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Abstract 

This study investigates the connection between the academic side of learning and the 

social emotional. More specifically, this study looks at one specific social emotional category, 

self-esteem, and examines the possibility of a correlation to academic success. Using a 

well-established quantifiable measure of self-esteem, The Coopersmith Self Esteem Inventory 

and each of its embedded self-esteem subscores (General Self, Social Self, Home/ Parent Self, 

School/ Academic Self), the self-esteem level of 51 volunteer participants were established. Each 

participant was middle school aged (Grades 6-8) and was a current student at a middle school in 

Middlesex County, New Jersey. Using a multiple regression, these Coopersmith scores were 

individually compared to grades in core academic subjects (Math, ELA, Science, and Social 

Studies) as well as NJSLA standardized assessment scores in Math and ELA.  

The results varied for the different conducted tests. Overall, a correlation was not found 

to exist between NJSLA scores and self-esteem as determined by the Coopersmith Self Esteem 

Inventory. However, there was a positive correlation found to exist between grades in core 

academic subjects and participant self-esteem. The correlation was not strong enough to be used 

as a predictor for individual student grades or self-esteem level; however, a P-value of greater 

than .95 for multiple Coopersmith subscores is indicative of a relationship between the two 

variables that is statistically significant. This is evidence to suggest that as a whole, middle 

school students with higher self-esteem are also more likely to see an increase in academic 

success as well.  

Keywords: Academic Achievement, Self-esteem, Social-Emotional Learning, 

Coopersmith Self Esteem Inventory 
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Chapter 1: Introduction to the Study 

Social Emotional Learning has become a monumental component for educating students 

and preparing them for the modern world. According to Prince (2017), “There are some job 

skills that transcend industry: deep self-knowledge, emotional regulation and empathy and 

perspective taking. These three areas of social-emotional skills provide a strong foundation upon 

which people can grow specific functional skills and knowledge” (para. 2). Self-esteem plays an 

enormous role in a child’s capacity for growth as well as their maximum potential within each of 

these three elements of social emotional learning.  

While there is evidence to demonstrate the benefits of social emotional learning with 

regards to the preparedness of students for the future, the fact remains that academic 

achievement is still a key to unlocking future opportunities. This may be in the form of class 

placement, higher education opportunities, professional programs, and even job opportunities. 

Alcocer (2019), of the National Education Association (NEA), points out that state-mandated 

standardized testing remains a means of measuring school and student performance for the 

purpose of comparing to others. This coupled with a continued focus on grade point average and 

individual class performance are the primary quantitative tools by which schools are measuring 

academic success.  

With both social emotional learning and current quantitative academic achievement 

measures playing a major role in future outcomes for students, determining if a relationship 

exists between the two exists is extremely helpful in guiding future research and practice. This 

study aimed to examine the possibility of such a relationship, investigated some of the 

underlying factors involved in that relationship, and provided a platform for future research on 

the topic that may have the potential to benefit student success.  
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Problem Statement 

Self-esteem has the potential to impact all aspects of a child’s life. Low self-esteem has 

been linked to an increased risk of depression as well as other mental disorders, apathetic 

behavior, reduced self-worth, limited motivation, and poor academic performance in youth. The 

primary current measure of school success is rooted in standardized testing and academic 

achievement. This fails to account for the social emotional development of school aged children. 

In addition, research that explores the relationship between academic success and social 

emotional factors such as self-esteem are very limited. Even by the current measures of academic 

success, the possibility exists that a shift in focus intended to include social emotional 

development may have an impact on academic success as well but further research is still needed 

to fully understand the potential implications of such a shift.  

Purpose of the Study 

Some of the existing research that is presented in Chapter 2 provides evidence of the 

potential link between self-esteem and academic performance. Academic performance has long 

been the ruler by which one measures student success. Only more recently has the focus in some 

schools transitioned into a whole child approach to learning (Association for Supervision and 

Curriculum Development [ASCD], n.d).  

The whole child approach looks beyond the academic performance of a student and 

focuses more on the student’s overall preparedness for the future. This includes all aspects of 

their life as an individual. According to the ASCD (n.d.),  

ASCD's Whole Child approach is an effort to transition from a focus on narrowly defined 

academic achievement to one that promotes the long-term development and success of all 

children. Through this approach, ASCD supports educators, families, community 
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members, and policymakers as they move from a vision about educating the whole child 

to sustainable, collaborative actions. (para. 3)  

If the measure of success for a student remains rooted in the academic side of the 

education provided in the K-12 environment, then a vital component of that success must lie in 

determining all of the variables that can have a significant impact on that academic success. 

These variables need to be better understood in order to minimize the obstacles that impede a 

student’s ability to find academic success. Fostering an environment that takes these variables 

into account and creates a pathway for each student with the greatest likelihood of leading to 

success should be the ultimate goal of any school or school district.  

The whole child approach looks at success differently than simply focusing on the 

academic component. Successful teaching in this approach looks not only at academic success 

but also at the social-emotional side of learning (Slade, 2013). The idea supports that schools 

should be producing good people rather than just smart people. The only problem with this 

approach is not in its aim, but rather in its practical application. Measuring success becomes far 

more difficult when there are fewer quantitative measures by which one can determine 

achievement or even growth.  

Success in schools does not need to be viewed as an either/or proposition. Educators do 

not need to decide between maintaining high academic expectations and whether or not a student 

is of high character and well socially adjusted. Continuously, research has shown that there may 

be a link between the two. Perhaps, students who are well prepared for the social emotional 

challenges that they face are more likely to demonstrate success academically as well. Chapter 2 

discusses more regarding prior research on the topic. The purpose of this study is to look deeper 

into the impact self-esteem has on academic performance.  
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Self-esteem is a major component of social-emotional learning, and student wellness. It is 

also a major factor in determining outcomes in a whole child approach to learning (Weisberg et 

al., 2015). This study was designed to determine if a correlation exists between self-esteem and 

the academic performance of students as measured by their grades in school and also by their 

achievement on standardized academic assessments, in particular the New Jersey Student 

Learning Assessment, also known as the NJSLA for Math and Language Arts. This study also 

looked deeper into the statistical significance of any correlation to determine if correlation is an 

indication of causation. In addition to the quantitative data that is presented, this study also 

utilized a qualitative approach to gauge the perceptions of the participants on a potential 

relationship between self-esteem and academic performance.  

The findings of this study are intended to inform readers and educators of the impact that 

self-esteem may or may not have on the ability of students to be successful. It is also intended to 

be a resource that can guide practice when making decisions regarding instructional approaches 

in schools. Lastly, this study is intended to provide a research foundation from which future 

research can build. If, in fact, a relationship exists between self-esteem and academic 

achievement, then this study can be a starting point for researchers who aim to study why a 

relationship exists or what can be done to provide the greatest opportunities for the future 

success of students in schools globally.  
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Research Questions and Hypothesis 

Quantitative 

The first quantitative research question centered on self-esteem and academic 

performance: Is there a significant correlation between student self-esteem as measured by the 

Coopersmith Self-Esteem Inventory and academic performance as measured by grades and 

achievement on The New Jersey Student Learning Assessment (NJSLA)? Additionally, the 

question must be asked: Is there a significant correlation between any of the Coopersmith scores 

and subscores related to self-esteem and academic achievement? 

Qualitative 

The qualitative research question was answered during the focus group discussions: What 

is the perception of the student participants regarding academic success and the impact of 

self-esteem? Any qualitative data used to answer this question was intended to be supplementary 

to the quantitative data but should not drive the results or findings.  

Hypothesis 

It was the hypothesis of the researcher that there will be a statistically significant 

correlation between self-esteem and academic achievement based on the data being collected for 

each variable.  

Nature of the Study 

This study was a correlational study. The data that is being utilized as a representation of 

the academic achievement of the participants of the study is not being collected as part of an 

experiment but rather recorded from Genesis, which is the student information system utilized by 

a school district in Middlesex County. This is true of all the grade related data collected. Data 

regarding student achievement on NJSLA testing was collected from electronic testing data 
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shared out by Pearson, the company responsible for standardization of the New Jersey Student 

Learning Assessment.

The other variable evaluated is the Coopersmith Self-Esteem Inventory Scores for all

participants. This data was collected through the use of a Google Form survey developed to 

model the original Coopersmith survey purchased through Mind Garden Inc. While the 

distribution of this survey and the data collected from the participants was done for the purposes 

of this study, the nature of this study is still observational in that this data was compared to

pre-existing data from the student records.

Definitions 

Coopersmith Self Esteem Inventory (CSEI): “The Coopersmith Self-Esteem Inventory 

(CSEI) measures attitudes toward self in the context of pre-post evaluation, individual diagnosis, 

or classroom screening…The instrument consists of a brief self-report questionnaire and a school

form for ages eight to fifteen years or adult form for ages sixteen and above. There is no time

limit, but assessment typically takes fifteen minutes. It is hand scorable” (Mind Garden, 2019, 

para. 1). 

Self-Image: Self-image is the content of a person’s perceptions and opinions about 

(Mind Garden, 2019).

Self-Esteem: The positive or negative attitudes and values by which a person views the

self-image and the evaluations or judgments they make about it (Mind Garden, 2019). 

Academic Achievement: Quantifiable performance indicators for measuring student 

learning through grades and test scores (Steinmayr et al., 2017).  

Social-Emotional Learning: Social and emotional learning (SEL) is the process through

which children and adults acquire and effectively apply the knowledge, attitudes, and skills
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necessary to understand and manage emotions, set and achieve positive goals, feel and show 

empathy for others, establish and maintain positive relationships, and make responsible decisions

(CASEL, 2020).

Middle School Students: For the purpose of this study, middle school students were 

defined as students in Grades 6-8 of a traditional PreK-12 educational program. 

Core Subjects: For the purpose of this study, core subjects were defined as Math, 

English/ Language Arts, Science, and Social Studies.

New Jersey Student Learning Assessment: The New Jersey Student Learning

Assessments for English Language Arts and Mathematics (NJSLA-ELA/Math) measures the 

extent to which students are, or on track to being college or career ready in each of the two 

respective areas. The test in English Language Arts assesses student proficiency in reading and 

comprehending a range of grade appropriate material independently. It also provides a measure

of how effectively a student writes when using and/or analyzing sources. The test in

Mathematics measures student competencies in the major and additional/supporting content in 

mathematics for grade or course, as well as student grade-appropriate mathematical reasoning 

and modeling skills (New Jersey Department of Education [NJDOE], n.d.). 

Statistical Significance: Statistical significance refers to the claim that a result from data

generated by testing or experimentation is not likely to occur randomly or by chance but is

instead likely to be attributable to a specific cause (Investopedia, n.d.). 
Assumptions 

The first assumption is the validity of the Coopersmith Self-Esteem Inventory for use 

with middle school students. The support of this assumption lies in the fact that the Coopersmith

Self-Esteem Inventory has been utilized for decades in a wide range of peer reviewed studies
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involving self-esteem. According to the CSEI manual, “Construct Validity. A study of SEI 

construct validity was reported by Kokenes (1974, 1978). Her investigations included over 7600 

school children in grades 4 through 8 and were designed to observe the comparative importance 

of the home, peers, and school to the global self-esteem of preadolescents and adolescents. Her 

study ‘confirmed the construct validity of the subscales proposed by Coopersmith as measuring 

sources of self-esteem’” (CSEI, 2019, p. 12).  

Another assumption is in the reliability of the Coopersmith Self-Esteem Inventory as an 

accurate representation of self-esteem in participants. Based on a 1972 Kimball study, the 

confidence level for the CSEI with Middle School Students in Grades 6,7, and 8 are r  = .88, r  = 

.89, and r  = .90 respectively. From the CSEI Manual: “Kimball (1972) administered the SEI to 

approximately 7600 public school children in grades 4 through 8. The sample included students 

of all socioeconomic ranges and Black and Spanish surnamed students. KR20s were generated 

for each grade level. Obtained coefficients range from .87 to .92” (CSEI, 2019 p.12). 

Beyond the assumptions regarding the CSEI itself, there was also the assumption that 

participants in the study were accurately completing their CSEI. While the participants in the 

study are a convenience sampling based on their attendance at a middle school in Middlesex 

County, it was made clear to each participant that this study was entirely voluntary and it would 

in no way impact their academic standing whatsoever. The fact that participants choose to take 

part in the study limited the likelihood of inaccurate responses on the CSEI. In addition to 

voluntary participation, the CSEI has a Lie Scale, or a group of questions that the scoring of the 

CSEI can help to determine the accuracy of a participant’s responses. Within the design of this 

study, the lie scale was considered when analyzing data and determining relationships between 

variables.  
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For the purpose of this study, it was assumed that the participation group is an accurate 

representation of the student body as a whole at a middle school in Middlesex County and of 

middle school aged students everywhere.  

Scope and Delimitations 

This study compared the academic performance of participants based on grades in core 

subject classes, including: Math, ELA, Science, and Social Studies, to their score on the 

Coopersmith Self Esteem Inventory. This study also compares the academic performance of 

participants based on their NJSLA scores for the prior school year in Math and ELA to their 

Coopersmith Self Esteem Inventory scores. If a correlation between these variables existed, this 

study both identified the correlation and examined its statistical significance.  

In addition to investigating a possible correlation between academic performance and 

overall self-esteem on the CSEI, this study furthered investigate a link between academic 

performance and sub-scales of self-esteem based on the subgroups created within the CSEI: 

General Self, Social Self-Peers, Home-Parents, School-Academic. For example, if a correlation 

between these variables existed, this study both identified the correlation and examined its 

statistical significance.  

