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DESCRIPTION 

 
The International Journal of Educational Excellence (ISSN 2373-5929) is a multidisciplinary scientific journal 
whose main objective is the dissemination of studies that provide answers to the main educational scientific and 
social problems present in higher education, to achieve excellent quality in all their areas. Papers will be welcomed, 
regardless of the subject area to which they belong as long as they entailed a contribution, innovation, or 
breakthrough in the development of models of teaching or scientific research in the scientific world which leads to 
social improvement. Research work performed in other educational levels may also be considered if they 
demonstrate a strong and justified relationship to higher education. All papers submitted for publication must be 
unpublished and originals, and should not be under any evaluation procedure for publication in other journals. 
Theoretical work as well as work based on field studies and empirical laboratory experiments are accepted. All 
kinds of strategies and methodological approaches may have been used for the study. They have to comply with the 
parameters of current scientific and technological research. The review criteria and selection process will take into 
account mainly the quality of the work under consideration: if it makes a significant contribution to the object of 
interest, main interests of the journal, and if it offers a breakthrough or significant contribution to the current 
scientific knowledge and, ultimately, if it contributes to the progress of our society. This journal is of free and 
direct access (Open Access, OA), and it serves the international scientific community and open knowledge. 
The journal is digitally published to keep all the features of traditional print journals. Articles will appear in PDF 
format, conveniently typeset, and numbered as classical style journals. Therefore, we intend to facilitate their 
distribution and their scientific citation under all existing highest standards. Additionally, for the reader’s 
convenience chapters of the book can be printed in their full version as well as can be accessed in this digital 
format, such as an e-book. This publication takes advantage of newly implemented technologies to facilitate 
publishing and distribution, at the same time takes into account the ecological aspect of paperless publishing. Nor 
can we forget the specific possibilities offered by electronic publishing, such as the quick and easy access to any 
item of each number by simply selecting it from the start index or by identifying hyperlinks that can be added by 
the authors to their articles. 

 

PEER REVIEW PROCESS 

 
Original submissions to the International Journal of Educational Excellence (IJEE) will be reviewed by external 
referees, a process known as peer review. Reviewers are academics and researchers who are experts in the 
corresponding specialized field of knowledge. Their main task will be to study all submitted papers critically and 
constructively. For a paper’s evaluation, a "double-blind" system will be used. This method consists of one in 
which authors and reviewers are not known to each other, aiming at maximum objectivity in the evaluation of the 
manuscript. Those articles that are considered by the editorial and scientific committee of the journal with high 
possibilities for publication will be submitted to referees who will determine the relevance of their acceptance. It 
may be the case that they are sent back to the authors with suggested changes and then back again to the journal to 
continue with the evaluation process, which ultimately will assess the relevance of the article to be published or 
rejected. 
 

JOURNAL FREQUENCY 

 
The periodicity of the International Journal of Educational Excellence will be two issues per year, and these will 
form a volume. The first issue is published in the first half of the year, the second issue in the second half. There is 
no deadline for the submission of manuscripts, which will remain open during the whole year, and publication of 
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the article will possibly appear in the following issue after a positive evaluation of the work. For monographs, in 
which contributions to a specific topic will be requested, the deadline for receipt of manuscripts for evaluation 
corresponds to June 30 for the first issue and December 31 for the second issue, both referred to the volume of the 
year following the call of articles. 

IDENTIFICATION AND ACCESS TO THE JOURNAL 

The journal is named International Journal of Educational Excellence, and it is abbreviated IJEE. Its ISSN 
(International Standard Serial Number) number is 2373-5929. For cataloging, it should be referred to as the 
International Journal of Educational Excellence (IJEE): ISSN 2373-5929. Access to the journal may be performed 
from the main web address: http://www.suagm.edu/umet/oa_pe_edu_ijee.asp 

AUDIENCE 

The journal is addressed to the scientific community and the general society as well. However, because of its 
nature, the principal target audience should be university professors, scientists, researchers, managers of higher 
education, social and political workers within the fields of education and science, and others related.  

COPYRIGHT 

The articles published in the International Journal of Educational Excellence are 
licensed under Creative Commons. Free downloading and sharing of articles published 
in the Journal are allowed, but they cannot be modified in any way; neither can be 
commercially used. Authorization for the reproduction of tables, figures, graphs, or less 

than 150 words of text is not necessary; however, the correct citation of sources of information has to be credited as 
required by the law. No permission or authorization is required for the use of the journal in academic activities or 
for its reproduction for educational or scientific purposes. In all other cases, the appropriate permission and/or 
authorization has to be requested from the Editorial Board following international legislation on intellectual 
property protection. 

Author Rights: authors sign an exclusive license agreement, where authors have copyright but license rights in their 
article to the publisher. Upon acceptance of an article, authors will be asked to complete a 'Journal Publishing 
Agreement'. The ethics Journal Publishing Agreement for the International Journal of Educational Excellence 
(IJEE) is based in part on the SPARC Guide to Author Rights/SPARC Author 
Addendum. (http://www.sparc.arl.org/resources/authors/addendum). 

Acceptance of the agreement will ensure the widest possible dissemination of 
information. For the International Journal of Educational Excellence (IJEE) to 
publish and disseminate research articles, we need publishing rights. This is 

determined by the publishing agreement between the author and IJEE. This agreement deals with the transfer or 
license of the copyright to IJEE and authors retain rights to use and share their own published articles. Authors have 
the right to: (i) the rights to reproduce, to distribute, to publicly perform, and to publicly display the article in any 
medium for non-commercial purposes; (ii) the right to prepare derivative works from the article; and (iii) the right 
to authorize others to make any non-commercial use of the article so long as author receives credit as author and the 
journal in which the article has been published is cited as the source of first publication of the article. For example, 
the Author may make and distribute copies in the course of teaching and research and may post the article on 
personal or institutional websites and in other open-access digital repositories. IJEE supports the need for authors to 
share, disseminate, and maximize the impact of their research and these rights. 
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ETHICS 

For all parties involved in the act of publishing (the author, the journal/publisher, and the peer reviewer) it is 
necessary to agree upon standards of expected ethical behavior. The ethics statements for the International Journal 
of Educational Excellence (IJEE) are based on the Committee on Publication Ethics (COPE) Editors 
(www.publicationethics.org). 

The value of scientific publishing relies on everyone involved behaving ethically. The publication of an article in 
the International Journal of Educational Excellence, a peer-reviewed journal, is a direct manifestation of the quality 
of work of the author and the institutions that support them. Peer-reviewed articles support and embody the 
scientific method. Ethics topics to consider: Authorship: Authorship should be limited to those who have made a 
significant contribution to the reported work. The authors should ensure that their study is original and written by 
them and their work has not been previously published and has been submitted only to the journal.  / Originality: 
The authors should ensure that where the material is taken from other sources (including their published writing) 
the source is cited and that where appropriate permission is obtained. / Data access: Authors may be asked to 
provide the raw data in connection with a manuscript for editorial review, and should be prepared to provide public 
access to such data. / Acknowledgement of sources: Proper acknowledgment. / Conflicts of interest: The authors 
should ensure that any real or apparent conflicting or competing interest is clearly stated on the submission of their 
manuscript. / Reporting standards: Authors of reports of original research should present an accurate account of the 
work performed. / Human or animal subjects: The authors should ensure that they adhere to all research ethics. / 
Confidentiality and impartiality of the reviewers: The reviewers must maintain the confidentiality of the review 
process and conduct themselves fairly and impartially; immediately alert the editor-in-chief of any real or potential 
competing interest that could affect the impartiality of their reviewing and decline to review where appropriate. 

Publication in this journal is free (no Article submission charges nor article processing charges and no publication 
fees), as one of the main goals of the journal is to provide international researchers with a free publishing platform. 
Papers submitted to the International Journal of Educational Excellence (IJEE) will be screened for plagiarism 
using CrossCheck / iThenticate plagiarism detection tools. This journal will immediately reject papers leading to 
plagiarism. 

EDITORIAL OFFICE SUBMISSIONS INFORMATION 

Universidad Ana G. Mendez (UAGM).Recinto de Cupey. Escuela de Educación, PO Box 21150 San Juan, PR 
00928-1150. E-mail: jogomez@suagm.edu 

DESIGN, COMPOSITION AND LAYOUT 

Prof. Dr. José Gómez Galán 

DESIGN AND WEB MAINTENANCE 

Sr. Vidal Torres Miranda 
Prof. Dr. José Gómez Galán 

The management and the editorial scientific board members of the International Journal of Educational Excellence (IJEE) are not 

responsible for the opinions, analysis, or results presented by the authors in their articles. 
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AUTHOR GUIDELINES 

 

1. Introduction  

 
The International Journal of Educational Excellence (IJEE) is open to all scientific articles which provide answers 
to the main educational and scientific problems currently impacting higher education to achieve quality excellence 
in all areas. Papers will be welcome, regardless of the subject area to which they belong, as long as they entail a 
contribution, innovation, or breakthrough in the development of models for teaching or scientific research within 
the university environment leading towards social improvement. Research work performed in other educational 
levels may be also taken into account, as well as they provide an adequate justification and a valid relationship with 
higher education issues.  
 
All papers submitted for publication must be unpublished and original, and should not be under evaluation for 
publication in other journals. Theoretical work as well as those based on field studies and empirical laboratory 
experiments contributions are accepted. All kinds of strategies and methodological approaches may be employed; 
however, the selected method for each research has to comply with the parameters of current scientific and 
technological research. The review criteria and selection process will mainly assess the quality of the work under 
consideration in terms of the following criteria: significant contribution to the object of interest of the journal, a 
breakthrough to the current scientific knowledge and, ultimately, the contribution to the progress of our society. 
 
2. Details for Submission 

 
Manuscripts should be sent preferably sent in digital format. All manuscripts should be addressed to the journal 
Editor-in-Chief (email: jogomez@suagm.edu). Before submission, publishing standards should be carefully read at 
the following web site http://www.suagm.edu/umet/oa_pe_edu_ijee.asp. Only those articles that meet all the 
requirements and characteristics described on the web site will be accepted. 
 
Submission of the original digital file will preferably be in RTF format. The .ODF format is also accepted. Other 
formats (such as .DOC, .PDF, etc.) are excluded. 
 
In the rare event that the author (s) of an article cannot submit manuscripts electronically, the article shall be 
traditionally mailed. However, it should include a copy of the article in the previously outlined digital formats. 
Manuscripts will be sent by postal mail to the following address: International Journal of Educational Excellence 
(IJEE), Escuela de Educación, Universidad Ana G. Méndez (UAGM), Recinto de Cupey, PO Box 21150 San Juan, 
Puerto Rico, 00928-1150. The attention should be directed to the Editor in Chief.  

 

3. Authorship and Responsibility  

 
The author (s) of the article should submit one copy of the original article and a statement certifying that the work 
is original and has not been published before and that it has not been evaluated by another journal editorial 
committee.  
 
The author (s) must also declare that [a] all named authors have materially participated in the development of the 
research or study that has led to the article, [b] any conflict(s) of interest, and [c] the sources of funding of research 
presented in the article or of the preparation of the research.  
 
They shall also explicitly accept the journal rules of publication and the decision regarding the publication or 
rejection of an article. The International Journal of Educational Excellence (IJEE) assesses and requires all high 
international standards of ethical conduct of research and journal publication. 
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4. Preparation of Manuscripts  

 
Articles should be submitted in proper English (British or American, however, but a mixture of both will not be 
allowed), whose length will be at least 3500 words and a maximum of 12,000, including references, notes, tables, 
and figures. Exceeding this amount of words will be a major negative factor in evaluating the article, although 
articles exceeding this extension can be exceptionally published if they are properly justified and the work stands 
out for its quality.  
 
The article must be preceded by an abstract thereof with a minimum of 150 and a maximum of 300 words. It must 
also be submitted in the English language along with Spanish and Portuguese translated versions. The summary 
should also include five to seven keywords in English, Spanish, and Portuguese.  
 
