instrument should be used with a population 

similar to the one in this study in order to assess the 

effect of the revisions. 

5. Further research in which data concerning teacher 

self-esteem and teacher interaction is collected by 



researcher observation is desirable. This study assessed 

teachers' self-reported self-esteem and interaction behav­

iors, but further insight into teacher self-esteem and 

interaction behaviors might be gain~d through objective 

observation. 
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6. Further research concerning teacher self-esteem and 

teacher classroom interaction should be conducted to sub­

stantiate the importance of these two concepts in relation 

to teaching effectiveness. 
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March 6, 1991 

consulting Psychologists Press, Inc. 
577 College Ave. 
Palo Alto, CA 94306 

Dear Sir: 

I am a graduate student at Oklahoma State University. I am 
working on a doctoral dissertation concerning the relation­
ship between home economics teachers' self~esteem and their 
classroom interaction behaviors. I am writing to ask your 
permission to use the Adult Form of the Coopersmith Self­
Esteem Inventory to help me gather my data for my disserta­
tion. I would be happy to provide you with a copy of my 
paper and results when I have completed the dissertation. 

Sincerely, 

Cheryl L. Lee 
2601 Windmill Rd. 
Edmond, Oklahoma 73013 
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Press, Inc. 
Dear Customer: 

You recently requested permission to ·~use" one of our tools. No permiss10n 
is necessary if you wish to use the tool JUSt as it is printed. You must be 
qualified, however, to purchase our materials. You may return the enclosed 
Qualification Form to register your qualifications with us. Please note that 
students require the co-signature of a supervising professor. If you have 
ordered from us previously, you may call Customer Service at (800) 624-1765 
to place an order. 

Permission is never given to copy (reproduce) a whole/partial tool as it is 
printed: you must purchase the tool. If you need to modify the tool in some 
way, you will need to send/fax us the following information before we can 
consider your request and determine the fee. You MUST have this written 
permission BEFORE beginning your project: 

1. Exact test you wish to modify-including correct title, form, and edition. 
2. Title of your project/ dissertation/thesis. 
3. Anticipated beginning and ending dates of your research. 
4. Number of copies you will make (we grant permission, but you 

make the actual copies) .. 
5. A copy of your proposed modification or a clear description if volume 

prohibits sending a copy. 
6. Your Customer Number (if you have one) or your advisor's co­

signature on your request letter m: a completed Qualification Form. 
7. The royalty is based on which test you use and the number of cop1es you 

make. The fee is generally not more than 66% of the retail price of the 
instrument. We cannot grant permission to use our material until we 
receive payment. You may pay with your Visa or MasterCard number and 
expiration date m: official university Purchase Order (or P.O. number) if 
your school is paying the fee. 

8. Your complete name, address, and telephone/fax numbers. 

Please call our Permissions Department at (415) 969-8901 if you have any 
questions regarding this letter! 

~1\ ~Specia~ 
Enclosure: Qualification Form 
{80)/_ f)m"I"'"'Rocul 1'0 f)u\ J()(JC)(, l'aluAIIu ca/ifonnli94)0; 7di-Jl'ii969-HCJUI htrl-il'ii969-H(JU8 
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[]]§[[] 
Oklaho1na State University I STILLWATER, OKLAHOMA 74078-0337 

247 HOME ECONOMICS WEST 

DEPARTMENT OF FAMILY RELATIONS 
AND CHILD DEVELOPMENT 

COLLEGE OF HOME ECONOMICS 

(405) 744-5057 

Oklahoma Vocational Home Economics Teachers: · 

Your responses concerning personal feelings and instructional behaviors 
are needed to further the research-related to home economics instruction. 
Your state supcervisory staff is assisting me in gathering information that 
may be helpful to ,you in improving instruction provided to Oklahoma 
home economics' students. · · 

Please take a few minutes to complete the enclosed questionnaire. Your 
responses will remain confidential, and I'll be happy to share the results, 
if requested. The completed questionnaire should be returned in the 
enclosed e~velope by Wedne.day. November 27. 1991. 

Taking the time to complete this questionnaire exemplifies the. 
professionalism of Oklahoma vocational home economics ,teachers. 
Thank you for your prompt response! 

Sincerely, .. 

_g~~fh~~~ 
Edna Ruth Mahaffey ~(/' 
State Supervisor 
Home Economics Education 
Oklahoma State Department 

of Vocational-Technical Education 

jj 

Enclosure 

. Cheryl L. Lee 
Graduate Associate 
Department of Family Relations 

and Child Development 
Oklahoma State University 
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Cooper6mlth Inventory 
Stanley Coopersmith, Ph.D. 
Umversrty of CahfOm.a at Oavts 

O~rect1ons 

On the other s1de of th1s form, you w1ll find a hst of statements about 
feehngs~ If a statement descr~bes how you usually feel, put an X 1n the 
column "l1ke Me." If a statement does not descnbe how you usually 
feel, put an X in the column "Unhke Me." There are no r~ght or wrong 
answers. Beg1n at the top of the page and mark all 25 statements. 

Like Unlike 
Me Me 

0 0 1. Things usually don't bother me. 

0 0 2. I fand it very hard to talk in front of a group. 

0 0 3. There are lots of things about myself I'd change if I could. 

0 0 4. I can make up my mand without too much trouble. 

0 0 5. I'm a lot of fun to be w1th. 

0 0 6. I get upset easily at home. 

0 0 7. It takes me a long time to get used to anything new. 