Following the data analysis comparing the independent variables within each comparison 

subgroup, there was a collection of qualitative data from participants through the use of a 

voluntary focus group. The participants in the focus group were broadly asked questions about 

their general perception of the relationship between self-esteem and academic performance 

rather than specific questions regarding their own self-esteem or academic performance. The 

decision to keep focus group questions broader and not based on the individual was made both to 

increase participation in the focus group and to encourage more honest responses from 
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participants by avoiding the embarrassment they could possibly feel when speaking about their 

own personal experience.  

Limitations 

The first limitation in the research design is that the population of participants in this 

study are a convenience sampling of individuals based on their attendance at a middle school in 

Middlesex County, New Jersey. Since the study required the use of confidential data for use in 

variable comparisons, the researcher required participants for whom access to the appropriate 

data was readily available through the student information system within the district. The 

researcher is an administrator at the middle school, and therefore had appropriate access to the 

data and approval to use the data from the Board of Education. 

Another limitation in the design is that not all students at the middle school participated 

in the study. Participation was limited to volunteers in order to ensure accuracy in participant 

responses on the CSEI. As a result, the study reflects data based on the responses of volunteers 

with the assumption that this is an accurate representation of the student body as a whole.  

Significance 

This study is significant because it has the ability to shape educators’ overall 

understanding on how self-esteem impacts academic performance. The academic performance of 

students has many future implications, both long and short term.  

For the student themselves, the short-term implications of academic performance include 

things such as report card grades, eligibility to participate in extracurricular activities and 

athletics, academic consequences, among others. The long-term impact of academic achievement 

can include class placement, grade level retention/ promotion, and future pathways such as 

college or trade schools.  
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For the teachers, schools, and school districts, the academic performance of students can 

have lasting impacts. Low performance can impact teacher evaluation scores, tenure status, 

district performance reports, and even state and federal funding in some cases.  

Understanding the factors that may contribute to the academic performance of a student 

can play an important role in shaping future planning within a classroom, school, or district. This 

is particularly true in the case of a factor such as self-esteem, which is rarely addressed in 

curriculum design or the scope and sequence of an academic program. Not only does this study 

have the potential to inform educators of a possible link between self-esteem and academic 

performance, but it can also serve as a foundation for future research. Research, such as studying 

ways in which self-esteem can be improved upon in a measurable way, can be seen through the 

lens of a school. This can have a profound impact, not only on school-based programming and its 

effectiveness, but also on the lives and wellbeing of countless individual students.  

Summary 

This study intended to examine the possible link between self-esteem and academic 

performance. It did so by examining prior research, which was studied and analyzed, and 

discussing the findings, impact, and implications. This information was compared and contrasted 

with the design, delivery, results, and implications of this study as well. Based on the research 

and the design of this study, a hypothesis has been developed and tested. 

This study collected and analyzed data from a participant completed survey about 

self-esteem known as the Coopersmith Self Esteem Inventory or CSEI. This data was compared 

to academic achievement data in the form of grades and standardized testing scores for 

mathematics and language arts. Participants had the opportunity to participate in a focus group in 
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which they broadly discussed their perspectives of the possible link between self-esteem and 

academic performance.  

Finally, at the conclusion of the study, data was synthesized and a determination was 

made regarding the relationship between self-esteem and academic achievement. Future 

implications were discussed and recommendations for future research based on the study were 

also made. 
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Chapter 2: Literature Review 

Self-esteem is the feeling of self-worthiness and acceptance. A child or an adult can have 

perceptions about themself based on various circumstances. The judgments may affect or not 

affect an individual’s performance in their day-to-day activities. On the other hand, academic 

achievement is the ability of an individual to analyze, understand, and intellectually grab ideas in 

the learning system. Mostly, people measure academic success through observation or tests. 

However, different scholars have been arguing whether there is an interrelationship between the 

two disciplines: self-esteem or academic achievement. They have come up with various 

indicators that determine academic success, affecting the self-esteem of a learner. As well, they 

have identified various circumstances that affect the self-esteem of a learner towards academic 

achievement. Some scholars have ruled out that there is no correlation between the two 

disciplines. The primary purpose of this literature review is to review the correlation between 

self-esteem and academic achievement. 

Literature Search Strategy 

For this research, the strategy that was utilized was one of literary connection. This 

strategy involves an expanding library of resources beginning with the most similar and relevant 

research on the topic of self-esteem and academic achievement, and expands outward until the 

relevance of a study no longer has a significant connection to the conducted study.  

The first step in this strategy was to identify research terms as well as alternative terms 

utilized in prior research. Being that this research intended to explore a potential correlation 

between self-esteem and academic achievement, these were the two initial search terms utilized 

in identifying prior research on the topic. After the initial search, an expanding library of 

resources were developed using research with connections to the initial studies found. This was 
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done by reviewing the references page for each study, going through each study and article 

utilized, and determining if each was relevant to the current research. As the network of studies 

with literary connection to the initial search grew, so did the library of research to be reviewed. 

When reviewed studies strayed too far from the topic, these studies were eliminated from the 

literature review.  

As the library of resources expanded, so did the list of search terms. Different terms that 

were found to be used similarly or interchangeably with those being used as a part of this 

research were added and defined in Chapter 1. Among the added terms were: Academic 

performance, grades , self-worth, self-image, and social emotional learning.  
Additional literature searches were performed using combinations of the added terms and 

the process was repeated until a comprehensive and complete list of prior research was compiled 

to be utilized in driving the current research on the topic.  

Literature Review Related to Key Concepts and Variable 

At first glance, there is a strong interrelationship between self-esteem and academic 

achievement. Aryana (2010) researched the interrelationship between self-esteem and 

educational attainment among pre-university students. His first hypothesis on the research 

indicated that there was a positive and significant interrelationship between the two disciplines 

(self-esteem and academic achievement). In the conclusion of his study, he pointed out that 

students' level of self-esteem was an essential aspect in determining their level of educational 

performance at school (Aryana, 2010). He determined that learners with a high level of 

self-esteem will probably attain a higher educational achievement. The research by Akinleke 

(2012) confirmed that there is an interrelationship between self-esteem and academic attainment. 

In the research data findings, it pointed out that the less worried students had a high self-esteem. 
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Therefore, such students obtained higher grade points at school. On the contrary, those students 

who were worried most of the time tended to exhibit low self-esteem; thus, they had weak grade 

points at school (Akinleke, 2012). The study on secondary school learners by Vishalakshi and 

Yeshodara (2012) suggests too that there is a strong relationship between the two disciplines. 

Additionally, Yang et al. (2019) supported the hypotheses by Vishalakshi and Yeshodara 

in a study that proved self-esteem has a strong correlation to academic performance in high 

school learners. According to the survey, 87.1% of the students with high self-esteem were able 

to pass their high school exams. Notably, they were enrolling in university education. The 

overwhelming majority of the students who had a lower self-esteem (88.2%) did not intend to 

achieve above the college level in their studies. A small percentage of the students with high 

self-esteem intended just to reach up to college level of education. A small percentage of 

students (about 3.9%) with lower self-esteem intended to achieve up to the university level of 

education. According to the study, a majority of students with high self-esteem achieved higher 

secondary school scores, thus enrolling in university education. A majority of students with 

lesser self-esteem did not perform well in secondary school; therefore, they just enrolled in 

college education (Yang et al., 2019). 

Moreover, the research by Alves-Martins et al. (2002) supported the idea that academic 

achievement has a strong interrelation with self-esteem. The fourth hypothesis of the study 

revealed that attitudes towards education among learners with a high level of educational 

attainment was more positive compared to how the learners with low self-esteem were feeling 

(Alves-Martins et al., 2002). 

In contrast, some studies show that academic performance may not have an interrelation 

with self-esteem. The study done by Akinleke (2012) on the interrelationship between test, 
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anxiety, self-esteem, and educational achievement among Nigerian polytechnic students 

presented that most learners who performed well had high self-esteem. Besides, not all the 

students who had high esteem performed well at school (Akinleke, 2012). The study by D'Mello 

et al. (2018) supported the research by Akinleke (2012) on this conclusion. Moreover, D'Mello et 

al. (2018) did a study, and their results showed that 67% of the population under investigation 

had high self-esteem. Some students (76%) had poor academic performance. According to the 

findings by D’Mello et al. (2018), a student must have some amount of self-esteem to reason and 

to perform school activities to the best level. Surprisingly, self-esteem does not guarantee that the 

learner will have the best results. In this case, the learner might have high self-esteem. Yet, other 

situational factors such as peer or family issues might have a more significant impact in 

determining the level of academic performance of children. In their study, they ruled out that 

self-esteem does not have much significance in determining educational achievement. Other 

factors other than self-esteem, determine academic achievement. However, the two disciplines 

are correlated (D’Mello et al., 2018). 

Notably, parental income is one of the aspects that determines the self-esteem of the 

child. In this case, self-esteem presents itself in the academic performance of the child at school. 

According to the research conducted, the income of parents, educational attainment, and 

self-esteem are interrelated components. The study suggested that income has a direct 

relationship to social class. That is, the status of society determined its income. Therefore, 

society's condition determined the level of motivation towards education. The study highlighted 

that high income motivates a child towards education. Some studies presented that motivation in 

school depends on the parent's level of learning rather than on parental income. Notably, some 

findings posited that the level of a parent's learning, along with income, determined the attitude 

 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 17 

 

towards education. However, other studies indicated that good performance emanates from 

psychological dimensions and not social-cultural ones. That is, the preparation by a parent for the 

student makes the student perform well at school since the student is psychologically stable. 

Parents with reasonable income can quickly provide for the safety of their children when 

compared to poor income parents. Children who are psychologically stable demonstrate high 

self-esteem, thus they easily perform well academically (D’Mello et al., 2018). 

Notably, Booth and Gerard (2011) did research on adolescent students in England and the 

United States, whose findings agreed with the study by D’Mello et al. (2018). In their results, 

they were able to identify the differences in the academic performance of adolescent students. 

Their research identified the learners' educational attainment based on their economic status and 

home backgrounds. In their studies, 33% of the respondents were from low-income 

Black-American families. These 60% of the Black-American students from low-income families 

had negative perceptions regarding themselves and their families. However, they did not perform 

well in their academic tasks. Therefore, the researcher concluded that parental income affects 

self-esteem, thus leading to poor academic performance (Booth & Gerard, 2011). Thus, it 

nullified the assumption in the notion that self-esteem interrelates with educational attainment. 

Moreover, the study by Harter (1993) supports Booth and Gerard's (2011) study in the 

assumption that parental income has a direct influence on the self-esteem of a learner, thus 

presenting itself in academic achievement. According to the survey by Harter (1993) most of the 

parents who earned well were able to provide the necessary needs for their children. In this case, 

the children were happy most of the time, thus it was easier to acknowledge themselves. Such 

children could easily present with higher self-esteem, whereby it correlated with academic 

performance at school. The study showed that the teachers had good comments on such children, 

 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 18 

 

ruling out the significance of parental income to a learner's self-esteem, thus reflecting on 

educational attainment (Harter, 1993). 

Gender is a factor in determining an individual's level of self-esteem in relation to 

educational attainment. According to the research by Khan et al. (2019), gender moderates the 

self-esteem of a person thus impacting an individual's academic performance. According to the 

study, male learners have higher self-esteem than female learners do. The reason is that male 

students depend highly on their sense of mastery (Khan et al., 2019). This increases self-esteem, 

thus performing better. On the contrary, Vishalakshi and Yeshodhara (2012) opposed this study 

by pointing out that boys have lower self-esteem than girls. They pointed out that boys lacked 

the values, beliefs, and attitudes that girls possess, which resulted in a lack of acceptance 

(Vishalakshi & Yeshodhara, 2012). However, the study points out that there is a significant 

interrelation between academic performance and male students’ self-esteem. 

In contrast, the study by Khan et al. (2019) pointed out that girls have low self-esteem 

compared to boys. The study targeted respondents from high school. Probably, the respondents 

were teenagers; thus, most of them were in adolescence. The study stated that girls depend on 

relationships such as support from parents for them to boost their self-esteem. When the parents 

do not satisfy their needs, the girls tend to demonstrate lower self-esteem. Their study further 

posited that it does not find the interrelationship between self-esteem and educational attainment 

in girls. The researchers stated that other factors affect a girl's academic performance and not 

self-esteem, as other studies pointed out (Khan et al., 2019). The findings by Arshad et al. (2015) 

showed that boys have higher self-esteem than girls. Besides, girls perform better in academics 

than boys (Arshad et al., 2015). On the contrary, Vishalakshi and Yeshodhara (2012) opposed 

this study by pointing out that girls have higher self-esteem than boys do. In this case, girls 
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usually hold values, attitudes, and beliefs, which they take seriously, making them have higher 

self-esteem (Vishalakshi & Yeshodhara, 2012). 

Peers are one of the moderation factors of self-esteem among learners, which impacted 

their educational performance. According to the study done by Park et al. (2019), learners' 

self-esteem determined their academic performance. According to the study, those learners who 

were having good relationships presented with high self-esteem. The researcher evaluated their 

academic performance, and the learners scored well in their academic work. This was contrary to 

those learners who did not have good relations with their peers. Such learners demonstrated a 

low self-esteem and achieved low scores academically (Park et al., 2019). The research by 

D’Mello et al. (2018) supported this study by pointing out that children who scored higher in the 

class had more friends with high self-esteem. In their study, the majority of their respondents had 

high self-esteem. This was about 50% of the entire population under study. Twenty-six percent 

of the respondents had moderate self-esteem. Then 24% of the respondents presented with low 

self-esteem. In the study, those students who did well in their academics had high self-esteem. 

Such students had many friends, with whom they mingled with most of the time (D’Mello et al., 

2018). 