Articles of theoretical nature, as well as those based on field studies, will be accepted, and they will be considered 
as a positive evaluation element if those articles maintain the classical structure in scientific research papers, 
consisting of separate sections and subsections (eg. Introduction, Objectives, Methodology, Analysis, Results, 
Discussion, Conclusions, Appendices, and Annexes, etc.). However, freedom is offered to the authors to establish 
the most appropriate structure, depending on the nature and characteristics of their research (and is especially 
significant in the case of theoretical articles). What is required in all cases is that the division of the article be 
clearly defined and numbered by the structure 1 (with 1.1, if 1.1.1, 1.1.2, etc.), 2, 3, etc. Each title and subtitle of 
the sections and subsections should be identified through the use of spaces. 
 
Standards of the quotation, including references, must be governed by the style of the APA (American 
Psychological Association), contained in the Publication Manual of the American Psychological Association. 
Please see the following examples which are explained within the next paragraph: 
 
Text citations: 
 
Whenever there is a quote of the author or authors of a publication, it should appear in the text in parenthesis 
followed by the year -for example, if a single author is cited (Smith, 2014), if the citation refers to two to five 
authors (Smith & Brown, 2011 / Smith, Brown & Torrero, 2009), or if there are more than six authors (Smith et al, 
2014) - and the full reference will appear in the list of references at the end of the article. If two or more works are 
cited, they will appear in the same order in the reference list separated by a semicolon (James, 2001, Smith, 2014). 
If in the article two or more references by the same author published in the same year are cited, they should be 
differentiated by lowercase letters (a, b, c, d, etc.) added to the year; in the text quote, the corresponding lower case 
letter will be used in each specific reference (Smith, 2014a).  
 
If the citation refers to a general idea of the work, or if it is a general reference to an article, book, or full 
investigation, but is not literally quoting a portion of the reference, it is only necessary to refer to the author and 
year of publication, without specifying the page intervals. 
 
If the citation is literally quoting a text from a specific work, the author, year of publication, and the page intervals 
should be entered preceded by "p" for example, according to Smith (2014) "the university teachers with many 
teaching hours have difficulty in carrying out research work "(p. 379), / in his study, he argued that "university 
teachers with many teaching hours have difficulty in carrying out research work" (Smith, 2014, p. 379) but the 
author did not show the statistical analysis of the survey results. 
 
In case the direct quotations exceed 40 words it is necessary to set up them within a separate text block, and 
quotation marks are omitted. It is recommended to begin the quotation on a new line with a tab on the left margin 
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of ½ inch or 1.25 cm, maintaining this margin along the length of the cite. Page intervals should be indicated as 
described in the preceding paragraph. 

Sometimes, in the work, it may be necessary to refer to indirect quotations, i.e. presenting information or ideas of 
an author who has been picked up and quoted by some other one. In this case, the two authors are cited; starting 
with the indirect reference, for example, Brown (cited by Smith, 2014, p. 179) suggests that research is essential in 
university teaching. It is also recommended to find out and cite the original source. 

References List: 

The list of references should appear at end of the article. With this information, the reader may access any of the 
sources that have been cited in the main body of the work. Every one of the sources cited should appear in the 
reference list. Similarly, each of the references that appear in this list should appear in the main text of the article at 
some point.  

The references list appears at the end of the main body of the article, and after two spaces, using the title 
"References", with the same format as each of the subtitles that make up the work. All lines after the first line of 
each entry in the reference list should be indented ½ inch or 1.25 cm. The names of the authors appear inverted 
(last name then first initial or initials of the first names). The entries in the reference list should be ordered 
alphabetically according to the first author of each work. If several works by the same author have been cited, these 
entries should also be collected in chronological order, starting from oldest to the most recent. The full title of the 
work should be provided, keeping the title used by the publication. Capitalization of all major words of journal 
titles is recommended.  

References should follow the APA guidelines contained in the Publication Manual of the American Psychological 
Association (6th edition). In general, the basic forms of citation are as follows: 

Article in Journal: 
Author, A. A., Author, B. B., & Author, C. C. (Year). Title of article. Title of Periodical, volume number (issue 
number), pages. 

Books - Author: 
Author, A. A., Author, B. B., & Author, C. C. (Year of publication). Title of work. Location: Publisher. 

Edited Book, No Author: 
Editor, A. A., Editor, B. B., & Editor, C. C. (Eds.). (Year of publication). Title of work. Location: Publisher. 

Article or Chapter in an Edited Book: 
Author, A. A., & Author, B. B. (Year of publication). Title of chapter. In A. A. Editor & B. B. Editor (Eds.), Title 
of book (pp. pages of chapter). Location: Publisher 

Dissertation, Published: 
Author, A. A. (Year). Title of dissertation (Doctoral dissertation). Retrieved from Name of database. (Accession or 
Order Number) 

Dissertation, Unpublished: 
Author, A. A. (Year). Title of dissertation (Unpublished doctoral dissertation). Name of Institution, Location. 

Conference Proceedings: 
Editor, A. A., & Editor, B. B. (Year of publication). Proceedings from Acronym Conference: Title of Conference. 
Location: Publisher.  
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Article From an Online Periodical: 
Author, A. A., & Author, B. B. (Date of publication). Title of article. Title of Online Periodical, volume number 
(issue number if available). Retrieved from http://Web address 
 
Article From an Online Periodical with DOI Assigned: 
Author, A. A., & Author, B. B. (Date of publication). Title of article. Title of Journal, volume number, page range. 
doi:0000000/000000000000 or http://dx.doi.org/10.0000/0000 
 
Chapter/Section of a Web Document or Online Book Chapter: 
Author, A. A., & Author, B. B. (Date of publication). Title of article. In Title of book or larger document (chapter 
or section number). Retrieved from http:// Web address 
 
Nonperiodical Web Document, Web Page, or Report: 
Author, A. A., & Author, B. B. (Date of publication). Title of document. Retrieved from http://Web address 
 
At present, the rules of APA citation are widespread in the field of social research, and its style is the most 
currently used to cite sources in this area. Therefore in case of any doubt regarding citations, we recommend 
consulting the Publication Manual of the American Psychological Association (6th edition), where it multiple 
examples of formats of research papers, text citations, footnotes, references, etc. can be found; here we have 
offered only general guidelines.  
 
General Format of Manuscripts: 
 
The manuscript should follow the general format not only meeting the scientific requirements requested by this 
journal but also identifying the best possible characteristics of the article. Submission the manuscript in digital 
format, or RTF .odf, double-spaced in a standard size paper (8.5 "x 11") or A4 (21 x 29.7 cm) 1 "(or 2 cm) margins, 
is recommended. Although any easily readable source may be used, the use of Times New Roman 12 point is 
recommended. The manuscript should include a header at the beginning of the page, providing the main scientific 
information of the author and the work. These data are:  
 
Title: Should be as concise as possible, reporting the content of the article. It should be taken into account that quite 
often titles are used by scientific database systems and information retrieval, so it should contain words directly 
related to the content of the work. It must not contain abbreviations or acronyms that are not widely known. The 
title should be centered as the first element of the header. The APA recommends that it does not exceed 12 words 
in length, but if it were required by the nature of the work, it shall not prevent the acceptance of the manuscript. 
 
Name of author (s) and affiliation: should appear in full below the title, separated by a double space using the 
following format: First Name, Middle Initial (if applicable), and last name (both names if Latin American author 
(s). Titles (Dr.) or degrees (Ph.D.) may not be used. To allow the precise localization of the institution where the 
research was performed, its full address should appear below the name of each author (City, country, zip code). 
Finally, below the institution's address, the e-mail of each author should appear. 
 
The mailing address of the corresponding author: In addition to email, a full address for correspondence is 
recommended but not mandatory (telephone numbers, country, and local codes). It may appear as a footnote. 
 
Abstract: It should be placed after the name, affiliation, and email address of the corresponding author separated by 
double space. As indicated above, it should have a length between 150 and 300 words. It will be sent in English, 
Spanish and Portuguese and should summarize the main features of the research work (as a minimum it is advisable 
to include a summary of the objectives, methodology, and results, especially if it is based on fieldwork research). 
Future research may be included, especially if it has given rise to different questions that invite subsequent effort.  
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Keywords: will be entered below the summary separated by a double space. We recommend providing five to seven 
keywords that identify the work more precisely and may help other researchers to find it in the international 
databases. The keywords will be sent in English, Spanish, and Portuguese, and for their selection, it is advisable to 
use the thesaurus most used in the specialty.  
 
Article: Below the keywords, the author will place the main body of the text submitted for publication in the 
International Journal of Educational Excellence (IJEE), under the recommendations given in this Guide for 
Authors. 
 
Scientific and professional record of the author (s): Placed below the main body of the manuscript leaving three 
lines and as the last element of the manuscript to be submitted. The scientific and professional background of each 
author should not be longer than 300 words, specifying recently published papers. 
 
Notwithstanding the guidelines outlined above, it is strongly recommended for preparing manuscripts, to follow the 
APA style compiled in the Publication Manual of the American Psychological Association (6th edition).  
 

5. Publication of Articles  

 
Submission of a manuscript to the International Journal of Educational Excellence (IJEE), implies a previous 
statement by the authors that the work submitted to the journal is original and unpublished, that it has been the 
result of the authors’ work, that all the signatories have materially participated in its preparation, and that the 
manuscript is not under evaluation for publication elsewhere, whatever the media, especially that it is not under 
evaluation by other scientific journals. All journal rules are also accepted, as well as final the opinion resulting 
from the academic evaluation of the Article whether it is accepted or rejected for publication.  
 
The editorial staff of the International Journal of Educational Excellence (IJEE) is not responsible for the opinions, 
analysis, or results collected by the authors in their articles. It is also assumed that all material in articles is free of 
copyright rights and therefore it is not responsible for any disputes or claims related to intellectual property rights, 
which are the sole responsibility of the authors.  
 
The decision to accept or reject the publication of the manuscript will be notified within a maximum period of four 
months. The notification will be sent electronically (e-mail) to the corresponding author. If accepted for 
publication, the paper will appear in the next volume of the journal. 
 
The articles published in the International Journal of Educational Excellence (IJEE) are digitally edited and will 
retain all the characteristics of those published in traditional print journals. The articles appear in PDF format, 
conveniently typeset, and numbered as classical journals. Therefore, in this sense the editors facilitate their 
distribution of the journal and articles and the scientific citation or its contents according to all current standards, 
making available to the scientific community, valuable contributions resulting from the research. We can say, that 
in general, this is a publication that takes advantage of all the benefits that ICT offers for easy editing and 
distribution, considering also the ecological side of publishing without paper. This means that only those parts that 
are needed should be printed if the case arises. Also, the digital format of the articles of the International Journal of 
Educational Excellence (IJEE) is adapted to the new computer and telematics tools used in scientific and academic 
contexts, easily allowing information searching, online and bases data indexing, etc. Access to the content of the 
International Journal of Educational Excellence (IJEE) is free, thereby contributing to the globalization of science 
and culture. 
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Abstract: Leadership and motivation are inseparable. Principals’ transformational 

leadership has been a focus on education for over a decade because of the crucial role it 

plays in influencing the performance of teachers and students. There is a call for 

principals who are more transformational and less transactional. Prior research has 

established that principals who adopt the transformational leadership style can motivate 

their teachers to ensure the higher academic achievement of students. Nonetheless, 

there is limited study on the relationship between the transformational leadership styles 

of principals and teacher motivation in most developing countries such as Ghana. 

Using the Multifactor Leadership Questionnaire (MLQ 6S), this study investigates the 

four dimensions of transformational leadership; idealized influence, inspirational 

motivation, intellectual stimulation, and individualized consideration of teacher 

motivation in some selected basic schools in Eastern Region, Ghana. Findings indicate 

that although principals self-reported higher transformational leadership style, it had no 

significant relationship with teacher motivation. Three of the four dimensions of 

transformational leadership negatively correlated with teacher motivation (“idealized 

influence, inspirational motivation, and intellectual stimulation). Teachers also reported 

low motivation. Further analysis revealed that principals equally practiced the 

transactional leadership style and less of the laissez-faire leadership style. The laissez-

faire leadership style negatively correlated with teacher motivation. School 

administrators are encouraged to organize more leadership training programs for 

principals, and ensure teachers are adequately motivated to improve the academic 

performance of students. 