0 0 8. I'm popular with persons my own age. 

0 0 9. My family usually cons1ders my feelings. 

0 0 10. I give 1n very easily. 

0 0 11. My family expects too much of me. 

0 0 12. It's pretty tough to be me. 

0 0 13. Things are all mixed up '" my life. 

0 0 14. People usually follow my ideas. 

0 0 15. I have a low opmion of myself. 

0 0 16. There are many times when I would like to leave home. 

0 0 17. I often feel upset w1th my work. 

0 0 18. I'm not as n1ce lookmg as most people. 

0 0 19. If I have something to say, I usually say 1t. 

0 0 20. My fam1ly understanas me. 

0 0 21. Most people are better liked than I am. 

0 0 22. I usually feel as 1f my fam1ly IS pushing me: 

0 0 23. I often get discouraged w1th what I am domg. 

0 0 24. I often w1sh I were someone else. 

0 0 25. I can't be depended on. 

@ 1975 by Stanley Coopersmith. Pubhshed .n 1981 by Consultrng Psychologrsts 
Press. All nghts reserved. It rs unlawful to reproduce or adapt thrs form Without 
wrrtten permrssron of the Publisher. 
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LEE CLASSROOM INTERACTION INVENTORY 
If a statement generally descnbes your classes, put an X m the column "Uke My Classes. • If a statement does not 
descnbe your classes, put an X m the column "Unlike My Classes. • 

L1ke My Unlike My 
Classes Classes 

D D 
D D 
D D 
D D 
D D 
D D 
D D 
D D 
D D 

I. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

D D 10. 

D D 11. 

D D 12. 

D D 13. 

D D 14. 

D D 15. 

D D 16. 

D D 17. 

D D 18. 

D D 19. 

D D 20. 

D D 21. 

D D 22. 

D D 23. 

D D 24. 

D D 25. 

Students are encouraged to ask questions 1n class. 

Class 1s predominantly teacher-directed. 

The teacher listens attentively to what students have to say. 

Few opportu01t1es ex1st for students to respond. 

The teacher continuously mamtains eye contact w1th students. 

Students are expected to orally respond and participate dunng class. 

Verbal cues and prompts are used to ass1st the accuracy and frequency of the students' oral 
responses. 

The teacher rarely sm1les during class. 

Opportu01t1es for students to express their ideas orally are llm1ted. 

The teacher maintams a strict, orderly classroom environment. 

The teacher frequently asks questions to check student understanding. 

Class discussions occur infrequently. 

Teacher lecture is the predominant teaching method by which mformat1on is imparted to 
students. 

Students are encouraged to express their ideas orally. 

The teacher frequently gestures dunng class. 

In general, students are not involved in lesson presentation. 

When students provide incorrect or partial answers, the teacher probes for correct responses. 

The teacher infrequently provides assistance for Individual students. 

The teacher uses varied questioning techniques to engage students. 

The teacher circulat'tS among students dunng class. 

The teacher frequently laughs along with the class. 

The teacher rema1ns at his/her desk or lectern during most of the class penod. 

Most 1n-class assignments are completed qu1etly and individually. 

The teacher ma1nta1ns an mformal, personalized classroom atmosphere. 

The teacher encourages students to challenge 1deas orally. 



Geners//nftumBtion- Ple~jse provade the followang anformataon about yourself. 

1. Age __ 

2. Haghest level of edu,cataonal achaevement 
__ a. Hagh School Graduate 

b. Associate's Degree 
--c. Bachelor's Degree 
--d. Master's D8gree 
-e. Doctorate · 

3. Number of years of teai:hang exper1ence_-_ 

4. Total number of students currently enroll~d in -.:our classes __ 

5. In the school1n whach you teach, as your maJor teachang responsabahtv home econo~acs? 
yes___ no __ 
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Institutional Review Board statement 

Federal regulations and Oklahoma State University 

policy require review and approval of all research studies 

that involve human subjects before investigators can begin 

their research. The Oklahoma State Un1versity Office of 

University Research Services and the Institutional Review 

Board (IRB) conduct this review to protect the rights and 

welfare of human subjects involved in biomedical and 

behavioral research. In compliance with the aforementioned 

policy, this study received the proper surveillance and was 

granted permission to continue. (See approval document in 

this appendix.) 



OXl..AHOHA STATE UNIVERSITY 
IHSTITUTIORAL REVIEW BOARD 
FOR BilKAH SUBJECTS RESEARCH 

Proposal Title: The Relationship Between Oklahoma Home Ecanamjcs Teachers' 

Self-Esteem and Their Classroom Interactjon Behaviors. 

Principal Investigator: ~B;.;::e.:::.u.:..l ;::.ah:.:.....:H.:..i:..:r.-.s:.=c:.l.ih:.:.l,l;,e,J,j :.:.n --------------

Date: 7-24-91 IRB II HE-92-001 

--------------------------------------------------------------------------
This application has been reviewed by the IRB and 

Processed as: Exempt D<X] Expedite [ l Full Board Review [ ] 

Renewal or Continuation [ ] 

Approval Status Recommended by Reviewer(s): 

Approved [ X] Deferred for Revision [ ] 

Approved with Provision [ ] Disapproved [ ] 

Approval status subject to review by full Institutional Review Board at 
next meeting, 2nd and 4th Thursday of each month. 

Comments, Modifications/Conditions for Approval or Reason for Deferral or 
Disapproval: 

Signature: 
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