However, Harter (1993) agreed with the notion that peers influence self-esteem. In her 

research, she pointed out that children and adolescents boost their self-esteem through their 

peers. Her study suggested that it is more common for athletes since athletes need their peers to 

cheer them up to gain their esteem and perform better (Harter, 1993). In the study, children who 

did not mingle with their peers can present with a lesser self-esteem. The research supported that 

there is a direct interrelationship between self-esteem and a child's educational attainment. It is a 

psychological thing. When a child has peers around, the child feels safe, secure, and develops 
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their sense of belonging. In doing so, the child's self-esteem becomes high, thus allowing the 

child to perform any academic duty that the teacher assigns. The study highlighted that a child or 

adolescent who did not mingle with peers felt lonely. With loneliness, such an individual had a 

high tendency to develop low self-esteem. According to the study, a child with lesser self-esteem 

is likely to present with poor performance in his or her academics (Harter, 1993). The study by 

Alves-Martins et al. (2002) supported the research in the statement, "Peer groups can play in the 

reorganization of values through affiliative mechanisms that lead to a high level of identification 

with the group in question” (p. 52). Based on this statement, peers play a significant role in 

self-identification among learners. Through peers, learners develop their self-esteem, which they 

reflect on their scholastic performances (Alves-Martins et al., 2002). 

Research has identified anxiety as a moderation factor to self-esteem in learners, 

presenting it through academic performance. According to Park et al. (2019), anxiety in 

education is the ability of a learner presenting with high or deficient attention and expectations 

that may interfere with his or her self-perception. The anxiety emanates from different conditions 

such as family background, stress, or other social-economic or cultural trigger. Anxiety in a child 

may present in two forms. The first form is good anxiety. The findings indicate that those 

students who live in healthy conditions at home have good anxiety in a reasonable manner. Such 

learners will present with high self-esteem and will present with good academic performance at 

school (Park et al., 2019). Arshad et al. (2015) supported this factor in their study, whereby they 

presented the level of anxiety among university students. In their study, they concluded that 

healthy anxiety has close relationships with high self-esteem. However, the population under 

study had about 400 respondents aged between the ages of 18 to 25. The respondents were both 

male and female university students. In the measurements, those students who had high 
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self-esteem and performed well had moderated anxiety (Arshad et al., 2015). The study by 

Vishalakshi and Yeshodhara (2012) supports the effects of moderated anxiety on high 

self-esteem and good academic performance among learners at school (Vishalakshi & 

Yeshodhara, 2012). 

The second form of anxiety is an unhealthy anxiety. The study by Park et al. (2019) 

revealed that unhealthy anxiety can lead to less self-esteem within learners. Therefore, learners 

are likely to underperform in their academic activities. The studies by Vishalakshi and 

Yeshodhara (2012) and Akinleke (2012) correlated with this finding. According to these two 

studies, unhealthy anxiety emanated from the learner's socioeconomic and cultural environment. 

Learners do not need stress. In fact, unhealthy anxiety is a psychological issue that learners go 

through. It has adverse effects on the learner’s academic performance at school. 

Additionally, Akinleke (2012) further explained the forms of unhealthy anxiety. In the 

study, anxiety had various types, such as generalized anxiety, which is a form of an anxiety 

disorder. Children with generalized anxiety disorder present with the excessive worry of what 

will happen next to them; they have emotional distress and even severe anxiety. Another form of 

unhealthy anxiety is social phobia. Social phobia is a chronic mental illness whereby social 

alterations cause irrational anxiety. Learners presented with this form of anxiety through the 

expression of fear, depression, and palpitations. The other type is obsessive-compulsive disorder 

(Akinleke, 2012). Its abbreviation is (OCD). Learners who presented with obsessive-compulsive 

disorder had excessive thoughts in their minds, which made them repeat their actions severally. 

Whereas, separation anxiety is another form of anxiety. In all these forms of anxiety, a learner 

tended to present with low self-esteem since he or she did not know what may happen next. The 

learner became curious to know what would happen in the next moment. More probably, the 
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student may have lost his or her attention and focused on academic activities. With unhealthy 

anxiety, the learner did not get to have his or her self-awareness, whereby such a learner 

underperformed in scholarly activities (Akinleke, 2012). From the study, anxiety moderated the 

level of self-esteem in a learner, which presented itself in academic achievement. 

Studies indicated that a teacher has an influence on the self-esteem of a learner, which 

projects itself in the learner’s academic attainment. Booth and Gerard (2011) researched 

adolescent students in England and the United States. They found that teachers' comments on 

children are very effective in determining the self-esteem of the children. While conducting the 

study, the researcher had to use questionnaires to collect data on the children’s expectations over 

“fall comments: my teachers would say about me” and “spring comments: my teachers would 

say about me” (Booth & Gerard, 2011). The study targeted respondents from both genders: 

males and females. During data collection, over the "fall comments," those learners who 

expected the negative feedback from their teachers had low self-esteem. Therefore, they could 

not rank themselves well on the “spring comments.” They expressed how their teachers would 

associate them with poor academic performance. Over the “spring comments,” those learners 

who expected positive comments from their teachers indicated positive comments about 

themselves. Such learners expressed to have higher self-esteem (Booth & Gerard, 2011). More 

so, the researchers reviewed their academic achievement and found out that they performed well 

academically. 

The research by D’Mello et al. (2018) supported this study by pointing out that those 

children who score higher in class have higher esteem. The high esteem was due to the 

association between the teachers and the students. In this case, such students frequently met their 

headmaster or headmistress in the school. The interaction between the teachers and the learners 
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made the learners feel loved and accepted. Once a learner felt that the teachers accepted him or 

her, the learner was able to understand his or her personality, which strengthened the individual's 

self-esteem. According to the survey, the self-confidence in such learners contributed to a peace 

of mind, thus presenting good performances in class. When there was less interaction between 

learners and their teachers, the learners underperformed academically due to low self-esteem 

(D’Mello et al., 2018). 

Studies indicated that school climate is a determinantal aspect in the self-esteem of a 

student. In that case, self-esteem affected the performance of the student. According to the study 

of Harter (1993), “The causes and consequences of low self-esteem in children and adolescents,” 

the school environment dictates a child’s self-esteem at some level, thus reflecting academic 

performance. If the school is near a noisy place such as an industrial zone, a child would not love 

it. Their self-esteem lessens. The child will not gain an interest in doing well in academic 

activities due to low self-esteem. This is the opposite of that student whose school is not in a 

noisy place, whereby the student would present with high self-esteem and good academic 

performance. However, Harter's (1993) study identified that adolescents tried to maintain their 

self-esteem regarding the school environment. As the adolescents held their self-esteem, this 

reflected in their academic performance (Harter, 1993). The study by Vishalakshi and 

Yeshodhara (2012) supported the study whereby it tried to elaborate more on the issue of school 

environment. According to the study, the researcher suggested that a school environment is 

composed of teachers, students, neighboring society to the school, school activities, and school 

programs. Nonetheless, in the case where a school implements those programs that do not suit 

the interests of the child, he or she will lose interest in the studies, thus developing low 
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self-esteem. According to the researcher, learners with less self-esteem tended to present with 

poor educational attainment at school (Vishalakshi and Yeshodhara, 2012). 

Additionally, Park et al. (2019) supported the idea of the impact of the school 

environment on a learner’s self-esteem to education. They pointed out that those students who 

did not access programs such as physical exercises at school had lower self-esteem. Such 

students lacked creativity since they had poor self-esteem. They did not acknowledge themselves 

to be worthy of doing good things. This reflected similarly in other classwork. According to the 

researchers, such students developed negative attitudes towards the school and its entire 

environment. The researchers surfaced recommendations to encourage learning institutions by 

identifying favorable programs that suit most learners. In doing so, the learners will have to 

develop good self-esteem and reflect on their academic practices (Park et al., 2019). 

Studies indicated that gender has a role in moderating self-esteem and educational 

attainment. Booth and Gerard (2011) researched adolescent students in England and the United 

States. They uncovered that gender (male or female) moderated an individual's self-esteem in 

association to academic performance. They conducted a series of regression analysis to further 

confirm. According to their findings, results for science reflected higher in male students other 

than girls. However, the researchers found a positive relation between self-esteem and writing 

for male students, which amounted to an average increment of 70 on the writing scores for each 

increase in one point for self-esteem. According to the study, for male students, an increase in 

one point in self-esteem resulted in a positive improvement of 70 on the writing scores This was 

contrary to female students, whereby an increase in one point of self-esteem was associated with 

a depreciation of 40 scores on the Oral Proficiency Test (OPT). In terms of English, girls scored 

higher than boys in relation to their self-esteem (Booth & Gerard, 2011). Furthermore, the 
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moderation of self-esteem on gender indicated that girls scored higher in math than boys. Khan 

et al. (2019) supported this study. According to their findings, there was a distinction in the basis 

of subjects, gender, and self-esteem. Female students performed better than male students in both 

arts and science disciplines. According to the findings in this study, male students did not 

perform better in mathematics and science than female students at the university level. 

However, studies pointed out that an individual's cultural background has an impact on 

self-esteem and academic achievement. According to the study by Booth and Gerard (2011), on a 

comparative of self-esteem and educational attainment of adolescent students in England and the 

United States, there is a difference in self-esteem and educational attainment among learners 

based on cultural background. According to the study, different cultures have varying gender 

roles. The society treats a child based on their cultural gender-based expectations. Therefore, a 

child grows up with the identity of their cultural-gender expectation. The cultural-gender 

expectations have implications for self-esteem, which reflects on the academic performance of 

the child (Booth & Gerard, 2011). Based on the notable differences between the two countries, it 

demonstrated that there must be an impact of culture on an individual’s self-esteem and 

academic achievement. 

However, studies have identified that academic achievement itself has an influence on the 

self-esteem of a learner. The impact emanates on various factors under which the learner 

interprets the nature and attitude of the academics. A study by D’Mello et al. (2018) indicates 

low academic achievement affects an individual's self-esteem. Based on the survey, the 

respondents who previously used to have higher self-esteem had dropped in their level of 

self-esteem after their grades depreciated (D’Mello et al., 2018). This indicates that low 

educational attainment has a great negative effect on an individual’s self-esteem. 
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Further, the study by Alves-Martins et al. (2002) supported the idea of the relationship 

between low educational attainment and self-esteem. According to the study, students who 

attained low academic scores suffered from low self-esteem more when comparing them to those 

who attained higher results. According to the study, this was a result of a learner's reaction when 

they activated self-esteem protection mechanisms after their self-esteem was threatened. 

According to the study, those students in the eighth and ninth grades with low levels of academic 

achievements suffered from low self-esteem (Alves-Martins et al., 2002). 

Flouri (2006) supported the idea that poor academic achievement had negative impacts 

on the learner’s self-esteem. According to the study, many respondents did not like their parents' 

expectations of achieving the best academically (Flouri 2006). When a learner underperformed 

academically, it was difficult for the learner to maintain their self-acknowledgement. The study 

pointed out that there was a likelihood of children to connect their self-esteem to academic 

performance. In this case, the learners had been having higher self-esteem. As soon as the 

teachers released the results for a math test, the students had scored lower grades as the parents 

as well as they were expecting. Their level of self-esteem became low (Flouri, 2006). The study 

pointed out that the parents' expectations of student performance were contributing factors to the 

learners' self-esteem. The students were worried about the impression they would be presenting 

before their parents and their entire families. The concerns over good academic impressions led 

to a greater depreciation in individual student self-esteem. According to the study, the poor 

academic performance resulted in a lowering of self-esteem, thus presenting higher chances of 

such students to quit education (Flouri 2006). According to the study, 39.1% of the respondents 

who presented with low self-esteem had thoughts of dropping out of school. Under the 

investigation, the findings indicated low academic achievement as a factor that lowered the 
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individual respondents' self-esteem (Flouri, 2006). Thus, this was clear proof of low self-esteem 

to arise from low academic achievement. 

A study by Akinleke (2012) supported the research by Flouri (2006). According to the 

study by Akinleke (2012), low academic achievement led to unhealthy anxiety. Those students 

who had poor academic performance had various forms of unhealthy anxiety. In this case, the 

students developed negative attitudes towards themselves and the surrounding environment. 

They did not like most of the things because they did not attain what they desired to be a good 

thing (getting good grades). The students with unhealthy anxiety presented with stress, lack of 

attention, curiosity, and fear. They thought that their parents and the entire family would dislike 

them. Some of the students with a low educational attainment shared the fear of not going out for 

holiday vacations with their families if they did not perform well academically. According to the 

study, low academic achievement had a direct impact on a learner's self-esteem whereby the 

learner presented with low self-esteem (Akinleke, 2012). Vishalakshi and Yeshodhara (2012) 

supported the study whereby a child's self-esteem gets depressed due to the expectations of 

parents who may criticize its low academic performance. 

Besides, studies indicate the impact of excellent performance among learners to their 

self-esteem. According to the study by D’Mello et al. (2018), many respondents who had 

previously low-recording scores of self-esteem had an increase in their self-confidence after they 

passed their grade. According to the study, the results from the learners implicated how good 

academic performance correlates with an increase in the self-esteem of learners (D’Mello et al., 

2018). A study by Harter (1993) supported D’Mello et al. (2018) idea of the interrelationship 

between high academic attainment and high self-esteem. According to Harter (1993), “a 

psychological system of a human being is adaptively programmed to reduce the discrepancies 
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between perceived incompetence” (Harter, 1993 p. 27). For an individual with low self-esteem 

(especially children in middle childhood), one uses two ways to enhance their self-esteem. This 

is through raising one’s competence level or lowering one’s aspirations. By using either the two 

approaches, they reduced the discrepancy between importance and competence, thus increasing 

their level of self-esteem. According to the study, children and adolescents identified areas such 

as literary competences to be more relevant. For that reason alone, the scholastic competence 

domain's aspirations and standards are typically quite high, thus posing a challenge to the 

learners (Harter, 1993). Learners strived hard to improve their self-esteem by managing through 

academic competencies. 

Moreover, a study by Akinleke (2012) supported the idea in the studies by D’Mello et al. 