 

Key-words: transformational leadership; teacher motivation; leadership; job 

satisfaction; academic performance. 
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1. Introduction

Leadership and motivation are inseparable (Le Tellier, 2006). 
Leadership is the process of motivating a group of people towards the 
realisation of a common objective (Abdullah, Muhammad, & Nasir, 2019). Le 
Tellier (2006), in his book, mentioned that school leaders employ motivation 
to upgrade the efficiency of classroom and school organization. They 
establish motivational variables in the school and classroom context, and even 
in the community to ensure continuous school improvement. Principal 
leadership has been identified as a critical management skill to motivate a 
group of people towards the attainment of a common goal (Bello, Ibi, & 
Bukar, 2016). Principals are those who ensure effectiveness and educational 
change (Cheng & Townsend, 2000). Principal supportive leadership is 
instrumental in reducing teacher anxiety, isolation, frustration and regulating 
staff behaviors (Ackah-Jnr, 2018). Ackah-Jnr (2018) believes that motivation 
plays a key role in leadership and asserts that teachers need “extra 
motivation”. School heads indirectly affect the performance of teachers and 
students through their leadership practices and behaviors (Heck, Larsen, & 
Marcoulides, 1990). School leaders who possess an understanding of 
motivation theory are able to influence the performance of teachers in their 
schools (Prelli, 2016). Successful leaders indirectly promotes students’ 
learning by motivating their teachers (Leithwood, 2008). Studies have found 
that there is a relationship between principal’s leadership style and teacher 
motivation (Dou, Devos, & Valcke, 2016; Eyal & Roth, 2011; Ghazala, 
Riffat-un-Nisa, & Anam, 2015; Ling & Ling, 2012). The motivation, job 
satisfaction, and performance of teachers is affected by the kind of leadership 
style that is in place at work (Kiboss & Jemiryott, 2014). Principals who adopt 
a type of leadership style that provide support for teachers will contribute to 
the effectiveness of the school (Eranil & Özbilen, 2017). The leadership 
practices of principals affect teacher job satisfaction and retention (Ladd, 
2011). Wasserman et al. (2016) who examined the relationship between 
principal leadership style and teacher motivation concluded that principal 
leadership style has an impact on the motivation of teachers, and how they 
perceive the teaching profession. Leadership should be transformative to 
survive in complex environment (Balyer & Özcan, 2012). There is a need to 
maintain transformational leadership among principals (Haj & Jubran, 2016).  

Traditionally, leadership in Ghana is not a new concept (Williams, 
2011). Leadership plays an important role in different and complex social 
structure of most societies in the country (Dampson, Havor, & Laryea, 2018). 
School leadership in Ghana is very important and ought to be transformative 
in nature (Afful-Broni, 2004). One major problem facing the Ghana Education 
Service (GES) is school leadership and this has affected the performances of 
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basic schools in the country (Edwards & Aboagye, 2015). Donkor (2015) who 
examined the leadership preparedness in Ghana basic schools found out that 
in all the thirty-eight (38) training institutions in Ghana, pre-service teachers 
are not taught school leadership as a full course in Ghana. This suggests that 
pre-service teachers who will eventually become basic school leaders in the 
future are not adequately equipped to assume leadership roles in basic schools 
in Ghana. The poor performance of students in the West African Examination 
Council’s (WAEC) Basic Education Certificate Examination (BECE) in 
Ghana has led to a public outcry on school leadership in the country (Edwards 
& Aboagye, 2015). It is also found in another study that principals’ leadership 
style used in the colleges of Ghana is to inspire a shared vision in teachers, but 
practices are weak (Atakora, 2019). Edwards & Aboagye (2015) believes that 
leadership should be capable to bring about efficiency and results, and should 
be full of countless transformative ideas that ensures high performance of 
staff and students. Gyasi, Xi, & Owusu-Amponsah (2016) confirmed that 
headmasters are not well equipped in leadership practices and advocates GES 
to address the problem in the institutions in Ghana. There is a need to improve 
school leadership and management in all schools in Ghana (Ministry of 
Education, 2018). One of the core aims of transformational leadership is to 
reform low-achievement institutions for it to be effective in the academic and 
educational setting through motivating workers to be innovative, and 
providing them with a sense of freedom (Haj & Jubran, 2016). The purpose of 
this research is to investigate the transformational leadership style used by 
principals in some selected basic schools in the Eastern Region of Ghana and 
its relationship with teacher motivation in the view of improving higher 
performances of teachers and students in Ghana. Findings from the study adds 
to existing literature on the relationship between principals’ transformational 
leadership style and teacher motivation and address the gap of the subject in 
the Ghanaian context. The researcher attempts to re-consider transformational 
leadership used by principals in basic schools in Ghana in motivating teachers 
towards school improvement, and to emphasize the need of GES to implement 
leadership courses in training schools in Ghana. 

 

2. Literature Review 

 
2.1. Principals’ Transformational Leadership Style 
Research on transformational leadership have been on the increase over 

the past three decades in diverse context such as education, military, 
corporations, and politics (Balwant, 2019). Transformational leadership is 
considered as one of the most influential leadership models in the field of 
education (Berkovich, 2016; Crowne, 2019). Transformational leadership is a 
postmodern leadership approach where the leader is observable and 
measurable (Ustun, 2018). Transformational Leadership was first introduced 



Michael Agyemang Adarkwah, & Yu Zeyuan. International Journal of Educational Excellence 

(2020) Vol. 6, No. 2, 15-46. ISSN 2373-5929. 

DOI: 10.18562/IJEE.056 

 

 18 

by Bass (1985). A transformational leader refers to a person who comprehend 
a realistic vision of the future that can be conveyed and shared, motivates 
subordinates intellectually, and addresses individual differences among 
subordinates (Balwant, Birdi, Stephan, & Topakas, 2018). Bass (1999) also 
define a transformational leader as one who has the ability to inspire followers 
to look beyond personal interests and elevates the subordinates’ level of 
maturity, sense of achievement, well-being for people, organization and 
community. Traits associated with transformational leadership is exhibiting 
idealized influence, instilling confidence, respect and trust in organizational 
members, acting as role models, and expressing faith in organizational 
members (Al-husseini & Elbeltagi, 2018; Crowne, 2019). Sharma, Nagar, & 
Pathak (2012) asserts that a transformational leader encourages team work, is 
sensitive to the needs of followers, and tolerate diversity.  

According to Bass (1985, 1990, 1999) and Avolio & Bass (2004), there 
are four dimensions of transformational leadership, namely; charismatic 
behavior, inspirational motivation, individualized consideration, and 

intellectual stimulation.  Bass termed charismatic behavior as idealized 
influence. Both idealized influence and inspirational motivation entails 
designing a better future for the organization, and articulating how it can be 
attained, setting examples and high standards of performance to be followed, 
and exhibiting determination and confidence. Individualized consideration is 
depicted by giving attention to the developmental needs of subordinates, 
supporting them, and coaching their development Lastly, intellectual 

stimulation involves encouraging followers to be creative and innovative. 
Transformational leadership is also associated with four other concepts; 
challenging the process, modelling the way, inspiring followers, encouraging 
the heart, and empowering followers through shared vision and trust (Curtis, 
De Vries, & Sheerin, 2011; Kouzes & Posner, 2002). Transformational 
leadership theory emphasizes on reconstructing and transforming schools to 
meet the educational demands of the 21st century (Berkovich, 2016). 
Transformational leaders challenge themselves and their followers to achieve 
success in the organization (Crowne, 2019). They also challenge the practical 
approaches to problems and the status quo, and take risks (Lowe, Kroeck, & 
Sivasubramaniam, 1996).  

Transformational leaders embrace dynamism, uncertainty, and 
complexity while building relationship that hinges on trust and shared vision 
(Clancy, Ferreira , Rainsbury, Rosenau, & Lock, 2017). Principals consider 
transformative leadership as significant (Balyer & Özcan, 2012). 
Transformational leadership is for those principals who can create conditions 
to pioneer a school to a new level (Yang, 2014). Teachers who work under 
principals who adopts the transformational leadership style are often satisfied 
and motivated to accomplish their tasks (Layton, 2003). Transformational 
leadership is applicable in the instructional context, helps to develop students 
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ability to generate ideas and examine situations critically (Pounder, 2003; 
Pounder, 2008). There is a relationship between transformational leadership 
exhibited by teachers in teaching and student motivation and learning (Noland 
& Richards, 2014). Although all leadership styles have some kind of influence 
on teachers and students’ academic achievement, the transformational 
leadership style is considered to be the most efficient in reforming and 
restructuring schools (Gyasi, Xi, & Owusu-Ampomah, 2016). There’s a 
correlation between transformational leadership and quality of work 
(Kallapadee, Tesaputa, & Somprach, 2017). Transformational leadership is a 
crucial element for innovation (Aguas, Zapata, & Arellano, 2017). Atakora 
(2019) is one of the few researchers who concluded in his study that 
transformational leadership has no direct impact on the job satisfaction of 
teachers, but fringe benefits, professional development, salary, and working 
environment.  

 

2.2. Teacher Motivation 

Teacher motivation is simply the desire to teach and an individual’s 
interpersonal style toward students when teaching (Gagne, 2014). Teacher 
motivation includes the practices they employ to ensure students’ 
determination which ultimately leads to their success (Collie, Granziera, & 
Martin, 2019). Teacher motivation underpins teacher professional teaching 
practices and engagements (Thoonen, Sleegers, Oort, Peetsma, & Geijsel, 
2011). In diverse cultures, teacher motivation has been linked to teaching 
quality, teacher commitment, and engagement which tend to influence 
students’ outcomes in the classroom (Klassen, Al-Dhafri, Hannok, & Betts, 
2011). To ensure teachers well-being and effective learning, there is a need to 
provide support (motivation) for teachers (Durksen, Klassen, & Daniels, 
2017). Motivated teachers tend to be better performers in instructing students 
(Afshar & Doosti, 2016). The Ministry of Education assesses teachers’ 
performance by measuring their dedication and commitment (Seniwoliba, 
2013). Teacher’s performance in contributing to students’ success is affected 
by their motivation (Akuoko, Dwumah, & Baba, 2013). Teachers are vital 
figures in terms of their ability to motivate students for them to achieve 
academic success through their motivational strategies (Soenens, Sierens, 
Vansteenkiste, Dochy, & Goossens, 2012). Teacher motivation is regarded as 
one of the significant factors that influence students’ interest in a particular 
subject (Keller, Neumann, & Fischer, 2017). Studies have proved that teacher 
motivation is a critical factor in teachers’ commitment to their work and 
students’ lessons at school (Davidson, 2007).  

Prior studies have also identified teacher motivation as a decisive factor 
which is strongly related to students’ learning (Klusmann & Richter, 2016). A 
large-scale survey which was conducted in an Iranian Junior Secondary 
School revealed that satisfied teachers strikingly differed from their 
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dissatisfied colleagues. While motivated teachers showed a lot of commitment 
to teaching, that was not the case for demotivated teachers (Afshar & Doosti, 
2016). Another study which investigated the impact of teacher motivation on 
students’ performance in Iran and Russia suggested that there is a significant 
positive correlation between teacher motivation and students’ achievement 
(Taştan, et al., 2018). Teacher motivation has been also linked to higher 
educational reform and student motivation (Han & Yin, 2016). Teachers 
motivate students to ensure high academic performance by engaging 
interpersonally in their learning, preparing a structure for education, and 
increasing their autonomy (Ahn, Patrick, Chiu, & Levesque-Bristol, 2018). 
Mary (2010) also posited that to get the best performance from teachers for 
students to excel academically, there must be both intrinsic and extrinsic 
motivational systems for teachers. She noted job satisfaction, promotion, 
career achievement to be examples of intrinsic motivation, and salary, free 
meals, allowances to be examples of extrinsic motivation. 

In order to highly motivate teachers, they should be adequately 
remunerated (Nwokeocha, 2017). Students are sometimes motivated to join 
the teaching profession because of the level of salary (Goller, Ursin, 
Vahasantanen, & Festner, 2019). Countries who offer high salary to their 
teachers are likely to contribute positively to students’ academic performance 
and are also expected to have higher achievements at the national level 
(Akiba, Chiu, Shimizu, & Liang, 2012). Good salary serves as a motivation 
for academic staffs, including university teachers to be satisfied at work 
(Osakwe, 2014). Teachers play a crucial role in students’ performance, better 
pay leads to higher motivation and satisfaction of teachers (Wamitu, 2018). 
Financial incentive is a mechanism that should improve the quality of 
teaching. In 2005, the Teacher Law was passed in Indonesia to address the 
weakness in teacher effectiveness, poor levels of pay and low motivation. 
Huge incentives were introduced to give certified teachers a professional 
allowance However, financial incentives may not be associated with improved 
learning (Ree, Al-Samarrai, & Iskandar, 2012). Though some researchers 
argue that monetary incentives improve performance and learning, recent 
studies with large samples suggest that it only increase performance quantity 
but not quality. Thus, in some way, monetary incentives are ineffective 
(Hulleman & Barron, 2010).  

An important construct in teacher motivation research is teacher self-
efficacy (Cobanoglu & Capa-Aydin, 2019). Teacher self-efficacy is a 
predictor of teaching practices, and to the extent to which a teacher will be 
involved in a classroom even when faced with challenges (Elisa Oppermann, 
Martin Brunner, & Yvonne Anders, 2019; Sarac & Aslan-Tutak, 2017). The 
academic achievement of students and the job satisfaction of teachers are 
impacted by teacher self-efficacy (Korte, 2018; Ninkovic´ & Floric´, 2018). 
Teachers with low self-efficacy are one of the contributing factors of teacher 
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attrition (Brown, Lee, & Collins, 2014; McKim & Velez, 2015) while high 
teacher self-efficacy is linked with teacher career commitment, teacher job 
satisfaction, student achievement, and teacher retention (Hancock & Scherff, 
2010; Kelly & Northrop, 2015). 

One deciding factor in teacher motivation has been identified as the 
interpersonal relationship between the teacher and his students (Hagenauer, 
Hascher, & Volet, 2015). The researchers found out that students who formed 
a positive relationship with their teachers made their teachers joyful, whereas 
negative relationships between students and their teachers made their teachers 
angry. Also, when students form good relationships with their teachers, they 
can navigate their way through school and improve their academic 
performance (Valientea, Julia , Swansona, Bradley, & Groh, 2019). 
Haruthaithanasan (2018) found out that educational reforms affect teacher 
motivation, and teacher motivation affects students’ academic achievements. 
According to him, when teachers are in positive school environments, it 
promotes the academic performance of students. Teachers in supportive 
school climates are often kind, warmhearted, and friendly, and are more likely 
to provide useful feedback to their students. 

 

2.3. Prior Research on Principals’ Transformational Leadership Style 

and Teacher Motivation 

Transformational leadership style is associated with greater teacher 
motivation, effort, and commitment (Berkovich & Eyal, The mediating role of 
principals’ transformational leadership behaviors in promoting teachers’ 
emotional wellness at work: A study in Israeli primary schools, 2016). 
Principals who practised the transformational leadership style increase teacher 
motivation and commitment (Raman, Mey, Don, Daud, & Khalid, 2015). 
School improvement is less likely to occur when there is no teacher 
motivation and trust between teachers and principals (Eliophotou-Menon & 
Androula, 2016). Eyal and Roth (2011) showed that transformational 
leadership style is positively associated with teacher motivation while 
transactional leadership style is negatively linked to teacher motivation. 
Alfahad, Alhajeri, & Alqahtani (2013) investigated whether there is a 
relationship between principal’s leadership style and teacher achievement 
motivation. Their study revealed that both transformational and transactional 
leadership style motivated teachers to achieve educational goals. According to 
them, transformational leaders motivate teachers through task achievement 
while transactional leaders motivate teachers through bonuses and 
punishment. Practising transformational leadership ends in the job satisfaction 
of teachers (Griffith, 2004). Cemaloğlu, Sezgin, & Kılınç (2012) in their study 
found that there is a relationship between the transformational and 
transactional leadership style of principals and teacher commitment in an 
organization. Both transformational and transactional principal leadership 
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styles have a positive relationship with teacher job satisfaction, however, 
transformational leadership style was found to be closely correlated to teacher 
job satisfaction (Nazim & Mahmood, 2016). Transformational leadership and 
teacher job satisfaction are closely related (Haj & Jubran, 2016). Cerit (2009) 
found that there is a positive correlation between servant leadership style and 
teacher commitment, job satisfaction, and improved student learning. Laissez-
faire leadership style was also found to be negatively correlated to teacher 
motivation (Kadi, 2015). However, Eres (2011) and Gallmeier (1992) found a 
contrasting result which suggests that the leadership style of a principal has no 
correlation with teacher motivation.  

Leaders who adopt the transformational leadership style are able to 
perceive the needs of followers (such as teachers) and use it to motivate them 
(Balyer & Özcan, 2012). Transformational leaders motivate and influences 
organization members to build trust and confidence in the organization 
(Kallapadee, Tesaputa, & Somprach, 2017). There is a need for principals to 
improve their transformational leadership to increase the morale of members, 
motivate staffs, and improve their satisfaction having the overall objectives of 
the school in mind (Yang, 2014). The emotional intelligence of followers is 
linked with transformational leadership (Aguas, Zapata, & Arellano, 2017). A 
study conducted in Greece revealed that teachers felt more satisfied when 
their principals practised the transformational leadership style as opposed to 
other leadership styles. By motivating teachers to work towards the fulfilment 
of school objectives and giving them extra attention, principals using the 
transformational leadership style makes their teachers satisfied (Aydin, Sarier, 
& Uysal, 2013). Sayadi (2016) also found that principals’ transformational 
leadership plays an essential role in the intrinsic and extrinsic motivation of 
teachers (Sayadi, 2016). 

 
3. Methodology 

 

3.1. Research Design 
A quantitative research design was used to investigate the relationship 

between principals’ transformational leadership styles and teacher motivation. 
A non-experimental correlational design was used to study the relationship 
between the two constructs. Correlational research design is an aspect of 
quantitative study in which researchers use “correlation statistical test to 
describe and measure the degree of association (or relationship) between two 
or more variables or sets of scores” (Creswell, 2018, p. 338). A non-
experimental correlational design, also known as ex-post facto design 
examines conditions that have already occurred and investigate relationships 
between these circumstances, behaviors, and characteristics (Leedy & 
Ormrod, 2010). This approach was chosen because the researcher does not 
manipulate directly the characteristics that serves as independent and 



Michael Agyemang Adarkwah, & Yu Zeyuan. International Journal of Educational Excellence 

(2020) Vol. 6, No. 2, 15-46. ISSN 2373-5929. 

DOI: 10.18562/IJEE.056 

 

 23 

dependent variables in the study since their manifestations had already 
occurred (Cohen, Manion, & Morrison, 2007). 

 

3.2. Research Questions 
 

1. How do principals perceive their transformational leadership 
attributes? 

2. How do teachers perceive their motivation as professionals 
working in the GES? 

3. The main research question leading this investigation is to: 
Examine the relationship between principals’ transformational 
leadership and teacher motivation in the view of improving the 
academic performance of students in the basic schools of Ghana. 

 
This question seeks to investigate how the four dimensions of 

transformational leadership (Bass, 1985, 1990, 1999) are related to the 
intrinsic and extrinsic motivation of teachers in ensuring higher academic 
achievement of students in Ghanaian basic schools.  

a. What is the relationship between idealized influence and teacher 
motivation? 

b. What is the relationship between inspirational motivation and 
teacher motivation? 

c. What is the relationship between individualized consideration and 
teacher motivation? 

d. What is the relationship between intellectual stimulation and 
teacher motivation? 

 

3.3. Hypothesis 
̶ H0. There is no statistically significant relationship between 

idealized influence and teacher motivation. 
̶ H01.There is no statistically significant relationship between 

inspiration motivation and teacher motivation. 
̶ H02. There is no statistically significant relationship between 

individualized consideration and teacher motivation. 
̶ H03. There is no statistically significant relationship between 

intellectual stimulation and teacher motivation.  
 

3.4. Study Population and Sampling 
The study was conducted in Nsawam-Adoagyiri Municipal Assembly in 

the Eastern Region of Ghana. The municipal has 51 basic schools, 54 
principals, and 1,746 teachers. The target population consisted of all school 
principals and teachers in the municipal assembly. Two sampling techniques 
were used. First, purposive sampling was used to select 5 schools whose 
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principals practised the transformational leadership style and have at least five 
years of working experience at the school. Random sampling technique was 
used to select 20 teachers from each of the 5 schools. In all, 5 principals and 
100 teachers were used in the study. Teachers included in the study were 
those who had spent at least two years at the school as a professional teacher 
at the Ghana Education Service (GES). This will enable teachers to effectively 
assess the intrinsic and extrinsic motivational variables at play in their schools 
and affecting them as professionals under the GES. 

Personal Information Frequency Percentage 

Gender 

Male 44 44.0 

Female 56 56.0 

Total 100 100.0 

Age 
25-34 43 43.0 

35-40 30 30.0 

41-55 20 20.0 

56-60 7 7.0 

Total 100 100 

Marital Status 
Married 59 59.0 

Single 41 41.0 

Total 100 100.0 

Education Level 
Diploma 29 29.0 

Bachelor's 53 53.0 

Master's 18 18.0 

Total 100 100.0 

Years in Service 
1-10 40 40.0 

11-20 37 37.0 

21-30 23 23.0 

Total 100 100.0 
Table 1. Demographic Characteristics of Participants (Teachers) 

The above table shows the demographic information about the 
“teacher” participants. The number of males was 44 whereas females were 56. 
The number of teachers between age 25-34 was 43, 35-40 were 30, 41-55 
were 20, and 56-60 were 7. Also, 59 of the teachers were married while 41 
were single. By educational level, 29 of the teachers had a diploma, 53 had 
bachelor’s, and 18 had Master’s. The number of teachers having 1-10 years of 
teaching experience was 40, 11-20 years of teaching experience were 37, and 
21-30 years of teaching experience were 23. 
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3.5 Measures 

Transformational Leadership: Data on principals’ transformational 
leadership style were collected using the Multifactor Leadership 
Questionnaire (MLQ6S), which was originally developed by Bass (2004). 
MLQ (6S) is a free and self-assessment leadership scale containing 21 items 
that highlights 7 factors of leadership styles. The scale comprises of four 
subscales measuring the elements of transformational leadership used by 
principals (idealized influenced, inspirational motivation, individualized 

consideration, and intellectual stimulation), two subscales of transactional 
leadership (contingent reward, management-by-exception), a subscale of 
Laissez-faire leadership (a type of non-leadership style where the leader 
abandons duties and avoid taking decisions). It is a five Likert scale that 
differentiates the response of participants ranging from 1 (strongly agree) to 5 
(strongly disagree). The scale is widely used by researchers worldwide. It has 
been validated as having a good internal consistency (a Cronbach’s Alpha 
value of 0.845) (Costache, 2018). 

Teacher Motivation: The Teacher Motivation Assessment Scale 
(TMAS) developed by Obunadike (2013) was used to collect information on 
how teachers perceived their level of motivation. The scale was validated in 
Nigeria using three universities and is known to have a good internal 
consistency with a Cronbach’s alpha value of 0.74. It is a four-point Likert 
scale consisting of 22 items with rating options ranging from strongly agree 
(4) to strongly disagree (1). The scale is designed to measure 5 motivational 
constructs; attitude, reward, commitment, punishment and interest. The 
researcher self-designed items to collect the demographic data of the teachers 
based on their age, gender, education level, and number of years in service. 

 
3.6. Procedures 
After the consent of the Municipal Education Office was gained, an 

introductory letter was sent to each principal of the 5 selected schools 
detailing the purpose of the study. The Multifactor Leadership Questionnaire 
(MLQ6S) was administered to the 5 principals of the selected schools for 
them to assess how they perceived their transformational leadership attributes. 
The Teacher Motivation Assessment Scale (TMAS) was sent to the 100 
randomly chosen teachers to assess how they perceive their motivation as 
professionals working under the GES in their schools. 

 

3.7. Data Analysis 
The Statistical Package for Social Science (SPSS) 20.0 was used to 

analyze the quantitative data collected. Descriptive statistics were used to 
analyze the first two research questions (“How do principals perceive their 
transformational leadership attributes?”, and “how do teachers perceive their 
motivation as professionals working in the GES?”) while correlational 
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analysis was used to gain insights to the third research question (“What is the 
relationship between principal transformational leadership attributes and 
teacher motivation?”). To test the null hypothesis, statistical significance was 
set at p=0.05.  The scores were presented in number, minimum, maximum, 
mean, and standard deviations. 