(2018) and Harter (1993) over the interrelationship between high educational attainment and 

self-esteem. According to the survey, high academic success led to anxiety among learners. The 

anxiety, in this case, emanated from the expectations the learner had towards the outcome of the 

competency in academics. Such anxiety made a learner maintain good performance. By doing so, 

the learner strengthened his or her self-esteem. That is, through the creation of self-awareness, 

acknowledgment, and obligation (Akinleke, 2012). Based on the study, such learners tended to 

manifest good performance in other fields other than academics. 

Nevertheless, studies suggested that the impact of academic performance on the 

self-esteem of the learner varied by age. According to the study by Alves-Martin et al. (2002), 

the researchers classified the students under study according to their grades. That is the seventh, 

eighth, and ninth grades, respectively. Keeping in mind, each class consisted of students of the 

same age groups. In the study, the researcher found that students with poor academic attainment 

possessed self-esteem that was considerably lower than that of students with higher academic 
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attainment. However, these results changed in the eighth grade, as there was no difference in the 

self-esteem of both high and low academic achievers. These results were different in the ninth 

grade. In the ninth grade, results showed that students with low academic achievement possessed 

a higher level of self-esteem. The conclusion of the study pointed out that scholarly results play a 

significant role in younger adolescents' self-esteem. That is, adolescents tried to manage their 

self-esteem despite lower academic attainment.  

Additionally, the research by Booth and Gerard (2011) supported the study by Martin et 

al. (2002) on the varying impact of self-esteem on academic performance in terms of age. 

According to the study, youths found it hard to increase their competence evaluations as a 

strategy of reducing discrepancy (Booth & Gerard, 2011). The process of an individual 

compared themself with others for self-evaluation starting at middle-childhood and increasing as 

they matured. At the middle childhood stage of growth, one adopted the cultural preoccupation 

with how people are different. An individual learns this through situations such as completion 

whereby people compete and rank from top to bottom based on the level of efforts put by 

someone in the competition. Therefore, one began measuring another peer's social status, 

forming judgement. Undeniably, the academic performance was more influential on the 

self-esteem of people in their middle school age than at the youth age. However, the study 

pointed out that older children and adolescents present with low self-esteem were accompanied 

by depressive effects (Booth & Gerard, 2011). 

Summary and Conclusions 

In conclusion, various scholars and researchers have tried to identify the relationship 

between self-esteem and academic achievement. Some studies indicate that there is no 

correlation between the two disciplines, while others approve the correlation. However, some 
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studies point out the impacts of academic performance on the self-esteem of learners. Studies 

present the variance in the correlation of self-esteem on academic performance based on age, 

parental income, anxiety, student-teacher relationships, peers, social-cultural background, 

gender, academic discipline, and school environment.  
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Chapter 3: Research Method 

Some of the existing research presented in Chapter 2 provides evidence of the potential 

link between self-esteem and academic performance. Academic performance has long been the 

ruler by which one measures student success. Only more recently has the focus in some schools 

transitioned into a whole child approach to learning (ASCD, n.d).  

The whole child approach looks beyond the academic performance of a student and 

focuses more on the student’s overall preparedness for the future. This includes all aspects of 

their life as an individual. According to the Association for Supervision and Curriculum 

Development (ASCD, 2020), “ASCD's Whole Child approach is an effort to transition from a 

focus on narrowly defined academic achievement to one that promotes the long-term 

development and success of all children. Through this approach, ASCD supports educators, 

families, community members, and policymakers as they move from a vision about educating the 

whole child to sustainable, collaborative actions” (para. 3).  

If the measure of success for a student remains rooted in the academic side of the 

education provided in the K-12 environment, then a vital component of that success lies in 

determining all the variables that can have a significant impact on that academic success. These 

variables need to be understood to minimize the obstacles that impede a student’s ability to find 

academic success. Fostering an environment that takes these variables into account and creates a 

pathway for each student with the greatest likelihood of leading to success should be the ultimate 

goal of any school or school district.  

The whole child approach looks at success differently than simply focusing on the 

academic component. Successful teaching in this approach looks not only at academic success 

but also at the social-emotional side of learning. The idea being that schools should be producing 
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good people rather than just smart people. The only problem with this approach is not in its aim 

but rather in its practical application. Measuring success becomes far more difficult when there 

are fewer quantitative measures by which one can determine achievement or even growth.  

Success in schools does not need to be an either-or proposition. Educators do not need to 

decide between maintaining high academic expectations and whether a student is of high 

character and well socially adjusted. Increasingly, research has shown that there may be a link 

between the two. Perhaps, students who are well prepared for the social emotional challenges 

that they face are more likely to demonstrate success academically as well. The next chapter 

discusses more regarding prior research on the topic. The purpose of this study is to look deeper 

into the impact self-esteem has on academic performance.  

Self-esteem is a major component of social-emotional learning, and student wellness. It is 

also a major factor in determining outcomes in a whole child approach to learning. This study 

was designed to determine if a correlation exists between self-esteem and the academic 

performance of students as measured by their grades in school and by their achievement on 

standardized academic assessments, particularly the New Jersey Student Learning Assessment, 

also known as the NJSLA for Math and Language Arts. This study looks deeper into the 

statistical significance of any correlation to determine if correlation is an indication of causation. 

In addition to the quantitative data that is presented, this study utilized a qualitative approach to 

gauging the perceptions of the participants on a potential relationship between self-esteem and 

academic performance.  

The findings of this study are intended to inform readers and educators of the impact that 

self-esteem may or may not have on the ability of students to be successful. It is also intended to 

be a resource that can guide practice when making decisions regarding instructional approaches 
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in schools. Lastly, this study intends to provide a research foundation from which future research 

can build. If, in fact, a relationship exists between self-esteem and academic achievement, then 

this study can be a starting point for researchers who aim to study why a relationship exists or 

what can be done to provide the greatest opportunities for the future success of students in 

schools everywhere.  

Setting 

The setting of this study was a middle school in a small town in Middlesex County. It is a 

suburban population in central New Jersey, approximately 25 miles to the southwest of New 

York City.  

The community has a population of approximately 8,500 residents. It is a growing 

community with a population increase of just over 7% in the past 15 years. The median resident 

age is 45.2 years, which is over 5 years higher than the state median of 39.8 years of age. The 

Median household income is $77,542 which is lower than the state median of $80,088. Per capita 

income is $35,839. Home values also fall short of the state average with a median home value of 

$302,361 and the state of New Jersey’s median being $334,900. 6.7% of residents are living in 

poverty (City-data, 2020). 

The school district is home to students from both two different municipalities for the 

entirety of the Pre-K-12 program. A nearby district has their own K-8 schools and sends their 

students to the same high school for Grades 9-12.  

The school chosen for the study is the only middle school in the school district. The 

school has a total of 340 students in Grades 6-8. Fifteen-point-five percent of the student 

population at the school is economically disadvantaged. Students with disabilities make up 

11.9% of the total student population at the school and English language learners make up 2.2%.  
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The student to teacher ratio at this middle school is 12:1. The teaching staff is primarily 

comprised of veteran teachers, with the average years of experience being 9.9 and the number of 

non-tenured teachers, which for the state of New Jersey means they have less than 4 years of 

teaching experience within the school district they are working, is 3 teachers. The total number 

of full-time teachers in the building is 38. The middle school has 1 administrator housed in the 

building, in the form of the building principal. There are no assistant principals, department 

chairs, or supervisors. The middle school also has 1 guidance counselor, 1 school nurse, and 1 

school psychologist who manages all of the Individualized Educational Plans (IEP) for special 

education students.  

Role of the Researcher 

For this study, the researcher’s role began with developing the primary research questions 

to be answered by the study. In order to do this, the researcher first needed to identify the topic to 

be researched. Being that social emotional learning has become a significantly larger focus in 

schools over the past few years, the researcher elected to expand upon the existing research in 

that domain by investigating the impact that it has on academic performance. Following, the 

question was developed: Is there a correlation between self-esteem and academic performance?  

After finalizing the research question, the researcher needed to come up with a 

quantifiable way of measuring the possible correlation between the two variables of self-esteem 

and academic achievement. For the academic achievement piece, the researcher decided to 

utilize the available and widely accepted measurement tools already in place in order to limit the 

impact the study may have on collectable data. For this, grades in core subjects, as well as 

performance on standardized assessments, were used to measure academic achievement.  
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Measuring self-esteem can be far more difficult to do accurately, so for this element of 

the study, the researcher chose to utilize a previously developed and validated tool in the 

Coopersmith Self-Esteem Inventory (CSEI). The researcher purchased licenses to use the data 

collection tool and also thoroughly review the training manual in order to ensure its appropriate 

and accurate use.  

The researcher also secured a research assistant to assist in the collection and 

anonymization of all data to prevent any biases from impacting the findings. The research 

assistant distributed letters created by the researcher, intended to inform potential participants of 

the study and what involvement in the study would entail. The letter clearly communicated that 

participation was completely voluntary and would have no impact whatsoever on a student's 

grades or academic standing. Participants were all minors and therefore their parents or 

guardians were made aware that their participation would be anonymous and their identity would 

not be known to the researcher, who is their principal.  

Following the guidelines outlined in the CSEI Administration Manual, the researcher 

converted the inventory to a Google form so that data could be easily collected. Once 

participants were identified, the researcher distributed the Coopersmith Self-Esteem Inventory to 

the participants through the research assistant utilizing student password protected email 

accounts.  

When participants completed the CSEI, the research assistant assigned a random number 

that was also assigned to their academic achievement data and entered into a data collection 

spreadsheet. Without knowing the number each student was assigned, the researcher ran linear 

regression tests for each of the measurable variables including subcategories embedded into the 

CSEI and for all measures used for academic achievement.  
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Following the completion of the CSEI, participants were given the option to participate in 

a focus group on the topic. They were made aware that if they chose to participate, they would be 

known to the researcher as participants only, but their personal data would remain anonymous. In 

the focus group, the researcher asked questions of the group that were broader in nature and 

focused on their feelings on the topic as a whole for students rather than their own personal 

experiences.  

Finally, the researcher analyzed the collected data. Statistical significance was evaluated. 

The researcher compared the findings to the findings of prior studies and pre-existing research on 

the topic. To conclude, the researcher compared the results with the hypothesis, evaluated and 

identified possible limitations of the study as it was completed, and made recommendations for 

future research. 

Participant Selection  

Participant selection for this study was a convenience sampling. All of the participants of 

this study were students in Grades 6-8 at a middle school in Middlesex County, New Jersey. The 

researcher used these participants because, as their principal, the researcher had access to the 

student achievement data required for data analysis and linear regression.  

All potential participants received a letter clearly describing the purpose of the study as 

well as what their role would be as a participant in the study should they choose to be involved. 

The requirements for being eligible to be a participant were that they must be students at the 

school being researched, and they must return a completed permission slip, signed by their legal 

guardian, stating that they understand what they are getting involved in and they are willing to 

participate. There were no additional requirements.  
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All participants willingly chose to take part in the study, and all participants had the 

ability to back out of the study at any time. No participants that were turned away by the 

researcher, and all students who completed and turned in the permission slip were included in the 

data collection.  

Within the CSEI, there is a built in lie scale, which predicts the accuracy of the 

participant responses. This is accounted for and discussed within the data analysis portion of the 

study. One participant’s data was identified for answering all fifty CSEI questions in the negative 

or “Not Like Me.” This individual’s data has been appropriately stored, but it was not included in 

the data analysis. It is not known if this student participated in the focus group session.  

Procedures for Recruitment, Participation, and Data Collection 

The recruitment pool for participants consisted of all students at the middle school. Being 

that the students were all minors, a parental permission/consent form was distributed via email to 

all parents and legal guardians of the students in the recruitment pool. Included in the form was a 

letter from the researcher outlining the study. This included a description of what is involved for 

participants, assurances that this participation is both confidential and anonymous and will have 

no impact whatsoever on the child's academic standing in any way, and the fact that they were 

able to withdraw from participation in the study at any time.  

After distributing the form, parents and participants were given two weeks to complete 

the form and return it in a sealed envelope. The research assistant collected the envelopes. The 

research assistant then compiled a list of all participants and assigned each of them a participant 

number. The master list of names and corresponding participant numbers was stored in a 

confidential file. From this time forward, each participant was known to the researcher only by 
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their participant number. At no time throughout the data collection did the researcher have any 

knowledge of who the participants were aside from their assigned number.  

Once participants were identified, the CSEI was distributed to each of the participants via 

a Google Form. Participants were provided access to the form through their password protected 

school email address and they were able to complete the CSEI at their own convenience. The 

data from their CSEI completion, as well as all archival data utilized for the purpose of this 

correlational study, was then collected by the research assistant and put into a data spreadsheet to 

be used by the researcher for data analysis. Participants were listed in the spreadsheet only by 

their participant number and their name did not appear in any way to the researcher.  

Following the completion of the data analysis, the researcher, through the research 

assistant, distributed another parent permission/consent letter. This time the letter was sent only 

to participants in the study who completed the CSEI. This letter requested permission for 

participants in the initial study to also take part in a focus group discussion about the study. The 

letter detailed what would be involved in participation in the focus group discussion. It also 

provided assurances that the confidentiality of the child’s data for the study would remain intact 

and that they would now be known to the researcher as a participant in the study, but it would 

still be unclear which participant number belonged to them. Participation in the focus group was 

not required for participants in the initial portion of the study. Again, participants could withdraw 

from the study at any point. Again, it was made clear that there would be no impact whatsoever 

on the academic standing of any participant in the study.  

During the focus group, participants were briefed on what the focus group discussion 

would involve, they were given the opportunity to ask questions, and were able to withdraw from 

participation at that time for any reason. Participants were asked collectively a series of 10 
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questions, some with follow up questions, all that were related to the general topic of self-esteem 

and academic achievement. Participants were asked to provide general responses on their 

perception of the average individual, rather than share their own personal feelings on any of the 

questions or how it impacted them. This was done in an effort to provide qualitative 

supplemental data for the study in a way that still protects the confidentiality of the individual 

participants.  