4. Results

1. How do principals perceive their transformational leadership
attributes? 

Leadership Dimension Number of 

respondents 

Mean Standard 

deviation 

1. Idealized Influence 5 3.53 .38 

a. I make others feel

good to be around me

5 3.60 .54772 

b. Others have complete

faith in me

5 3.40 .54772 

c. Others are proud to be

associated with me

5 3.60 .54772 

2. Inspirational

Motivation

5 3.47 .18 

a. I express with a few

simple words what we

could and should do

5 3.40 .54772 

b. I provide appealing

images about what we

can do

5 3.60 .54772 

c. I help others find

meaning in their work

5 3.40 .54772 

3. Intellectual

Stimulation

5 3.47 .18 

a. I enable others to

think about old

problems in new ways

5 3.40 .54772 

b. I provide others with

new ways of looking

at puzzling things

5 3.60 .54772 

c. I get others to rethink

ideas that they had

never questioned

before

5 3.40 .54772 

4. Individual

Consideration

5 3.53 .18 

a. I help others develop

themselves

5 3.60 .54772 
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b. I let others know how 

I think they are doing 

5 3.60 .54772 

d. I give personal 

attention to others 

who seem rejected 

5 3.40 .54772 

5. Contingent Reward 5 3.53 .29 

a. I tell others what to do 

if they want to be 

rewarded for their 

work 

5 3.40 .54772 

b. I provide 

recognition/rewards 

when others reach 

their goals 

5 3.60 .54772 

c. I call attention to what 

others can get for 

what they accomplish 

5 3.60 .54772 

6. Management-bye-
exception 

5 3.47 .38 

a. I am satisfied when 

others meet agreed-

upon standards 

5 3.60 .54772 

b. As long as things are 

working, I do not try 

to change anything 

5 3.80 .44721 

c. I tell others the 

standards they have to 

know to carry out 

their work 

5 3.00 .70711 

7. Laissez-faire 
leadership 

5 2.30 .47 

a. I am content to let 

others continue 

working in the same 

ways always 

5 1.60 .54772 

b. Whatever others want 

to do is OK with me 

5 1.80 .83666 

c. I ask no more of 

others than what is 

absolutely essential 

5 3.60 .54772 

Table 2. Descriptive statistics of the leadership style of principals 
 
Overall, the five principals self-reported that the transformational 

leadership dimension which they practised the most were “idealized 
influence” (M=3.53, SD=0.38) and “individual consideration” (M=3.53, 
SD=0.18), followed by “inspirational motivation” (M=3.47, SD=0.18) and 
“intellectual stimulation”(3.47, SD=0.18) based on the scores attained on a 
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four-point Likert scale on the four dimensions of transformational leadership. 
Additionally, scores were generated on their transactional leadership style 
(contingent reward and management-bye-exception) and laissez-faire 
leadership style. The scores obtained were; contingent reward (M=3.53, 
SD=0.29), management-by-exception (M=3.47, SD=0.38), and laissez-faire 
leadership (M=2.30, SD=0.47). The means scores suggest that the principals 
perceived they equally practised both the transformational leadership and 
transactional leadership style but less of laissez-faire leadership style.  

 
2. How do teachers perceive their motivation as professionals working 

in the GES? 
 

Teacher Motivation Assessment Sub-Scales 

 N Minimum Maximum Mean Std. 

Deviation 

Attitude 100 1.00 4.00 2.34 .48659 

Commitment 100 1.25 3.75 2.44 .54802 

Reward 100 1.00 3.60 2.23 .57516 

Punishment 100 1.20 4.00 2.48 .54003 

Interest 100 1.00 4.00 2.29 .58354 
Table 3. Descriptive statistics of teacher motivation 

 
Generally, teachers reported low motivational levels. The descriptive 

statistics indicate that the average scores for attitude (M=2.34, SD=0.49), 
commitment (M=2.44, SD=0.55), reward (M=2.23, SD=0.58), punishment 
(M=2.48, SD=0.54), and interest (M=2.29, SD=0.58) are low. This means that 
the basic school teaches attitude and commitment towards the profession are 
low. Furthermore, reward and punishment systems put in place by educators 
are not effective in improving the motivation of the teachers. Also, strategies 
by administrators to keep the teachers interested in the profession are low. 
However, teachers reported improved motivation on the “punishment” 
dimension than all other dimensions of the Teacher Motivation Assessment 
Scale (TMAS). 

 
 

Subscales of TMAS N Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

Total 

 Frequency  

1. Attitude       

a. Adequate 

facilities are 

made available 

to enhance our 

job performance 

8 39 52 1 

b. There is a fair 

 

 

 

 

 

 

 

 6 46 46 2 
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consideration for 

all teachers in 

assignment of 

responsibilities 

c. The government 

and school 

authority, usually 

stimulate and 

encourage 

teachers to 

greater work 

efficiency 

14 35 46 5 

d. Conditions of 

service for 

teachers are 

stream-lined to 

enhance their 

performance 

28 45 22 5 

2. Commitment     

a. The authority 

provides enough 

incentives to 

challenge teacher 

productivity 

41 38 20 1 

b. Teachers are 

allowed to 

express their 

feeling about 

their jobs 

9 25 60 6 

c. There is approval 

for teachers who 

apply for in-

service training 

4 27 55 14 

d. Teachers are 

usually given 

assistance in 

solving their 

personal 

problems 

13 32 43 12 

3. Reward      

a. Adequate leisure 

activities/progra

ms are enjoyed 

by teachers 

11 27 44 18 

b. Teachers receive 

adequate 

commendation 

 

 

 

 

 

 

 

 

 

100 

 

 

 

 

 

 

 

 

 

 

 

27 39 27 7 

 

 

 

 

 

 

 

 

 

100 
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for jobs well 

done 

c. Teachers who go

for further

studies are

recognized by

the authority

through instant

promotion or

higher rank when

they successfully

complete their

studies

23 41 24 12 

d. Teachers are

promoted

regularly without

prejudice

22 38 26 14 

e. Teachers are paid

monies to enable

them attend

seminars and

workshops

48 35 11 6 

4. Punishment

a. Usually, there is

poor human

relationship

between teachers

and the school

authority

11 25 39 25 

b. Basic allowances

accruing from

extra duties are

not made

available to

teachers

13 18 45 24 

c. Erring teachers

are not included

in school

activities that

yield money to

participants

28 30 32 10 

d. Teachers are

deprived

compensations

that are due to

them

15 44 30 11 

e. Teachers are

denied up-to-date

23 38 35 4 
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information 

about their jobs 

5. Interest     

a. The authority 

often uses 

constructive 

criticism in 

correcting 

defaulting 

teachers 

28 20 44 8 

b. Teachers’ social 

status are often 

compromised 

19 37 33 11 

c. Teachers enjoy 

adequate welfare 

scheme 

15 51 25 9 

d. There is a special 

package for 

teachers whose 

students excel in 

examinations 

25 33 36 6 

Table 1. Frequencies of teacher response to TMAS  
 
Analyzing the data descriptively, in the area of “attitude”, a significant 

amount of the teachers believed that there were adequate facilities in the 
school to enhance their job performance. There was no difference between the 
teachers who disagreed and agreed that there is a fair consideration for 
teachers in terms of the assignment of tasks. Strikingly, a greater amount of 
the teachers reported that the working conditions of the profession are poor. 
As regards “commitment”, most teachers believed incentives to challenge 
their productivity was low. However, more than half of the teachers asserted 
that they are able to express their feelings about their work. Approval for 
teachers to partake in in-service training and assistance given to teachers by 
school leaders were all inadequate. When it comes to “reward”, close to half 
of the teachers were of the opinion that they enjoyed adequate leisure 
activities, but commendations on their jobs were minimal. The number of 
teachers who disagreed promotion opportunities was readily available 
outweighed those who agreed that there are opportunities for teachers to be 
promoted. Looking at “punishment”, ample of the teachers agreed that there 
were good human relationships at their schools and basic allowances were 
made available. In terms of “interest”, what stands out is that, more than half 
of the teachers disagreed that they enjoy adequate welfare scheme, and that 
their social status is low. 
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3. The relationship between principals’ transformational leadership and
teacher motivation 

Teacher Motivation 

Pearson Correlation (r) .596 Transformational 

Leadership Attributes Sig. (2-tailed) .289 
Table 5. Correlation between transformational leadership attributes and teacher motivation 

Teacher Motivation 

Pearson Correlation (r) -.630 Multifactor Leadership 

Attributes Sig. (2-tailed) .255 
Table 6. Correlation between multifactor leadership attributes and teacher motivation 

Correlational analysis demonstrates no significant relationship between 
the four attributes of transformational leadership (idealized influenced, 
inspirational motivation, individualized consideration, and intellectual 

stimulation) and teacher motivation. Additionally, “table 6” reveals that there 
is a negative correlation between the multifactor leadership attributes of 
principals and teacher motivation. Statistical test with significance level set at 
p=0.05 was computed. 

Transformational Leadership Dimension Pearson (r) Sig. (p) 

Idealized Influence -.648 .237 

Inspirational Motivation -.128 .838 

Intellectual Stimulation -.267 .664 

Individual Consideration .267 .664 
Table 7. Correlation between transformational leadership dimensions and teacher motivation 

The table shows the magnitude of correlation coefficient (Pearson, ‘r”) 
between each of the four dimensions of transformational leadership style and 
teacher motivation. Significant level was set at p=0.05. The results indicate a 
negative relation between “idealized influence”, “inspirational motivation”, 
“intellectual stimulation” and teacher motivation (r = -0.648, p=0.237, r = -
0.128, p=0.838, r= -0.267, p=0.664, respectively). There was a positive but 
not statistically significant relationship between “individual consideration” 
and teacher motivation (r = 0.267, p=0.664). Correlational analysis done on 
each of the four transformational leadership attributes and teacher motivation 
shows that there is no statistically significant relationship between the 
transformational leadership style of principals and teacher motivation. This 
means that all the null hypothesis (H0, H01, H02, H03) were maintained. 

Attitude Commitment Reward Punishment Interest 

Idealized 

Influence 

Pearson 

Correla-

tion 

-.480 -.747 -.813 -.628 -.615 
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Sig. (2-

tailed) 

.413 .147 .094 .257 .269 

Pearson 

Correla-

tion 

-.389 -.389 -.247 .050 -.320 Inspirational 

Motivation 

Sig. (2-

tailed) 

.518 .518 .689 .936 .599 

Pearson 

Correla-

tion 

.444 .167 -.247 -.452 -.120 Intellectual 

Stimulation 

Sig. (2-

tailed) 

.453 .789 .689 .444 .847 

Pearson 

Correla-

tion 

-.444 -.167 .247 .452 .120 Individual 

Considera-

tion 

Sig. (2-

tailed) 

.453 .789 .689 .444 .847 

Pearson 

Correla-

tion 

.748 .408 .043 -.185 .196 Contingent 

Reward 

Sig. (2-

tailed) 

.146 .495 .945 .766 .752 

Pearson 

Correla-

tion 

.347 .347 .559 .266 .808 Management-

bye-exception 

Sig. (2-

tailed) 

.567 .567 .327 .666 .098 

Pearson 

Correla-

tion 

-.645 -.968
**
 -.888

*
 -.876 -.388 Laissez-faire 

leadership 

Sig. (2-

tailed) 

.239 .007 .044 .052 .519 

Correlation is significant at the 0.01 level (2-tailed).** 
Correlation is significant at the 0.05 level (2-tailed).* 

Table 8. Correlation between Multifactor Leadership dimensions and Teacher Motivation sub-
scales 

 
The results show that there is a negative correlation between “idealized 

influence” and all five subscales of teacher motivation; “attitude” (r = -4.80), 
“commitment” (r = -0.747), “reward” (r = -0.813), “punishment” (r = -0.628), 
and “interest” (r = -6.15). A negative correlation exists between “inspirational 
motivation” and four subscales of teacher motivation; “attitude” (r = -0.389), 
“commitment” (r = -0.389), “reward” (r = -0.247), and “interest” (r = -0.320).  
A negative correlation exists between “intellectual stimulation” and three 
subscales of teacher motivation; “reward” (r = -0.247), “punishment” (r = -
0.452), and “interest” (r = -0.120). Finally, a negative correlation exists 
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between “individual consideration” and two subscales of teacher motivation; 
“attitude” (r = -.444), “commitment” (r = -0.167).  

Also, there is no statistically significant relationship between principal 
transactional leadership style (contingent reward and management-bye-
exception) and teacher motivation. However, there is a statistically significant 
negative relationship between principal laisses-faire leadership style and two 
dimensions of teacher motivation (“commitment”, Pearson “r” = -0.968, and 
“reward”, Pearson “r” = -0.888). 

 

5. Discussion 

 
The study aimed to investigate the relationship between principals’ 

transformational leadership style and teacher motivation. Findings from the 
study revealed that there was no significant relationship between principal 
transformational leadership style and teacher motivation even though 
evidence exists that there is a statistically significant relationship between the 
two variables (Alfahad, Alhajeri, & Alqahtani, 2013; Berkovich & Eyal, 
2016; Eyal & Roth, 2011; Eliophotou-Menon & Androula, 2016; Griffith, 
2004; Raman, Mey, Don, Daud, & Khalid, 2015). However, the results of the 
study are consistent with few other studies which also found no significant 
relationship with transformational leadership style and teacher motivation 
(Eres, 2011; Dale, 2012; Drakpa, 2018) . This suggests that it is possible for 
teachers to record low motivational levels even when led by transformational 
leader. Who found a weak negative relationship between transformational and 
leadership and teacher motivation opined that teacher motivation decreased as 
transformational leadership decreased (Reynolds, 2009). Leong & Fischer 
(2010) in discussing the research by Eres (2011) in Turkey opined that a 
plausible reason for this findings is that transformational leadership in eastern 
cultures is weak. Thus, transformational leadership is contextual. Atakora 
(2019) found out that although leaders in Ghana employed the “shared vision” 
type of leadership, leaders rarely put it into practice. 

Further analysis revealed that there was no or little difference between 
the transformational leadership style used by principals and their transactional 
leadership styles. Also, principals practised less of the laissez-faire leadership 
style. Since several studies (Eyal & Roth, 2011; Kunter et al, 2013; Nazim & 
Mahmood, 2016; Kriegbauma et al., 2019) have revealed that transactional 
leadership is more prone to teacher burnout and stress than transformational 
leadership, this could be a plausible reason why no significant relationship 
exists between transformational leadership style and teacher motivation in the 
study. 

The low motivation of teachers in Ghana has been attributed to 
leadership and supervisory practices, low remuneration, less chance for 
promotion, unfavorable educational policies, low salaries, poor working 



Michael Agyemang Adarkwah, & Yu Zeyuan. International Journal of Educational Excellence 

(2020) Vol. 6, No. 2, 15-46. ISSN 2373-5929. 

DOI: 10.18562/IJEE.056 

 

 35 

conditions, and low occupational status (Akuoko, Dwumah, & Baba, 2013; 
Atakora, 2019; Bennell & Akyeampong, 2007; Bennell, 2004; Salifu, Barriers 
to teacher motivation for professional practice in the Ghana education service, 
2014). Findings from the teacher motivation survey indicate that teachers 
believe their welfare is not taken into consideration. Although the Ministry of 
Education ([MOE] 2017) asserted that they have recognized that teachers are 
integral to quality education and all policies (provision of incentives for 
teachers, pay their arrears, provide affordable houses, give teachers 
opportunities for professional development, restoration of trainee allowances, 
among others) on education will be teacher-centred in the next four years, 
teachers in Ghana still feel their welfare is not taken into consideration 
(Awuah , 2019). Also, teachers were of the opinion that their social status is 
compromised. Since social significance is one of the main motivators of 
entering the teaching profession (Berger & D'Ascoli, 2012) and teachers 
obtain satisfaction from high-order needs, including social relations and 
respect (Salifu & Agbenyega, 2013), it is imperative for school administrators 
and educators to establish mechanisms that would elevate the teaching 
profession.  

 

6. Conclusion/Implications 

 
The study results revealed that principals perceived that their 

transformational leadership were high, however, the teachers perceived their 
motivation to be low. Correlational analysis found out that there is no 
significant relationship between principals’ transformational leadership style 
and teacher motivation, and a negative relationship between overall 
multifactor leadership attributes of principals and teacher motivation. This 
finding is in contrast with myriads of evidence that exists in literature that 
there is a significant relationship between transformational leadership and 
teacher motivation. This makes this study an isolated case among many 
studies. As already revealed, some of the plausible factors (i.e. incentives and 
educational policies) accounting for the low motivation of teachers may not 
be directly related to the transformational leadership style of principals. 
However, the results from the multifactor leadership questionnaire indicate 
that principals should improve upon their transformational leadership 
attributes like “idealized influence” and “inspirational motivation”. It is 
imperative for principals to put into practice the transformational leadership 
style as they self-reported. Policymakers and school administrators should 
organize more leadership training programs for principals, inculcate 
leadership courses in the curriculum of teacher training institutions in the 
country, and also ensure teachers are adequately motivated to increase their 
productively, which ultimately improve the academic performance of students 
( Alam & Farid, 2011; Keller, Neumann, & Fischer, 2017). 
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7. Recommendations

The purposive sampling was used to select 5 schools out of 51 schools 
in the municipality. This means that the large sample size of the country made 
it impossible to collect data from all the target population. Future researchers 
are encouraged to carry out a similar research in the municipality using many 
schools which will help in the reliability, validity, and generalizing of the 
findings obtained. 
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Abstract: This study collected evidence regarding the equivalence of items across 

language forms by applying DIF methodologies to both the cognitive and affective 

domains of a large scale assessment and explored the utility of the Liu-Agresti 

estimator of the cumulative common odds ratio for identifying polytomous DIF. The 

illustrated use of the Liu-Agresti estimator appears to be promising to the 

understanding of the phenomenon of polytomous DIF. Although the differential 

functioning of the polytomous items identified as large DIF could not be accounted 

for based on translation, it does not follow that there are not other causes for the 

apparent differential functioning. In particular, since these items tap into affect, 

behavior and attitudes, it could be cultural differences or impact that account for such 

differences.  
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1. Introduction 

 
One approach to studying measurement equivalence is differential item 

functioning. As several states (Texas, California, Kansas and others) move to 
developing Spanish language assessments due to the increasing 
Latino/Hispanic population, assessing the equivalence and validity of second-
language assessments are important considerations within large scale testing 
programs. Not only should the meaning of a test be consistent across persons 
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within a cultural group, that meaning must be consistent across cultural 
groups (Van de Vijver and Poortinga, 1997). Second-language test adaptation 
presents challenges in certain domains. For example, in mathematics, the 
construct of interest may be focused on computation skills and the purpose of 
the test is to look for a demonstration of those skills. For this domain, the 
language in which the performance is assessed may be of little or no interest 
(Hambleton and Patsula, 1999). However, desired inferences in other content 
domains (science, for example) present questions pertaining to equivalence.  

When a test is translated, equivalence of items across language forms is 
a critical issue to be considered (Price, 1998). The Differential Item 
Functioning (DIF) methodology is a family of techniques commonly used as a 
means to evaluate this equivalence (Sireci and Khaliq, 2002; Emenogu and 
Childs, 2003; Ulterwijk and Vallen, 2003; Sireci, Fitzgerald and Xing, 1998; 
Gierl, Rogers and Klinger, 1999; Robin, Sireci and Hambleton, 2003). Items 
function differently (DIF is said to exist) when test-takers of equal ability 
differ substantially, on average, according to their group membership in their 
responses to a given item (AERA, APA, NCME, 2014). Since item-level DIF 
may not manifest itself in scale-level analyses (Zumbo, 2003) it is important 
and primary to carry out analyses of equivalence at the item level.   

The psychometric literature pertaining to equivalence across language 
forms beyond the cognitive domain (i.e., affective) is lacking. As an 
increasing number of educational, credentialing, and psychological tests are 
being adapted for use in other languages, a treatment of equivalence across 
different language forms within both the cognitive (test’s of maximum 
performance) and affective (tests of typical behavior) domains in the context 
of a large scale assessment system is needed.  

The purpose of the present study is twofold: to collect evidence 
regarding the equivalence of items across language forms by applying DIF 
methodologies to both the cognitive and affective domains of a large scale 
assessment as well as to explore the utility of the Liu-Agresti estimator of the 
of the cumulative common odds ratio (Liu and Agresti, 1996) for identifying 
polytomous DIF. The use of this estimator for polytomous DIF analysis was 
proposed by Penfield and Algina (2003). This estimator has not been 
employed to analyze polytomous DIF in the affective domain and it has only 
been applied to real data in a test of dichotomous and polytomous cognitive 
items by Penfield and Camilli (2007).  

In addressing these purposes, a traditional Mantel Haenszel (MH) 
analysis is employed for one sample of cognitive, dichotomous items while 
for the affective, polytomous items the Liu-Agresti approach is applied across 
different samples and compared with the Logistic Discriminant Function 
Analysis (LDFA) and the Mantel for DIF detection procedures. A 
classification of polytomous DIF items using the Liu-Agresti estimator, which 
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is comparable to the ETS DIF classification scheme for the dichotomous case, 
is also explored.  

The vehicle for the current analysis is a large scale assessment 
measuring cognitive achievement for planned instructional objectives and 
related specific affective outcomes associated with those objectives. As an 
integrated assessment tool, this test provides knowledge questions (cognitive 
domain) and questions related to beliefs, attitudes, practices, and perceptions 
(affective domain). As a multilevel, age appropriate tool, this test is used in 
grade 5 (Level 1); grades 8 or 9 (Level 2); and grades 11 or 12 (Level 3). The 
present study evaluates the equivalence of the Level 2 Spanish version of the 
test. 

 The Spanish version of this form was made available for the first time 
in the year 2005 for the target population of English Language Learner 
students (EL) in the US whose native language is Spanish. As this was the 
first year this form was available, relatively few ELL students took this 
version in the 2005 administration. Nonetheless, 61 native Spanish speaking 
8th grade students in Puerto Rico that took the Spanish version in 2005 were 
identified. This group represents the focal group in this study. Approximately 
66,000 8th graders took the English version of the test in the US in 2005 and 
various samples from this population constitute the reference groups.  

 Although DIF studies based on small sample sizes can be problematic 
(Fidalgo, Ferreres, and Muñiz, 2004) it is not an uncommon situation for 
testing settings to encounter such small samples: “… state boards, 
certification and licensure agencies, and others, often make contractual 
requirements for DIF analysis, regardless of the statistical appropriateness of 
the sample size” (Parshall and Miller, 1995, p. 314). In the current study, the 
high reliability of scores from the analyzed test as well as the thick matching 
scheme used are factors that somewhat mitigate problems inherent to small 
samples. (Zwick, Thayer and Mazzeo, 1997; Donoghue and Allen, 1993; 
Clauser, Mazor and Hambleton, 1994) 

 

 2. Description of DIF procedures used in the study 

  

2.1. Mantel Haenszel  

The Mantel Haenszel (MH) procedure for detecting DIF in dichotomous 
items is widely used, including in situations where sample sizes are small. We 

denote the MH estimator of the common odds ratio by MH
α̂  and its 

logarithm by MH
α̂log  (log odds ratio estimator). The MH log odds ratio in 

delta metric (Dorans and Holland, 1993) is denoted by MH D-DIF. The ETS 
classification flags dichotomous DIF items as Type C (large DIF) when 

 DIF-DMH
 is greater than 1.5 and statistically greater than 1 (Dorans & 
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Holland, 1993). Because MH D-DIF = -2.35 MH
α̂log

, this classification is 

equivalent to saying that a DIF item is classified as Type C if MH
α̂log

 is 
greater than 0.64 and statistically greater than 0.43. In the current study, 
dichotomous Type C items are identified and they are considered for 
judgmental review.  

2.2. Mantel for polytomous items 

The Mantel for polytomous items is a generalization of MH for the 
dichotomous case (Zwick, Donoghue, and Grima, 1993). There is a chi-square 
test with 1 degree of freedom associated with this procedure. If the null 
hypothesis is rejected, the item is identified as evidencing DIF (Wang and Su, 
2004). This approach takes into account the ordinal nature of categorical 
responses of polytomous items, making its application appropriate for the 
current study.  