Intervention/Treatment 

This study was intended to measure the possible existence of a correlation between 

self-esteem and academic achievement, intervention or treatment is not necessary to achieve this. 

Any interventions would only increase a potential impact on the measured variables, which could 

possibly diminish the validity of the study itself. With this in mind, the focus group component 

of the research being conducted was designed specifically to take place after the collection of 

quantifiable data on both self-esteem using the CSEI and academic achievement through the 

various measures that were utilized.  

The focus group was not intended to be an intervention but rather a means of collecting 

qualitative data to supplement the quantitative data and hopefully gain a deeper understanding of 

the topic being studied. Concern over the impact the group discussion could have on the 

individual perspectives of the participants involved led to the timing found in the research 

design.  

Archival Data 

Two pieces of archival data were used in this study. The first was grades in core subject 

classes and the second was recent testing data.  
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As it was defined in Chapter 1, core subjects include Math, English/Language Arts, 

Science, and Social Studies. These are the four primary academic subjects at Memorial Middle 

School and all participants of this study were required to take them as a part of their 6-8 

curriculum. Student grades for these four subjects were recorded as archival data for the purpose 

of this study. Grades were taken in numeric form with a score between 0-100. The score 

collected for each participant was their overall average in each of their core subject classes at the 

time that they completed the CSEI. This was done with the specific intent of having the most 

current and relevant data at the time their self-esteem was being measured and quantified for the 

study.  

The second piece of archival data, standardized testing scores, was also collected for this 

study. The testing scores that were collected and recorded for the purpose of this study were 

scores received on the New Jersey Student Learning Assessments for 2019. This is the most 

recent and up to date standardized testing data available for the student participants. Scores for 

these assessments fall into a range from 650–850. The NJSLA tests administered to students in 

Grades 6-8 include Math and ELA, both of which are included in the study.  

Archival data for both core subject grades and standardized testing data are stored in 

Genesis, which is the student information system for the school district and middle school. The 

research assistant for this study retrieved the archival data from Genesis and assigned it to the 

appropriate student by their designated participant number. Data was entered into the data 

collection spreadsheet for this study with only participant numbers and no participant names 

were present so that the researcher was unaware of which data belonged to which individual.  
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Generated Data 

The generated data in this study is the data collected using the CSEI. Scores for this data 

range from 0–50 and are based on how participants answered 50 different survey questions in the 

CSEI. The CSEI and the corresponding licenses for use were purchased by the researcher. 

Participants completed the CSEI and their score was recorded by the research assistant according 

to their assigned participant number.  

 In addition to the CSEI score from 0–50 for overall self-esteem, the CSEI also provides a 

set of sub-scores for a more detailed breakdown of individual self-esteem. These sub-scores are 

for the following categories: General Self, Social Self-Peers, Home-Parents, School-Academic. 

The General Self Score ranges from 0–26. The Social Self-Peers score ranges from 0–8, The 

Home-Parents score ranges from 0–8, and the School-Academic score ranges from 0–8. For each 

of these sub-groups, the higher the score received by the individual, the higher their self-esteem 

level is for that particular category.  

In addition to the self-esteem sub-scores, the Coopersmith Self Esteem Inventory also has 

a built-in lie scale. This is a previously validated measurement of the accuracy of the responses 

given on the CSEI by the participants completing the survey. This score is also from 0–8 and a 

higher number indicates the possibility of a less accurate response throughout the CSEI.  

Threats to Validity  

The biggest threat to the validity of the study was the participant generated responses on 

the Coopersmith Self Esteem Inventory. Because the researcher did not observe participants 

completing the survey, the first threat to validity is that the participant did not complete the 

survey themself. While this would significantly impact the results of the study, appropriate 

procedures were in place to limit the likelihood of this threat being a reality. First, participation 
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was entirely voluntary. Since participants were not only choosing to take part in the study, but 

were also given the opportunity to withdraw from the study at any time, it is unlikely that any of 

the participants would have had someone else complete the CSEI in their place. Also, observing 

the participants as they complete the CSEI may have had an impact on their responses and 

therefore would create an entirely new threat to validity.  

Another potential threat to validity was if a participant had someone complete the CSEI 

under their name without their knowledge. Again, procedurally the researcher addressed this to 

the greatest extent possible. The CSEI was only distributed to individuals who had a signed and 

returned consent form and therefore other individuals would not have access to the document. 

Additionally, the survey was sent to each individual’s password protected school email address, 

therefore their access to the document was secure from outside access by a third party.  

The final threat to validity was that of an individual who intentionally chose to provide 

inaccurate information as they completed the CSEI survey. Fortunately, the Coopersmith Self 

Esteem Inventory has a previously validated method of addressing this concern through the lie 

scale. The lie scale is a subset of data embedded within the CSEI that outlines which answers 

given on a specific set of questions would increase the likelihood of inaccurate answers 

throughout the entire survey. As outlined in the CSEI Manual, the Lie Scale score ranges from 

0-8 and the higher a participant scores, the greater likelihood they are lying in the data they are 

providing. Identifying participants with a high Lie scale in the data synthesis should help to 

address any possible threats to validity in this way.  

Ethical Procedures 

Throughout this study, there were ethical procedures that were put in place to ensure the 

protection of all individuals involved, in any capacity, in the research being conducted. The first 
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of those procedures included training and certification for both the researcher and the research 

assistant. Both of these individuals participated in an online training program designed to ensure 

those who participated in the training were well versed on appropriate steps to protect the rights 

of human participants when conducting research. Each of these individuals completed the 

training in March of 2019 immediately prior to beginning the research and data collection. Both 

the researcher and the research assistant earned a Protecting Human Research Participants 

(PHRP) certificate of completion online.  

The training received in the PHRP online course helped to guide the ethical procedures 

that took place throughout the study. The most important focus as it pertained to ethical 

procedures was the protection of the identity of the participants. The first step towards achieving 

this was through the use of the research assistant. The research assistant was utilized to gather 

the data and anonymize it by assigning participant numbers to each individual and attaching it to 

the data collected. This allowed for the researcher to review, analyze, and synthesize the data 

with no knowledge of the individual participants to whom the data belongs. To take this one step 

further, the researcher had no knowledge of who any participants were during any of the 

quantitative research or data gathering. It was only at the time of the focus group discussions that 

the researcher became aware of the identity of some participants, however, the researcher was 

still not aware of their participant number or which data collected belonged to these individuals.  

To help maintain this anonymity, the focus group discussion was geared towards the 

participants’ general feelings and perceptions of the feelings of their average peers. This allowed 

for them to speak a bit more freely without discussing their own personal experiences or feelings 

on an individual matter or situation, thus keeping the anonymity of their data intact.  
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Communication of participant expectations is also of significant importance when it 

comes to ethically completing a study. In this case, because all participants in the study were 

minors, that was particularly true. Not only was it important to communicate with the 

participants what the expectations were, it was also important to communicate expectations and 

seek consent from their legal guardians as well. The researcher distributed a consent letter to the 

parents or legal guardians of each of the individuals in the recruitment pool. All potential 

participants and their families had the opportunity to read what the expectations for participation 

included. Only data from individuals who returned a completed consent form was used in any 

capacity for the purpose of this research.  

A second consent form was distributed by the research assistant to the individuals who 

participated in the CSEI and quantitative data portion of the study. This consent form was for the 

purpose of sharing information about possible participation in the focus group portion of the 

study. Only individuals who returned a completed consent form were used in the focus group 

discussion. As the focus group began, the participants were again provided with a description of 

what was involved in the discussion in the form of a focus group briefing. The consent forms, 

focus group briefing, and focus group questions can be found in the appendix portion of this 

document.  

Because the researcher is the principal of the school the participants attend and had a 

position of power over the participants, it was ethically important to ensure that participation had 

no impact whatsoever on the student's academic standing. This was also made clear to 

participants and their families in the documentation. Participants also had the right to withdraw 

from the study at any point in time. This was clearly stated in the consent form. 
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Chapter 4: Reflections and Conclusions 

The research questions that this data aimed to answer included:  

RQ1. Is there a significant correlation between student self-esteem as measured by the 

Coopersmith Self-Esteem Inventory and academic performance as measured by 

grades and achievement on The New Jersey Student Learning Assessment 

(NJSLA)?  

RQ2. Is there a significant correlation between any Coopersmith scores or subscores 

related to self-esteem and academic achievement?  

RQ3. What is the perception of the student participants regarding academic success and 

the impact of self-esteem? 

This chapter attempts to answer each of these questions using the data collected and the 

subsequent analysis of that data.  

Data Collection 

Table 1: (See Appendix A) 

 

Table 1 provides the CSEI scores for each of the participants in the study, as well as their 

subscores for each of the following: General self, social self, home. parent self, and 

school/academic self. The lie scale score for each participant is listed, and participants with a six 

scale of 6 or above on a scale from 0 to 8 were omitted from the data analysis. This was done 

based on the CSEI manual.  

Table 2: (See Appendix A) 

 

Table 2 provides the NJSLA scores for each of the participants. Participants were not 

required to have valid NJSLA scores in order to complete the CSEI, however those who did not 

have a score for either NJSLA Math, NJSLA ELA, or both, were omitted from the data analysis.  
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Table 3: (See Appendix A) 

Table 3 provides the core subject averages for each of the participants at the time they 

completed the CSEI. The averages listed represent the students’ grades on a 0 to 100 scale. It is 

possible for students to have over 100. A designation was made for special education students as 

well as students in honors level classes.  

Data Analysis 

There were 51 participants in the study based on the number of consent forms completed 

as well as CSEI completions. All students at the middle school were eligible to be participants. 

At the time of the data collection, the student population was 340 total students. The participants 

in the study represent 15% of the total student population.  

Of the 51 participants, there were three special education students as identified by the 

presence of an Individualized Education Plan (IEP). In total, at the time of the data collection, 

the middle school had 45 students with an IEP. The special education students who were 

participants represent 6.6% of the total special education population, indicating that students with 

an IEP were approximately half as likely to volunteer as participants.  

There were 23 participants out of the 51 in the study that were in at least one honors level 

class, representing 45% of the total participants. At the time of data collection, there were 148 of 

the total 340 students at the middle school who were in at least one honors level class, 

representing 43.5% of the students’ population, indicating that honors level students did not 

appear to be any more or less likely to volunteer as participants than their peers.  

The CSEI provides a lie scale subscore between 0 and 8. “A high Lie Scale score 

suggests defensiveness in a student’s responses” (Mind Garden, 2019, p. 7). Higher Lie Scales 

can result in less reliable data (Mind Garden, 2019), which should be considered in the data 
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analysis process. Of the 51 total participants there were six participants that had a lie scale of 6 

or higher. These scores are included in the data tables but were omitted when charting the data 

and determining the correlation between independent and dependent variables.  

NJSLA testing scores for Math and ELA were collected for each of the participants. Not 

all participants in the study had taken the NJSLA Math and ELA tests during the prior testing 

year. For that reason, only participants with valid and current NJSLA scores were included in the 

data analysis for the correlation determination and evaluation. Of the 45 participants with 

accepted results (lie scale less than 6), there were 39 who completed both the Math and ELA 

NJSLA tests for the prior testing year and had valid scores for comparison. These 39 participants 

represent the total data analyzed for measuring and evaluating correlation between variables.  

For the purpose of this study, academic achievement, as measured by grades in core 

subject classes and performance on NJSLA standardized testing, were used as the independent 

variables and are represented by x in the data below. Self-esteem data, as it has been collected 

using the CSEI and is represented by the Coopersmith score and each of the Coopersmith 

subscores, represent the dependent variables and the y value. The tool used to measure and 

evaluate the possible presence of a correlation between the independent variables (Academic 

achievement) and the dependent variables (Self-esteem), is a multiple regression. The two values 

that were collected from the multiple regression include the R-Square value, which is a number 

between 0 and 1. This number indicates the strength of the correlation and can demonstrate the 

percentage of the variation that can be explained by the sample data. The closer to 1 this value is, 

the stronger the correlation.  

The R-Square value was selected because it helps to explain the magnitude of the 

correlation. One of the limiting factors in using R-square is that it will always be positive, 
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therefore, using the value of R-square alone will not provide you with enough information to 

know if a negative correlation exists between the variables being measured. In the analysis of the 

data collected, it was observed that all of the correlations that existed between each of the 

variables were positive. Additionally, this was demonstrated through the inclusion of scatterplots 

for each of the regressions run. For that reason, an R-value was not needed to demonstrate the 

direction of the slope of any correlations.  

The other value used for this study is the P-value. This value is also between 0 and 1. The 

P value indicates the probability that test results will be at least as extreme as the ones observed 

in the study. The lower the P-value, the greater the statistical significance of the observed 

correlation. For the purpose of this study, a normal confidence level of 95% is utilized meaning 

that a P-value of .05 or less must be present to consider the correlation statistically significant.  

Results 

Table 4 

Multiple Regression Coopersmith vs Core Subject Averages 
 

Table 4 represents the multiple regression data for correlation determination between the 

independent variables of each of the four core subject areas and the dependent variable of 

participants’ CSEI scores.  

 

R-Square P-Value Math ELA Science Social Studies 

0.18 0.08 0.59 0.41 0.16 0.39 
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Figure 1 

 

Coopersmith vs. Collective Core Subject Averages 

 
 

A weak positive correlation exists between the Coopersmith score of participants and 

their core subject averages with an R-square value of .18. This indicates that 18% of the 

variability of the response data around its mean can be explained. The correlation between these 

variables is approaching statistical significance at the 95% confidence level with a P-value of .08 

indicating 92% confidence.  
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Figure 2 

 

Coopersmith vs. Collective Core Subject Averages (Variables Reversed) 

 
Figure 2 represents the same data presented in Figure 1. In Figure 2, the independent 

variables (Core subject averages) and dependent variables (Coopersmith score) have been 

switched in order to provide a greater visual representation of the correlation between the 

variables. This does not impact either the R-square or the P-value.  
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Figure 3 

 

Coopersmith vs. Math Average 

 
Note. R-square value: .07; P-value: .59. There is not a statistically significant correlation between 

math averages and Coopersmith scores for participants.  

Figure 4 

 

Coopersmith vs. ELA Average 

 
 
Note. R-square value: .05; P-value: .41. There is not a statistically significant correlation between 

ELA averages and Coopersmith scores for participants.  
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Figure 5 

 

Coopersmith vs. Science Average 

 
 
Note. R-square value: .16; P-value: .16. A weak positive correlation exists between science 

averages and Coopersmith scores for participants that is not statistically significant.   
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Figure 6 

 

Coopersmith vs. Social Studies Average 

 
 

Note. R-square value: .12; P-value: .39 A weak positive correlation exists between social studies 

averages and Coopersmith scores for participants.  

Table 5 

 

Multiple Regression Core Subject Averages vs. General Self 
 

 

Note. Table 5 represents the multiple regression data for correlation determination between the 

independent variables of each of the four core subject areas and the dependent variable of 

participants’ Coopersmith Self Esteem Inventory subscores for general self. 

  

 

R-Square P-Value Math ELA Science Social Studies 

0.15 0.14 0.82 0.64 0.2 0.35 
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Figure 7 

 

General Self vs. Math Average 

 
Note. A weak positive correlation exists between the General Self Coopersmith score of 

participants and their core subject averages with an R-square value of .15. This indicates that 

15% of the variability of the response data around its mean can be explained. The correlation 

between these variables is not statistically significant. A P-value of .14 indicates 86% confidence 

that the variability in data would be replicated if this study were conducted again. That does not 

meet the 95% confidence level required for statistical significance. The significance of 

correlation between all core subject averages is, however, more significant than any core subjects 

individually.  
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Figure 8 

 

General Self vs. ELA Average 

 
Figure 9  

 

General Self vs. Science Average 
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Figure 10 

 

General Self vs. Social Studies Average 
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Table 6 

 

Multiple Regression Core Subject Average vs. Social Self 
 

 

 

Note. Table 6 represents the multiple regression data for correlation determination between the 

independent variables of each of the four core subject areas and the dependent variable of 

participants’ CSEI subscores for social self. A weak positive correlation exists between the 

Social Self Coopersmith score of participants and their core subject averages with an R-square 

value of .12. This indicates that 12% of the variability of the response data around its mean can 

be explained. The correlation between these variables is not statistically significant with a 

P-value of .28 indicating only 72% confidence that the data could be replicated. There is no 

correlation between Social Self Scores and Math, ELA, or social studies averages. There is, 

however, and weak correlation between Social Self and Science scores that is approaching 

statistical significance with a P-value of .08.  

  

 

R-Square P-Value Math ELA Science Social Studies 

0.12 0.28 0.1 0.68 0.08 0.96 
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Figure 11 

 

Social Self vs. Math Average 

 
Figure 12 

 

Social Self vs. ELA Average 
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Figure 13  

 

Social Self vs. Science Average 

 
Figure 14 

 

Social Self vs. Social Studies Average 
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Table 7 

 

Multiple Regression Core Subject Average vs. Home/ Parent Self 
 

 
 
Note. Table 7 represents the multiple regression data for correlation determination between the 

independent variables of each of the four core subject areas and the dependent variable of 

participants’ Coopersmith Self Esteem Inventory subscores for Home/Parent self. A weak 

positive correlation exists between the Home/ Parent Self Coopersmith score of participants and 

their core subject averages with an R-square value of .26. This indicates that 26% of the 

variability of the response data around its mean can be explained which is considerably stronger 

than the correlation for General Self or Social Self. The correlation between these variables is 

also statistically significant, meeting the threshold of 95% confidence level with a P-value of .01 

indicating 99% confidence that the data can be replicated. Statistical significance does not exist 

for any of the independent variables (Core subject averages) individually, however, a strong 

statistical significance exists for them collectively in a multiple regression.  

  

 

R-Square P-Value Math ELA Science Social Studies 

0.26 0.01 0.98 0.52 0.19 0.32 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 61 

 

Figure 15 

 

Home/Parent Self vs. Math Average 

 
Figure 16 

 

Home/Parent Self vs. ELA Average 
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Figure 17  

 

Home/Parent Self vs. Science Average 

 
Figure 18 

 

Home/ Parent Self vs. Social Studies Average 
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Table 8 

 

Multiple Regression Core Subject Average vs. School/Academic Self 
 

 
Table 8 represents the multiple regression data for correlation determination between the 

independent variables of each of the four core subject areas and the dependent variable of 

participants’ CSEI subscores for School/Academic Self. A weak positive correlation exists 

between the School/Academic Self Coopersmith score of participants and their core subject 

averages with an R-square value of .26. This indicates that 26% of the variability of the response 

data around its mean can be explained, which is considerably stronger than the correlation for 

General Self or Social Self. The correlation between these variables is also statistically 

significant, meeting the threshold of 95% confidence level with a P-value of .01 indicating 99% 

confidence that the data can be replicated. Statistical significance does not exist for any of the 

independent variables (Core subject averages) individually, however, a strong statistical 

significance exists for them collectively in a multiple regression. 

  

 

R-Square P-Value Math ELA Science Social Studies 

0.26 0.01 0.36 0.89 0.34 0.75 
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Figure 19 

 

School/Academic Self vs. Math Average 

 
Figure 20 

 

School/ Academic Self vs. ELA Average 

 
 

  

 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 65 

 

Figure 21 

 

School/Academic Self vs. Science Average 

 
 

Figure 22 

 

School/Academic Self vs. Social Studies Average 
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Table 9 

 

Multiple Regression Coopersmith vs. NJSLA Scores 
 

Note. No correlation exists between Coopersmith scores and NJSLA scores, with an R-square 

value of .04 indicating that only 4% of the variability is able to be explained. A P-value of .49 

also indicates that approximately 50% of the time, the variability in data would not be similar to 

the findings of this study. Neither the NJSLA Math nor NJSLA ELA scores share a correlation 

with Coopersmith scores.  

 

Figure 23 

 

Coopersmith vs. NJSLA Math 

 
  

 

R-Square P-Value NJSLA Math NJSLA ELA 

0.04 0.49 0.34 0.83 
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Figure 24 

 

Coopersmith vs. NJSLA ELA 

 
 
Table 10 

 

Multiple Regression NJSLA vs. General Self 
 

 

Note. No correlation exists between General Self Coopersmith scores and NJSLA scores, with an 

R-square value of .04 indicating that only 4% of the variability is able to be explained. A P-value 

of .44 also indicates a confidence level of only 66% that in replicating this study the variability in 

data would be similar to these findings. Neither the NJSLA Math nor NJSLA ELA scores share a 

correlation with General Self Coopersmith scores either. 

  

 

R-Square P-Value NJSLA Math NJSLA ELA 

0.04 0.44 0.2 0.35 
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Figure 25 

 

General Self vs. NJSLA Math 

 
Figure 26 

 

General Self vs. NJSLA ELA 
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Table 11 

 

Multiple Regression NJSLA vs. Social Self 
 

Note. No correlation exists between Social Self Coopersmith scores and NJSLA scores, with an 

R square value of .04 indicating that only 4% of the variability is able to be explained. A P-value 

of .52 also indicates a confidence level of only 48% that in replicating this study the variability in 

data would be similar to these findings. Neither the NJSLA Math nor NJSLA ELA scores share a 

correlation with General Self Coopersmith scores either. 

Figure 27 

 

Social Self vs. NJSLA Math 

 
  

 

R-Square P-Value NJSLA Math NJSLA ELA 

0.04 0.52 0.31 0.27 
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Figure 28 

 

Social Self vs. NJSLA ELA 

 
Table 12 

 

Multiple Regression NJSLA vs. Home/ Parent Self 
 

 
 

Note. A very weak correlation exists between Home/Parent Self Coopersmith scores and NJSLA 

scores, with an R-Square value of .09 indicating that only 9% of the variability is able to be 

explained. A P-value of .16 also indicates a confidence level of 84%, which does not meet the 

95% threshold for statistical significance. Neither the NJSLA Math nor NJSLA ELA scores 

share a correlation with General Self Coopersmith scores either. 

  

 

R-Square P-Value NJSLA Math NJSLA ELA 

0.09 0.16 0.98 0.18 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 71 

 

Figure 29 

 

Home/Parent Self vs. NJSLA Math 

 
Figure 30 

 

Home/Parent Self vs. NJSLA ELA 
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Table 13 

 

Multiple Regression NJSLA vs. School/ Academic Self 
 

 
Note. A weak correlation exists between School/Academic Self Coopersmith scores and NJSLA 

scores, with an R-square value of .18 indicating that 18% of the variability is able to be 

explained. A P-value of .02 indicates that the correlation is statistically significant at a 98% 

confidence level. NJSLA Math also shares a statistically significant relationship with 

School/Academic Coopersmith scores with a P-value of .05 and a 95% confidence level. NJSLA 

ELA scores do not have a correlation to School/ Academic Coopersmith scores.  

Figure 31 

 

School/Academic Self vs. NJSLA Math 

 
  

 

R-Square P-Value NJSLA Math NJSLA ELA 

0.18 0.02 0.05 0.94 
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Figure 32 

 

School/Academic Self vs. NJSLA ELA 
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Qualitative Data 

This study was rooted in the quantitative data analysis to explore the possible relationship 

between academic success and the self-esteem of the student. In order to better understand the 

data, and possibly provide some context to the relationships that may exist between the two 

variables, a focus group was held with volunteers from participants. The focus group was not 

intended to further measure any connection between the variables. It is only intended to provide 

supplemental insight into the perspective of some of the participants. The results of the focus 

group discussions should not be relied on for data analysis, but it may provide information that, 

in conjunction with the quantitative data, can be useful in recommending future research on the 

subject.  

Of the 51 participants in the study that completed the Coopersmith Self Esteem 

Inventory, there were a total of 16 that also volunteered to participate in the focus group, 

representing 31% of the study participants and 5% of the total student population. Focus group 

discussions were broken into four different groups of four students each. Participants were able 

to sign up for time slots based on availability and were not made aware of the other individuals 

participating in each group prior to meeting with their own group.  

The questions asked during the focus group focused specifically on the student perception 

of a relationship between self-esteem and academic achievement. Participants were asked to 

think broadly about each question and how they relate to the average student rather than the 

impact on themselves as individuals. 
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Question 1 

Do you think most students have positive self-esteem? 

Key Findings 

There were mixed responses regarding the question of whether or not most students have 

a positive self-esteem. In general, participants felt that most students have an overall positive 

self-esteem but that most students also have insecurities related to their own perceived flaws that 

could impact certain aspects of their self-esteem. When attention is drawn to these insecurities, it 

has the potential to impact the student’s overall mood.  

Question 2 

What are some things that may impact a student’s self-esteem? 

a. What are some positive influences on self-esteem? 

b. What are some negative influences on self-esteem? 

Key Findings 

All of the focus groups were able to identify home life, friends, grades, and personal 

confidence level as factors that would impact a student’s self-esteem. This matches almost 

perfectly the various subcategories outlined in the CSEI. The positive and negative factors that 

impacted student self-esteem were both tied directly to the experiences that students have related 

to each of these categories.  

Question 3 

Do you think most students care about their grades? 

Key Findings 

Based on feedback from the focus groups, the feelings were mixed. While the majority of 

participants did, in fact, feel that most students care about their grades, there were many 
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participants that felt there is still a large number of students that do not care about their grades at 

all. The consensus of the group was that the students who do not care about their grades are also 

not impacted emotionally by their grades either.  

Question 4 

Do you think self-esteem CAN have an impact on a student’s grades? 

a. Do you think self-esteem DOES have an impact on a student's grades? 

Key Findings 

Participants in the focus group were able to provide several non-specific examples of 

how self-esteem can impact a student’s grades. The examples included things like a breakup, a 

fight with a family member, and other things that may lower the self-esteem of a student in the 

short term. All of the examples of self-esteem impacting grades were rooted in distracting items 

that may exist in the life of an individual that prevent them from being prepared for learning or 

completion of assessments.  

Question 5 

Do you think grades CAN have an impact on a student’s self-esteem? 

a. Do you think grades DO have an impact on self-esteem? 

Key Findings 

While grades can impact a student’s self-esteem, based on the focus group discussion, 

this is almost always an issue that only impacts students who care about their grades. The feeling 

was that students who are not motivated to work towards good grades are also not affected in any 

way by the failure to achieve good grades. 

Question 6 

What are some reasons why grades would or would not impact a student’s self-esteem? 
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Key Findings 

Effort seems to be the primary factor in determining whether or not grades will impact 

self-esteem according to the focus groups. If a student puts in little to no effort, then they do not 

care about their grades enough to be bothered by the outcome of an assessment. Many 

participants used the word “Failure,” however, when describing a student who tries to do well 

and does not succeed. This word was not used by any participant when describing a student who 

performs poorly without putting effort in.  

Question 7 

Do you think home or school has a bigger impact on a student’s self-esteem? 

a. What are the biggest home related factors that may impact self-esteem? 

b. What are the biggest school related factors that may impact self-esteem? 