2.3. Logistic Discriminant Function Analysis (LDFA) 

LDFA is a variation of logistic regression procedures proposed for 
polytomous DIF analysis by Miller and Spray (1993). Under this technique 
(Su and Wang, 2005)  

XUUX
GP

GP

3210

)0(

)1(
ln αααα +++=

=

=

where U is the item score, G  is the group indicator and X is the 
conditional total score.  Under this framework (Kristjansson, Aylesworth, and 
McDowell, 2005), three equations are derived: an equation predicting group 
membership from X (model 1), an equation predicting group membership 
from X and U (model 2), and the equation shown above predicting group 
membership from X, U, and their interaction (model 3). Based on the 

computation of a likelihood ratio goodness-of-fit statistic
2

G , a significant 

result in the comparison between 
2

G  in model 3 and model 2 is evidence of 
the existence of non uniform DIF (a statistically significant interaction exists), 

whereas only a significant result in the comparison of 
2

G between model 2 
and model 1 is evidence of the presence of uniform DIF (i.e., no significant 
interaction).   

2.4. The Liu-Agresti Estimator 

This is an estimator of the common odds ratio across response 
categories of an ordinal response variable (Liu and Agresti, 1996). Penfield 

and Algina (2003) present the various formulas for this estimator ( LA
α̂ ) as 

well as its properties, which are summarized below. 
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LA
α̂  is a generalization of MH

α̂ , when the number of category 

responses is 2, LA
α̂  reduces to MH

α̂ .  Similarly to MH
α̂log , LA

α̂log = 0 

suggests no DIF is present, LA
α̂log > 0 suggests DIF in favor of the reference 

group and LA
α̂log < 0 suggests DIF in favor of the focal group.               

The formula for LA
Var α̂log  can be also found in the Penfield and 

Algina (2003) paper. These researchers state that since the common log odds 
ratio are asymptotically normally distributed, the statistic 

LA

LA

LA

Var

C
z

α

α

ˆlog

ˆlog −

=

 
can be used to test directional and nondirectional hypotheses concerning 

the value of the population cumulative common odds ratio, where C is a 
constant. 

 Penfield and Algina (2003) discuss the advantages of LA
α̂  over other 

statistics for detecting DIF in polytomous items. The similarity of LA
α̂  to 

MH
α̂  permits LA

α̂  to be used in approaches to DIF detection in polytomous 

items in a manner analogous to MH
α̂  in the dichotomous case; for example, 

using a combination of the magnitude of LA
α̂  along with the proper value of 

LA
z  to assess degrees of DIF in similar manner to the ETS dichotomous item 

classification scheme. According to these researchers, other possible 
applications include Bayesian approaches to investigate the probability that 
the polytomous items have varying levels of DIF and examining the presence 
of differential test functioning in tests comprised of polytomous items. 

  
3. Method 

 

For the translation of the test, two translators independently conducted a 
translation into Spanish. Following that procedure, a consensual validation of 
the translation was performed. A third translator then compared the English 
and consensual versions and offered edits and suggestions. The original two 
translators then prepared a unified version based upon those suggestions. Two 
Spanish native speakers who are experts in substantive field measured by the 
test reviewed the unified version and made final suggestions for editing and 
revisions. Their observations were incorporated and the final version was 
produced.  



Jorge Carvajal Espinoza, & John Poggio, International Journal of Educational Excellence, (2020) 

Vol. 6, No. 2, 47-62. ISSN 2373-5929

DOI: 10.18562/IJEE.057 

 52 

The Level 2 of this test consists of two parts. The first part contains 57 
cognitive items that assorted cognitive knowledge. The assessment second 
part (affective) contains 46 questions the first 33 of which are 4-response 
category Likert items measuring various attitudes, thoughts, beliefs, and 
values directly related to and derived from the knowledge objectives 
measured by Part 1 cognitive knowledge of the test. The remaining 13 items 
measure perceptions of how frequently certain situations occur at school. As 
the two parts of the test measure distinct cognitive and affective components, 
a single total composite score was of no interest in the current study.  

For the polytomous analysis, only the section 1 of 33 affective items 
were considered. The 13 perception and documentation items were not 
included for analyses as this collection of survey questions taps the perceived 
frequency of certain events and behaviors rather than an individual’s attitudes 
or beliefs, clearly a different construct. Beyond relevance, given our small 
sample, it further would not be prudent to analyze the 13 perception items 
separately as it has been shown that short tests produce greater instability in 
DIF analyses. 

Accordingly, the Part 1 cognitive matching variable (total score) for the 
dichotomous case ranges 0 to 57 and the matching variable for the 
polytomous analysis ranges 0 to 99 as each item was coded 0 to 3.  

The focal group consisting of 61 Puerto Rican 8th grade students 
remained constant across all replications of the study in the dichotomous and 
polytomous analyses. The various samples used for the reference group were 
all randomly selected from the population of about 66,000 US 8th grade 
students who completed the English language test form.  

For the dichotomous (cognitive) study, a sample of 348 US students 
was selected at random. For the polytomous (affective) study, samples of 350, 

500, 1000 and 1500 were drawn to evaluate the behavior of LA
α̂ under 

varying sample sizes and to compare these results with the MH and LDFA 
analyses.  

DIF analyses, except those corresponding to LDFA, were conducted 
using the DIFAS 2.0 software (Penfield, 2005). For the dichotomous case, 
DIFAS provides a classification based on the ETS scheme (type A, B, and C). 
For the polytomous analysis DIFAS 2.0 provides the Mantel test 

statistic, LA
α̂log , and LA

Var α̂log . LDFA analyses were conducted in SPSS.
All statistical tests were evaluated at α  = .05. 

A particularly important decision in the current study regarding the 
analysis should be noted. The DIFAS 2.0 software package allows the user to 
choose the size of the interval (stratum) for which the statistics are computed. 
By default, the interval size is set at one. Thus, for example in the 
dichotomous case there would be by default 58 intervals given that the section 
contains 57 items. If intervals are set too wide, the impact of the test 
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(difference in total score between the focal and reference group) could be a 
confounding of the DIF statistics. In the extreme case that only one interval 
exists for the whole test there would be a complete confounding. We used 
thick matching (Donoghue and Allen, 1993; Clauser et al., 1994), in an 
attempt to mitigate sparseness of data in the focal group, employing a 
reasonable size for the intervals of five (5). This decision was verified by 
doing the following: In the dichotomous case whereby logistic regression can 
be used for DIF analysis (Swaminathan and Rogers, 1990), under non uniform 
DIF in the model  

GX
UP

UP

210

)0(

)1(
ln βββ ++=

=

=

 
where U is the item score,  X is the conditional total score and G  is the 

group with G=0 focal and G=1 reference, the value of 2
β  should be close to 

that of the MH
α̂log  (Penfield & Camilli, in press). Several samples were 

extracted for the purpose of comparing the difference between these two 
values when using intervals of size one (1) versus using intervals of size five 
(5). In this evaluation, not only was the mean of the difference closer to zero 
in the size five scenario, but the SD of the difference decreased in this case 
(for example, the mean changed from .029 for size one to .013 for size five; 
the SD decreased from .116 to .073 respectively), an indication that the 

estimation of MH
α̂log  is at least as precise for the interval five case for our 

data. Thus grouping error was not an issue in this study. 
For the same purpose of mitigating sparseness of data in the focal 

group, interval size five was used for the polytomous DIF analysis in DIFAS 
2.0. 

To date, no classification rule to assess the severity of DIF has been 

proposed in the literature using LA
α̂  for polytomous items. Penfield (personal 

communication, 2010) suggests that items exhibiting DIF can be identified 

using LA
α̂  and its properties by the combined criterion: LA

α̂log
greater than 

about 0.6 and LA
αlog  significantly different than zero. This combined 

criterion is similar to the ETS classification rule for dichotomous items and 
would include what in the dichotomous case are type B and C items without 
differentiating among them. Since the methodological decision was made for 
this study that only type C items in the dichotomous case would be identified 
and selected for judgmental analysis (i.e. items that exhibit greater DIF) a 
similar methodological decision was made for the polytomous case. 
Therefore, the decision was made to identify polytomous items as large DIF 

items if LA
α̂log

  is greater than 0.64 and LA
αlog

 is statistically greater 



Jorge Carvajal Espinoza, & John Poggio, International Journal of Educational Excellence, (2020) 

Vol. 6, No. 2, 47-62. ISSN 2373-5929

DOI: 10.18562/IJEE.057 

 54 

than 0.43 in an analogy to the dichotomous case under the ETS classification. 
We will refer to these items as polytomous Type C items.Of interest in the 
current study is whether polytomous Type C items flagged by this criterion 
are also flagged as DIF items by the Mantel or LDFA approaches in order to 
collect evidence about the validity of such classification.  

 The logical review judgmental analysis of the Type C items 
(dichotomous and polytomous) was conducted with a panel of 3 bilingual 
native Spanish speakers, one of them a Puerto Rican. In addition, a teacher of 
the Puerto Rican examinees provided feedback, input and reaction regarding 
potential reasons for differential functioning of the type C items. 

4. Results

4.1. Part A: Cognitive Dichotomous Scored Items 

Part 1 Descriptive Statistics 

Group Subjects Mean Score* Score SD Items mean Alpha 

PR 61 35.2 8.9 0.62 0.88 

US 348 41.6 9.3 0.73 0.91 

Total score: 57 
Table 1. Descriptive Statistics (I) 

Table 1 shows the mean for the Puerto Rican (Spanish version of the 
test) and US (English version) student samples for the cognitive test. The 
mean for the Spanish version is 35.2 while the mean on the English version is 
41.6, with standard deviations of 8.9 and 9.3, respectively. The mean total 
score for the US group is 0.66 of a pooled SD higher that the mean total score 
for the Puerto Rican students, not an uncommon result in studies of this 
nature. 

 Table 1 also shows that mean item difficulty for US students is .73. In 
the Puerto Rican sample, the mean item difficulty is .62. Reliability 
coefficients as indexed by Cronbach’s Alpha for the US and PR samples are 
.91and .88, respectively. 

Based on the results, 5 items were flagged as exhibiting large DIF 
(Type C): item 7, 13, 14, 24, and 47. Four of the 5 items favored the US 
student group. Item 13 favored the Puerto Rican student group. A judgmental 
analysis of these five items was conducted. In four of these items some 
translation issues were identified that might account for their apparent 
differential functioning. Because these items are operational and thus secure, 
in order to maintain the security of the test we do not report the full 
judgmental analysis.   



Jorge Carvajal Espinoza, & John Poggio, International Journal of Educational Excellence, (2020) 

Vol. 6, No. 2, 47-62. ISSN 2373-5929   

DOI: 10.18562/IJEE.057 

 55 

4.2. Part B: Polytomous Affective Items 

 

Part 2 Descriptive Statistics 

Group Subjects Mean Score* Score SD Items mean**  Alpha 

PR 61 65 12.8 1.97 0.88 

US 350 350 68.7 13.1 2.08 0.91 

US 500 500 67.9 12.3 2.06 0.9 

US 1000 1000 67.6 12.8 2.05 0.91 

US 1500 1500 67.8 12.6 2.05 0.91 

*Total score: 99 

**Items coded 0 to3         

Table 2. Descriptive Statistics (II) 
 
Table 2 shows that the mean score for the Puerto Rican group of 

students is 65.0 whereas the mean score for the four samples of US students 
ranges from 67.6 to 68.7. The score SD for the PR students is 12.8. The SDs 
of the US samples range from 12.3 to 13.1. The difference between the mean 
score of the Puerto Rican students and the 4US samples ranges from 0.20 to 
0.28 of a SD (pooled for each sample). It is evident that for the polytomous 
case there is less of a difference between total score means between Puerto 
Rican and US students than in the case of the dichotomous cognitive 
maximum performance items. 

Table 2 also shows the reliability coefficients. For the Puerto Rican 
sample the reliability is .88 whereas the reliability coefficient for the 4 US 
samples is.90 for the second sample and 0.91 for the other three. Additionally, 
Table 2 provides the item means for the different samples: 1.97 for the Puerto 
Rican group and between 2.05 and 2.08 for the US samples.    