Key Findings 

The overwhelming majority of the participants in the focus group felt that a negative 

environment had the greatest impact on self-esteem. Examples of negative environments both at 

school and at home were given to describe why that setting would have a greater impact on 

self-esteem. All of the examples were rooted in personal relationships with others and it was 

evident that the participants felt there was a greater opportunity for negative personal 

relationships in school and therefore school was more likely to have a greater impact on 

self-esteem. Based on the responses, it appears that the assumption is an individual will have 

high self-esteem. Items that influence self-esteem negatively are perceived to be out of the 

ordinary. Factors contributing to self-esteem were almost exclusively discussed as negative.  
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Question 8 

Do you think academics or social factors play a bigger role in the impact school can have on a 

student’s self-esteem? 

Key Findings 

In lock step with the responses to the prior question, the participants felt that personal 

relationships played the largest role in self-esteem. With that being said, social factors were 

unanimously discussed as having a greater impact.  

Question 9 

Does the specific cause of low self-esteem impact whether or not it can affect student grades? 

Key Findings 

It does not appear, based on the focus group discussions, that the specific cause of low 

self-esteem is as impactful as the capacity of the cause to become a distraction. Factors that 

contribute to this according to the participants include timing and importance to the individual. If 

a student is unable to focus on their academics because an issue that may impact their 

self-esteem is of significant distraction, then a student’s grades may be impacted. If the cause is 

not a significant distraction, even if the impact on self-esteem is significant, the impact on grades 

may not be.  

Question 10 

What are some ways that self-esteem can be improved?  

Key Findings 

Based on the feedback from participants, personal relationships have the greatest capacity 

to impact self-esteem both positively and negatively. While negative relationships have been 
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discussed earlier as a significant cause of low self-esteem, positive relationships, and personal 

interactions, according to the focus groups, is the key to improving self-esteem overall.  
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Chapter 5: Discussion, Conclusions, and Recommendations 

If the measure of success for a student remains rooted in the academic side of the 

education provided in the K-12 environment, then a vital component of that success lies in 

determining all of the variables that can have a significant impact on that academic success. 

These variables need to be better understood in order to minimize the obstacles that impede a 

student’s ability to find academic success. Fostering an environment that takes these variables 

into account and creates a pathway for each student with the greatest likelihood of leading to 

success should be the ultimate goal of any school or school district.  

The whole child approach looks at success differently than simply focusing on the 

academic component. Successful teaching in this approach looks not only at academic success 

but also at the social-emotional side of learning (Slade, 2013). The idea being that schools should 

be producing good people rather than just smart people. The only problem with this approach is 

not in its aim but rather in its practical application. Measuring success becomes far more difficult 

when there are fewer quantitative measures by which one can determine achievement or even 

growth.  

Success in schools does not need to be viewed as an either-or proposition. Educators do 

not need to decide between maintaining high academic expectations and whether or not a student 

is of high character and well socially adjusted. More and more, research has shown that there 

may be a link between the two. Perhaps, students who are well prepared for the social emotional 

challenges that they face are more likely to demonstrate success academically as well. This 

chapter discusses more regarding prior research on the topic. The purpose of this study was to 

look deeper into the impact self-esteem has on academic performance. 
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Interpretation of the Findings 

Based on the data collected and the multiple regression data analyses completed for each 

subgroup, there appears to be a weak but statistically significant correlation between academic 

achievement and the self-esteem of middle school students. This seems to be particularly true 

when using the academic achievement measure of grades in core academic subjects rather than 

student performance on NJSLA standardized assessments. Because some participants did not 

have NJSLA scores for Math, ELA, or both, there were fewer participants with data that was 

able to be used for running a multiple regression comparing the independent variable (x) of 

NJSLA scores and the dependent variable (y) of CSEI scores and the corresponding subscores 

for each of the Coopersmith subgroups of data. This resulted in a smaller sample size for that 

portion of the data analysis and could possibly have had an impact on the statistical significance 

and strength of correlation as determined by the P-value and R-Square value respectively.  

The strongest and most statistically significant correlation existed comparing core subject 

averages to the Coopersmith subscore for school and academic self-esteem. This should come as 

no surprise as it is measuring precisely how the participants feel about the specific variable the 

data is being compared to. What remains unknown is if a causal relationship exists between the 

variables and if so, which variable is affecting the other. In other words, are the participants 

self-aware of their academic struggles, which causes them to score lower on their School and 

Academic Self Coopersmith Scores because they perceive this to be an area of weakness? On the 

other hand, is it possible that the low School and Academic Coopersmith Scores are indicative of 

an insecurity in the participants that may in and of itself be an obstacle to academic success? 

This is discussed further in the recommendations section.  
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Behind School and Academic Self Coopersmith Subscores, the next strongest and most 

statistically significant correlation was the Home and Parent Subscore. While this is less directly 

related academic achievement, based on the focus group discussions, personal relationships play 

a substantial role in self-esteem. Many focus group participants identified relationships with 

parents or siblings as a major factor in self-esteem. It would be reasonable to believe, but cannot 

be demonstrated with the data from this study, that the possibility exists that home and parent 

relationships have a greater impact on self-esteem and that greater impact on success.  

Of the four core subjects, math, ELA, science, and social studies, there were differences 

seen in correlation to CSEI scores. The strongest and most statistically significant correlation 

existed with the collective relationship these four courses have with self-esteem as calculated 

through a multiple regression. Throughout each of the regression statistical comparisons being 

run, science continued to demonstrate a stronger relationship to self-esteem. Science averages 

even shared a statistically significant correlation to General Self scores, and a correlation 

approaching significance with Social Self scores. It is unknown why this core subject shares a 

different relationship with self-esteem than did the other core subjects, but the fact that it 

continuously demonstrated this stronger relationship throughout the study cannot and should not 

be ignored. This is discussed further in the recommendations section.  

Limitations of the Study 

Arguably the most significant limitation of the study is its sample size. With a total 

number of participants at 51, and a total number of accepted Coopersmith scores that have a lie 

scale of less than 6 at 45, there is simply not enough data to make any significant judgements 

based on this study alone. While the participants who volunteered represent 15% of the total 
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participants possible based on the participant pool available at the middle school, more data is 

needed to completely validate the results.  

The strongest evidence that more data is needed can be found in the R-square values for 

almost all of the regression data that was calculated. If the correlation between any of the 

measured variables is significant, it would be helpful in evaluating the results of the study to 

have a greater percentage of the variability able to be explained with a higher R-square value. 

The low R-square value indicated weak correlations at best, correlations that could potentially be 

strengthened with more data included in the analysis. Even without a higher R-square value, with 

similar results and a greater sample size, a researcher would be able to provide clearer evidence 

that the correlation between academic achievement and self-esteem may be statistically 

significant but still not very strong.  

Another limitation of the study is an inability to provide a clear distinction between 

students of varying cognitive ability as defined by class placements and the existence of learning 

disabilities in the results. The data table makes the distinction between students in general 

education classes, students in honors level classes, and students in special education classes. A 

total sample size of 51 participants, with 3 special education participants, 23 honors level 

participants, and 25 general education participants does not provide enough data on any of the 

individual subgroups of participants to reliably analyze data. In theory, all students are placed in 

the academic setting that is appropriate for their own cognitive abilities and therefore the 

measure of their success academically, particularly as it relates to grades in their core subject 

classes, should be comparable to another student in a different but appropriate academic setting. 

That being said, course placements are an uncontrolled variable in this study and therefore 

cannot be assumed to be adequate for all participants. A larger sample size of participants for 
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each of the subgroups of class placements would provide the researcher with more data to be 

compared and possibly the chance to demonstrate differences or similarities in the correlation 

between academic achievement and self-esteem for each subgroup. 

Another limitation for this study is an inability to distinguish between long- and 

short-term factors that may impact self-esteem or the ability to quantifiably measure the impact 

of these factors on academic success. Based on the focus group discussions, the participants 

demonstrated a belief that a significant factor in the impact self-esteem can have on academic 

achievement was in the short-term distraction that social influences on self-esteem can have. The 

more distracted a student is from learning based on self-esteem, the more likely they are to do 

poorly on any academic assessments at that time.  

The Coopersmith Self Esteem Inventory is a reliable and validated measure of 

self-esteem. It is, however, a snapshot of how the participant feels at the time they are 

completing the CSEI. While the participant’s NJSLA scores are also an assessment completed at 

a specific date and time, that is not the same date and time as the CSEI was complete. 

Additionally, grades in core subject classes were a measure of academic achievement that shared 

a stronger correlation with CSEI scores and subscores than did NJSLA scores. Core subject 

averages, are a long-term measure of academic success over the course of an entire school year. 

If self-esteem of an individual fluctuates over the course of time, a more precise timeline of 

changing self-esteem scores may provide a more accurate comparison for grades that also 

fluctuate over time as well.  

The final limitation to be discussed is related to participant affect and effort as it relates to 

academic achievement. Academic achievement is intended to be a measure of success. During 

focus group discussions, participants spoke of some students not being at all concerned with 
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academic achievement or grades and in these cases, it was the belief of the focus group members 

that these students’ self-esteem would not be impacted by poor performance. If a student is not 

attempting to be successful academically, then poor academic performance may not be perceived 

as a personal failure in any way. This could also mean that it has no impact whatsoever on that 

particular student’s self-esteem whereas it may have a tremendous impact on the self-esteem of a 

student who puts in significant effort and is still unsuccessful. This study does not take into 

account whether or not a student is actively trying to be successful academically, or if they are 

being pressured in any way to be successful from an outside source such as a parent or guardian. 

Accounting for varied levels of effort could potentially provide additional data that impact the 

implications of the study being conducted.  

Recommendations 

The recommendations for future research following this study begin with a continuation 

of the original research. While a statistically significant relationship does appear to exist between 

academic achievement and self-esteem among middle school students, it would be prudent to 

continue the research into the correlation through a larger sample size that has the potential to 

provide greater validity to the findings. This would be an appropriate starting point for any and 

all future studies that aim to branch off from this study and take a deeper look at any specific 

element of the research.  

Assuming a relationship does in fact exist between academic achievement and 

self-esteem among middle school students, an appropriate follow up study would be to 

investigate the cause of the relationship, particularly as it relates to the school and Academic Self 

Coopersmith Scores. If it can be determined that one of the variables is causing a change in the 

other, then the implications of that determination can play a substantial role in setting future 

 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 86 

 

outcomes in schools. Addressing the cause of an issue rather than its symptoms can help in 

driving future success. 

Another recommendation for future research is exploring the possibility of a stronger or 

weaker correlation between academic achievement and self-esteem based on the class placement 

of the individual. In other words, does being an honors student or being a special education 

student make you more susceptible to self-esteem issues and do those self-esteem issues appear 

to have an impact that is more or less significant on academic success? Again, this is something 

that can be explored more deeply with a greater sample size. A large enough group of 

participants, particularly if the participants have large subgroups of varying class placement 

levels that are appropriate in proportion to the participants as a whole (e.g. IEP Participants, 

Total Participants, Total IEP students, Total Students), will allow for more accurate data on the 

differences between subgroups.  

Next, while effort is not generally taken into consideration when measuring academic 

success, it can be a major factor in the perception of success felt by an individual student. If a 

student tries and is not successful, they may be more likely to feel like a failure which could 

impact self-esteem. If another student does not put any effort into academic success but earns the 

same grade as the first student, they may feel very different about the outcome. This has the 

potential to play a significant role in self-esteem and should be investigated to provide greater 

context to the statistical outcomes of future studies.  

The final recommendation is to investigate the differences in correlation to self-esteem 

that can be found between varying subject areas or measures of academic achievement. A 

distinct difference in correlation to self-esteem was seen in this study between science and each 

of the other academic measures. While the correlation between science and self-esteem was not 
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statistically significant for most of the data being run, it was noticeably more significant and 

stronger than any other measure. This should be observed in future research in order to determine 

if an additional study into the potential cause of this strengthened relationship can and should be 

conducted.  

Implications 

The potential implications of the findings of this study are significant, although more 

research is needed before they become actionable. If, in fact, there is a correlation between 

academic achievement and self-esteem, as has been concluded by this study, the entire way 

schools work towards success could change. As discussed in Chapters 1 and 2, academic 

achievement remains not only the measure of success of an individual student but also the 

measure of success for the school as a whole. Based on the findings of this study, greater 

academic success may be able to be achieved without curriculum and programing being the only 

focus driving that success. Academic growth may be possible through an increased focus on 

social emotional learning and on improving student self-esteem.  

According to the focus group discussions, personal relationships play a significant role in 

an individual's self-esteem. The key takeaway, coupled with the data from this study, would 

suggest the possibility exists that a greater focus on relationships, including peer-to-peer, 

student-to-teacher, student-to-parent, and others, could not only improve the overall climate of 

the school, but it could increase academic achievement for the individual and the success of the 

school as a whole.  

Incorporating social emotional learning into public school education may not be a 

mainstream focus, however, it is not a new concept. In fact, organizations such as Character.org 

have been guiding schools towards an increased focus on social emotional learning since their 
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formation in 1993. In this case, they do so by encouraging schools to work towards continuous 

improvement in the areas of 11 principles of character that they have identified. These 11 

principles include: 1) Promotes core ethical values as the basis of good character; 2) Defines 

“character” comprehensively to include thinking, feeling, and behavior; 3) Uses a 

comprehensive, intentional, proactive and effective approach to character development; 4) 

Creates a caring school community; 5) Provides students with opportunities for moral action; 6) 

Includes a meaningful and challenging academic curriculum that respects all learners, develops 

their character, and helps them to succeed; 7) Strives to foster students’ self-motivation; 8) 

Engages the school staff as a learning and moral community that shares responsibility for 

character education and attempts to adhere to the same core values that guide the education of 

students; 9) Fosters shared moral leadership and long-range support of the character education 

initiative; 10) Engages families and community members as partners in the character-building 

efforts; 11) Evaluates the character of the school, the school staff’s functioning as character 

educators, and the extent to which students manifest good character.  

The way they encourage schools to work towards mastery of these principles by 

recognizing schools that embody the ideas within each principle. Schools can be named a 

“School of Character” by the organization if they score well on an evaluation rubric for how they 

implement programs that showcase strength in the area of good character as defined by the 11 

principles (Character.org, n.d.).  

While Character.org may be one of the leaders in promoting social emotional learning, 

they are far from the only ones who have worked actively to increase its presence in the public 

education system in the United States. Another leader in the field is the Collaborative for 

Academic, Social, and Emotional Learning (CASEL). Their focus, while similar to Character.org 
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in the overall goal of increasing the presence of social emotional development in schools, they do 

so through different means. Instead of using the 11 principles, CASEL identifies the “CASEL 5” 

as their focus. According to their website,  

The CASEL 5 addresses five broad and interrelated areas of competence and highlights 

examples for each: self-awareness, self-management, social awareness, relationship 

skills, and responsible decision-making. The CASEL 5 can be taught and applied at 

various developmental stages from childhood to adulthood and across diverse cultural 

contexts. Many school districts, states, and countries have used the CASEL 5 to establish 

preschool to high school learning standards and competencies that articulate what 

students should know and be able to do for academic success, school and civic 

engagement, health and wellness, and fulfilling careers. (CASEL, 2020, para. 6) 

Based on the findings of this study, one of the most significant implications is that 

organizations such as these may be the leaders in driving not only an increased focus on SEL in 

schools but also a greater level of academic success due to the positive impact SEL is projected 

to have. Both of these organizations report academic improvement among students in their 

partner districts which echoes the findings of this study.  

Conclusion 

The most significant conclusion that can be drawn from the research completed during 

this study is that a statistically significant relationship exists between academic achievement and 

the self-esteem of a middle school student. That being said, the correlation between the two is 

not very strong. Even the strongest R-square value that was observed was only able to explain 

about 26% of the variation in data. What this means is that, while significant, the correlation 

does not demonstrate that either variable can be used to predict the other. In other words, one 
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cannot take the Coopersmith score of an individual and use it to predict how that same student is 

performing in their core academic classes or how they will fare on a standardized achievement 

test. If you attempt to do so, you are likely to be incorrect at least 74% of the time.  

While the correlation between academic achievement and self-esteem cannot and should 

not be used as a predictor of success in either category for an individual, it can however be used 

on a much broader scale. The data suggests that on the whole, students with lower self-esteem 

are more likely to do poorly academically. Conversely, students who have high self-esteem are 

more likely to do well academically. Armed with this information, school decision makers have 

the opportunity to drive initiatives that address social emotional factors impacting self-esteem 

among students with a high likelihood of success in an academic forum as well. While this 

cannot guarantee success for all students, on the whole, this data driven approach has a high 

likelihood of success.  
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Appendix A: Data Tables 

Table 1 

 
Participant Coopersmith Score Data 
 

 
 

 

Participant 
Raw 
Score Coopersmith 

Lie 
Scal

e 

General 
Self 

Score 

Social 
Self- 

Peers 

Home/
Parent 

School
/Acade

mic 

*1 31 / 50 31 6 12 6 7 6 

2 27 / 50 27 1 16 4 4 4 

3 35 / 50 35 3 16 5 7 7 

4 25 / 50 25 0 8 5 7 5 

5 42 / 50 42 2 23 8 7 5 

6 32 / 50 32 0 15 5 7 5 

7 43 / 50 43 3 22 6 8 7 

8 7 / 50 7 0 3 3 2 4 

9 30 / 50 30 0 16 3 5 6 

10 39 / 50 39 6 21 8 7 3 

11 31 / 50 31 3 16 3 8 5 

12 44 / 50 44 2 22 7 8 7 

13 37 / 50 37 4 17 7 8 7 

14 46 / 50 46 3 25 6 8 7 

15 46 / 50 46 7 23 8 7 8 

16 47 / 50 47 6 25 7 8 7 

17 15 / 50 15 3 7 4 4 2 

18 12 / 50 12 2 9 2 0 1 

19 27 / 50 27 3 13 3 8 3 
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Table 1 (continued) 
 

 

Participant 
Raw 
Score Coopersmith 

Lie 
Scal

e 

General 
Self 

Score 

Social 
Self- 
Peers 

Home/
Parent 

School
/Acade

mic 

20 42 / 50 42 1 22 7 8 5 

21 27 / 50 27 2 13 3 7 4 

22 20 / 50 20 1 7 4 7 2 

*23 34 / 50 34 4 20 8 6 3 

24 47 / 50 47 2 23 8 8 8 

25 23 / 50 23 2 11 2 7 3 

26 19 / 50 19 3 10 2 4 3 

27 40 / 50 40 5 20 6 8 6 

28 32 / 50 32 1 15 6 8 3 

29 16 / 50 16 2 10 4 0 2 

30 17 / 50 17 1 7 4 5 5 

31 7 / 50 7 1 3 3 0 1 

32 22 / 50 22 3 10 4 4 5 

33 17 / 50 17 0 13 2 2 2 

*34 29 / 50 29 6 12 5 7 5 

35 43 / 50 43 0 21 8 8 6 

36 47 / 50 47 4 24 7 8 8 

37 34 / 50 34 2 18 6 8 4 

38 32 / 50 32 0 18 4 5 5 

39 18 / 50 18 8 8 4 3 3 

40 19 / 50 19 1 7 1 5 6 

41 34 / 50 34 0 18 7 6 5 
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Table 1 (continued) 

 

 
Note. *Denotes participant has an IEP.  
  

 

Participant 
Raw 
Score Coopersmith 

Lie 
Scal

e 

General 
Self 

Score 

Social 
Self- 

Peers 

Home/
Parent 

School
/Acade

mic 

42 35 / 50 35 5 17 7 7 4 

43 27 / 50 27 4 15 3 6 5 

44 43 / 50 43 4 23 7 7 7 

45 41 / 50 41 5 21 7 7 6 

46 36 / 50 36 0 22 5 5 5 

47 13 / 50 13 0 10 5 0 4 

48 39 / 50 39 4 19 7 7 7 

49 38 / 50 38 1 22 8 6 7 

50 43 / 50 43 4 21 7 8 8 

51 33 / 50 33 2 16 5 7 7 
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Table 2 

 

Participant Standardized Testing Scores 
 

 

 
Table 2 (continued) 

 

 

Participant NJSLA Math NJSLA ELA 

*1 No Score  740 

2 781 786 

3 785 827 

4 788 850 

5 778 841 

6 762 846 

7 790 No Score  

8 752 779 

9 791 830 

10 No Score  No Score  

11 779 812 

12 773 795 

13 743 804 

14 787 804 

15 777 774 

16 738 767 

17 779 789 

18 775 767 

19 732 792 

20 No Score  No Score  
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Table 2 (continued) 

 

 

Participant NJSLA Math NJSLA ELA 

21 767 837 

22 No Score  No Score  

*23 710 651 

24 819 826 

25 742 775 

26 721 726 

27 No Score  No Score  

28 771 812 

29 724 738 

30 773 818 

31 700 723 

32 No Score  No Score  

33 724 No Score  

*34 706 717 

35 749 768 

36 774 795 

37 783 762 

38 724 724 

39 713 725 

40 789 792 

41 756 773 

42 693 726 

43 745 802 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 100 

 

 

Note. *Denotes participant has an IEP 

  

 

 
Participant NJSLA Math NJSLA ELA 

44 745 747 

45 693 713 

46 750 779 

47 774 770 

48 743 750 

49 790 806 

50 817 782 

51 774 770 
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Table 3 

Participant Core Subject Averages 
 

 

 

 

Participant Math 

Language 

Arts Science 

Social 

Studies 

*1 *70 *83 *84 *79 

2 93 78 87 85 

3 **100 **100 100 105 

4 **80 **95 84 92 

5 **80 82 91 91 

6 91 82 83 93 

7 **80 **76 89 90 

8 90 81 74 84 

9 **93 **86 98 97 

10 88 84 82 77 

11 **97 **96 96 95 

12 **92 **92 94 97 

13 95 86 87 84 

14 **95 **95 95 98 

15 **89 **89 90 95 

16 92 87 90 91 

17 **89 **87 94 92 

18 **91 **92 89 99 

19 95 **92 85 90 

20 84 82 88 94 

21 **96 **97 96 100 
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Table 3 (continued) 
 

 

 

Participant Math 

Language 

Arts Science 

Social 

Studies 

22 **94 **97 98 95 

*23 73 75 80 82 

24 **98 **95 98 100 

25 92 **92 86 96 

26 83 71 65 89 

27 **96 **98 98 98 

28 **85 **85 87 96 

29 72 79 65 64 

30 **91 **94 94 96 

31 65 70 58 56 

32 93 82 87 99 

33 91 89 89 94 

*34 *88 *88 *93 *95 

35 **90 93 87 91 

36 **92 **92 90 98 

37 95 68 86 90 

38 89 78 79 88 

39 59 68 62 68 

40 **97 **98 98 100 

41 **84 **92 94 100 

42 83 88 79 88 

43 93 90 84 93 
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Table 3 (continued) 

Note. *Denotes participant has an IEP OR special education class.
**Denotes honors level class 

Participant Math 

Language 

Arts Science 

Social 

Studies 

44 84 88 82 91 

45 93 92 84 88 

46 92 87 84 97

47 90 93 89 90

48 93 86 90 92 

49 98 97 94 101 

50 97 98 95 96 

51 97 99 98 98 
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Table 4 

 
Multiple Regression Coopersmith vs Core Subject Averages 
 

Table 5 

 

Multiple Regression Core Subject Averages vs. General Self 
 

 

 

Table 6 

 

Multiple Regression Core Subject Average vs. Social Self 
 

 

 
Table 7 

 

Multiple Regression Core Subject Average vs. Home/ Parent Self 
 

 
 
Table 8 

 

 

R-Square P-Value Math ELA Science Social Studies 

0.18 0.08 0.59 0.41 0.16 0.39 

      

R-Square P-Value Math ELA Science Social Studies 

0.15 0.14 0.82 0.64 0.2 0.35 

R-Square P-Value Math ELA Science Social Studies 

0.12 0.28 0.1 0.68 0.08 0.96 

R-Square P-Value Math ELA Science Social Studies 

0.26 0.01 0.98 0.52 0.19 0.32 
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Multiple Regression Core Subject Average vs. School/ Academic Self 
 

 
 

Table 9 

 

Multiple Regression Coopersmith vs. NJSLA Scores 
 

Table 10 

 

Multiple Regression NJSLA vs. General Self 
 

 

  

 

R-Square P-Value Math ELA Science Social Studies 

0.26 0.01 0.36 0.89 0.34 0.75 

R-Square P-Value NJSLA Math NJSLA ELA 

0.04 0.49 0.34 0.83 

    

R-Square P-Value NJSLA Math NJSLA ELA 

0.04 0.44 0.2 0.35 
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Table 11 

 

Multiple Regression NJSLA vs. Social Self 
 

Table 12 

 

Multiple Regression NJSLA vs. Home/ Parent Self 
 

 
 

Table 13 

 

Multiple Regression NJSLA vs. School/ Academic Self 
 

 

  

 

R-Square P-Value NJSLA Math NJSLA ELA 

0.04 0.52 0.31 0.27 

    

R-Square P-Value NJSLA Math NJSLA ELA 

0.09 0.16 0.98 0.18 

R-Square P-Value NJSLA Math NJSLA ELA 

0.18 0.02 0.05 0.94 
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Appendix B: Figures 

Figure 1 

 
Coopersmith vs. Collective Core Subject Averages 

 

 
 

 
Figure 2 

 

Coopersmith vs. Collective Core Subject Averages (Variables reversed) 
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Figure 3 

 

Coopersmith vs. Math Average 

 
 
Figure  4 

 

Coopersmith vs. ELA Average 
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Figure  5 

 

Coopersmith vs. Science Average 

 
 
Figure 6 

 

Coopersmith vs. Social Studies Average 
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Figure 7 

 

General Self vs. Math Average 

 
 

Figure 8 

 

General Self vs. ELA Average 

 
  

 



SELF-ESTEEM AND ACADEMIC ACHIEVEMENT 111 

 

Figure 9  

 

General Self vs. Science Average 

 
 
Figure 10 

 

General Self vs. Social Studies Average 
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Figure 11 

 

Social Self vs. Math Average 

 
Figure 12 

 

Social Self vs. ELA Average 
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Figure 13  

 

Social Self vs. Science Average 

 
Figure 14 

 

Social Self vs. Social Studies Average 
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Figure 15 

 

Home/ Parent Self vs. Math Average 

 

Figure 16 

 

Home/ Parent Self vs. ELA Average 
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Figure 17  

 

Home/ Parent Self vs. Science Average 

 
 
Figure 18 

 

Home/ Parent Self vs. Social Studies Average 
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Figure 19 

 

School/ Academic Self vs. Math Average 

 
Figure 20 

 

School/ Academic Self vs. ELA Average 
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Figure 21 

 

School/ Academic Self vs. Science Average 

 

Figure 22 

 

School/ Academic Self vs. Social Studies Average 
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Figure 23 

 

Coopersmith vs. NJSLA Math 

 
Figure 24 

 

Coopersmith vs. NJSLA ELA 
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Figure 25 

 

General Self vs. NJSLA Math 

 

Figure 26 

 

General Self vs. NJSLA ELA 
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Figure 27 

 

Social Self vs. NJSLA Math 

 

Figure 28 

 

Social Self vs. NJSLA ELA 
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Figure 29 

 

Home/ Parent Self vs. NJSLA Math 

 

Figure 30 

 

Home/ Parent Self vs. NJSLA ELA 
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Figure 31 

 

School/ Academic Self vs. NJSLA Math 

 
 

Figure 32 

 

School/ Academic Self vs. NJSLA ELA 
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