DIF results are presented in Table 3 for the three methods across the 
four different samples. The items classified as large DIF (Type C) in at least 
one of the samples using the implemented criterion for the Liu-Agresti 
estimator are included in this table.  

Four items were classified as Type C across the four samples: items 4, 
11, 15 and 33. Item 22 was classified as Type C in all samples except the 350-
61 sample comparison. Item 9 was classified as Type C in two of the samples 
while being “borderline” in the others.  In this particular case, it means that 

whereas LA
α̂log

 is greater than 0.64, statistical significance for LA
αlog

 
greater than 0.43 in these two samples was not attained, the correspondent test 
statistics being close to the critical value.  For items 4, 9, 11, 15, 22 and 33 
there is a high degree of classification consistency despite the fact that the 4 
sample sizes are distinct. On the other hand,item 19 was flagged in only one 
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of the samples (350-61). This rate of flagging questions for DIF using .05 as 
the trigger, suggests a frequency of occasions nearing a chance Type 1 error 
rate. No other items among the 33 polytomous items were flagged as Type C 
in any sample, which also provides evidence about the consistency of the Liu-
Agresti estimator across samples.  

Polytomous DIF Items 

Item 

Sample 

350-61 Sample 500-61 

Sample 

1000-61 

Sample 

1500-61 

Liu-A *** *** *** *** 

4 Log odds ratio Lui-A 1.109 1.022 0.902 0.854 

Mantel * * * * 

LDFA * * * 

Liu-A *** borderline *** borderline 

9 Log odds ratio Lui-A -0.998 -0.871 -0.9 -0.843 

Mantel * * * * 

LDFA * * * 

Liu-A *** *** *** *** 

11 Log odds ratio Lui-A 1.476 1.402 1.327 1.505 

Mantel * * * * 

LDFA * * * 

Liu-A *** *** *** *** 

15 Log odds ratio Lui-A 1.081 1.391 1.313 1.371 

Mantel * * * * 

LDFA * * * 

Liu-A *** 

19 Log odds ratio Lui-A -1.021 -0.799 -0.782 -0.785 

Mantel * * * * 

LDFA * * * * 

Liu-A *** *** *** 

22 Log odds ratio Lui-A -0.937 -1.041 -1.034 -0.996 

Mantel * * * * 

LDFA * * * 

Liu-A *** *** *** *** 

33 Log odds ratio Lui-A -1.606 -1.696 -1.491 -1.586 

Mantel * * * * 

LDFA * * * * 

*** Type C (Large DIF item) 

* DIF item
Table 3. Polytomous DIF Items 
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Table 3 also presents the cumulative log odds ratio estimator ( LA
α̂log ), 

which is a measure of effect size. It should be noted that LA
α̂log  appears to 

be rather stable across samples, except for item 19. The sign of  LA
α̂log  on 

the table denotes the direction of the DIF. Thus, items 4, 11, and 15 show 
higher endorsement for students in the reference group whereas items 9, 19, 
22, and 33 show higher endorsement for students in the focal group, after 
controlling for the construct measured by the affective items.  

 Further, Table 3indicates if items classified as Type C were also 
flagged as DIF items by the Mantel or the LDFA procedures. Note that any 
item classified as Type C was also flagged as DIF item by the Mantel 
procedure. 

 For the LDFA, a similar situation occurs in the three largest samples: 
all Type C items are also flagged by LDFA. The condition is different for 
LDFA with the 350-61 sample. In this case LDFA flagged only 2 of the 6 
Type C items identified in this sample. It might be that LDFA does not have 
enough power for smaller samples. 

The seven Type C items (4, 9, 11, 19, 15, 22 and 33) were reviewed by 
the panel for the purpose of a judgmental analysis. Contrary to the 
dichotomous (cognitive) case, no compelling evidence was uncovered 
regarding there being an issue with the translation. If in fact these items do 
exhibit large DIF (as opposed to the cause being Type I error), it would 
appear that the basis of the differential functioning is not related to the way 
the translation was made. 

 

5. Discussion 

 

With the increasing Latino/Hispanic population sitting for assessments 
in the US as well as the increasing use of translated tests, it is important to 
collect evidence of equivalence across languages. Understanding possible 
causes of differential item functioning is one of the advantages of carrying out 
translation DIF studies. In the current study it was possible to identify 
possible translation issues for four of the five large DIF items in the 
dichotomous case. This situation illustrates the importance of conducting such 
studies.  

Traditionally, studies such as this have explored and examined DIF in 
the context of cognitive (dichotomous, i.e., right-wrong) assessment. DIF, in 
the context of polytomous assessment, has not received the same treatment in 
the literature. In addition to a traditional dichotomous analysis, this study 
explored DIF detection in polytomous items by employing an odds ratio 
estimator, the Liu-Agresti,which has not been reported in the literature for 
affective questions and that has only once applied to a real data set (Penfield 
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and Camilli, 2007). Penfield and Algina (2003) offer that one of the possible 
advantages of this estimator is the implementation of a classification rule 
similar to the ETS classification that uses the MH for dichotomous items. An 
example of such a classification for polytomous items was implemented and 
illustrated in this study and compared with two more procedures, the Mantel 
and the LDFA for polytomous items. The behavior of the Liu –Agresti 
estimator across different sample sizes was also studied. When an item was 
classified as showing large DIF (Type C) by the criterion implemented in this 
study,it was also flagged as a DIF item by the Mantel and the LDFA (with the 
exception of a smaller sample for this latter method). However the opposite is 
not true. Though not reported in detail here, several items that were flagged 
by MH or LDFA were not classified as Type C items. It was also noted 

that LA
α̂log , an effect size, appears to be rather stable across different

combinations of sample sizes, as extreme as 61 for the focal and 1500 for the 
reference group. This is of particular importance because frequently in testing 
situations the sizes of the samples for focal groups can be rather low.  

One cannot be certain that the items identified as Type C are in fact 
items with large DIF or whether they witness the occasion of and have been 
subject to Type I errors. However, that most of the items were consistently 
identified across different samples of different sizes and that they were mostly 
flagged by the other 2 procedures some evidence of a correct identification. 
Further treatment, possibly in the form of simulation studies, is needed to 
study more in-depth the behavior of this estimator.  

Although the differential functioning of the polytomous items identified 
as Type C could not be accounted for on the basis of translation, it does not 
follow that there are not other causes for the apparent differential functioning. 
In particular, since these items tap into affect, behavior and attitudes, it could 
be cultural differences or impact that account for such differences. This is an 
area for further research.  

From a methodological perspective, the illustrated use of the Liu-
Agresti estimator appears to be promising and future research that focuses on 
the performance of this estimator not only in the direction of classification 
schemes but in other applications will help clarify the contribution of this 
estimator to the understanding of the phenomenon of polytomous DIF. 
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Abstract: The philosophy of educational research has traditionally been one of the 

least studied fields in the epistemology of the social sciences and humanities. However, 

a philosophical reflection on education itself, in the search for an ultimate explanation 

of what it means in the field of human evolution, necessarily implies knowing how to 

obtain information for its knowledge. This, in an epistemological context, implies 

analyzing the research methods used in the educational sciences. Throughout its 

history, educational research has experienced three stages of methodological evolution 

in its search for scientific effectiveness: (a) research without adhering to a particular 

model, (b) research applied to practice, and (c) research inserted into practice. The 

analysis of these methodological evolutions shows a history of great academic value, of 

fascinating philosophical debates, which every educator and educational researcher 

should know, and which nevertheless remains practically unexplored and unstudied in 

its entirety in the academic field. 
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1. Introduction 

 

There are many definitions of what educational research is (Hedges and 
Hanis-Martin, 2009; Condliffe and Shulman, 1999). The dominant position is 
to define it as "educational research. Educational research means investigating 

                                                 
a Ana G. Méndez University (Puerto Rico-United States), Cupey Campus b Ana G. Méndez 
University (Puerto Rico-United States), Cupey Campus, & University of Extremadura (Spain) 

 0000-0002-9417-8824. Correspondence: Omar A. Ponce, Escuela de Educación, 
Universidad Ana G. Méndez (Recinto de Cupey) Avenida Ana G. Mendez, San Juan, 00926, 
Puerto Rico. um_oponce@uagm.edu 



Omar A. Ponce, Nellie Pagán-Maldonado, & José Gómez Galán, International Journal of Educational 

Excellence, (2020) Vol. 6, No. 2, 63-79. ISSN 2373-5929 

DOI: 10.18562/IJEE.058 

 64 

educational practices, the effect of these practices on learning, and the study 
of educational problems (Johannigmeier & Richardson, 2008; McMillan, & 
Schumacher, 2005; Condliffe & Schulman, 1999; Segovia, 1997; Charles, 
1988; Cohen & Manion, 1980). The interest in educational research emerges 
at the beginning of the 20th century, with the emergence of public education 
worldwide and the desire to develop it scientifically (Walters, 2009; 
Johannigmeier and Richardson, 2008; Condliffe, 2000). The argument at that 
time, and which is still valid, was that scientific research could improve public 
education as had happened in other professions. The term educational research 
emerges to refer to public education research (Johannigmeier & Richardson, 
2008; Shavelson & Towne, 2002; Condliffe, 2000; Cohen & Manion, 1980). 

From its inception until the 1970s, educational research was considered 
a field of multidisciplinary studies and a social science (Koichiro, 2013). The 
term, "multidisciplinary field of studies," was used to imply that education 
was a field where knowledge from the natural and social sciences was applied. 
Educational research until the 1970s was research in history, psychology, 
sociology, and philosophy (Condliffe, 2000; Johannigmeier and Richardson, 
2008; Walters, 2009; Green, 2010; Koichiro, 2013). Since then, educational 
research is a science that is being discussed in a field of knowledge between 
the natural sciences and humanist philosophies (Gil Cantero and Reyero, 
2014; Ponce, Pagán-Maldonado and Gómez Galán, 2017 and 2018). This 
paper reviews the methodological developments in educational research. The 
analysis shows three stages of maturity, with a history of philosophical 
debates of great academic value that every educator and educational 
researcher should know.  

2. Stage One: Educational research without a scientific research

model 

The problems of public education during the last phase of the industrial 
revolution aroused the interest of some universities to contribute to the 
improvement of education. Two strategies emerge from this interest: (a) The 
creation of Colleges of Education in the universities, with teachers of the 
Natural Sciences (mathematics and biology), the Social Sciences (psychology) 
and the Humanities (Languages, History, Philosophy, Art, Music), to train 
future teachers who would work in the public schools, and (b) Researching 
education and solving its problems. This confronted the early scholars with 
the challenge of identifying the model to be used in educational research. At 
the beginning of the 20th century, the dominant model of scientific research in 
universities was the experimental method of the Natural Sciences. In the 
Social Sciences, the Humanities and Philosophy there were research practices 
with different names, very particular to their disciplines, not all of them 
considered scientific methods, which were permeating educational research. 
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The academics in the first Colleges of Education in the universities did not 
develop a research model for education, but began their work with the 
research models of their respective academic disciplines (Condliffe, 2000; 
Johannigmeier and Richardson, 2008; Ponce, 2016). 

Educational research began without a research model. The first and 
most controversial line of educational research was learning: what it is and 
how it happens. The first works came from philosophy, by the end of the 19th 
century. These works produced practical explanations about how learning 
occurred. The objective was that the classroom teacher had the tools to do his 
job effectively. In the United States, the first researchers of educational 
problems were physicians. They approached the study of education from a 
hygienic and child health perspective. Their approach used the doctor-patient 
model of medicine to examine what the teacher must know to educate his or 
her students. Psychologists used laboratory experiments to study student 
learning and mental processes. Sociologists developed field studies to 
understand the functioning of schools. Philosophers and humanists used the 
historical and philosophical study of society to propose statements to guide 
classroom practice. 

By the 1900s, psychology, especially behaviorist psychology, as an 
"objective science" that studies mental functions and their structures, enjoyed 
greater acceptance than philosophical postulates in explaining learning 
problems. Laboratory experiments and quantification marked the scientific 
study of education in the topics of child development, human movement, 
hygiene and learning (Walters, 2009; Condliffe, 2000). Educational research 
at this time was a science of testing and statistical measurement of theories 
and attributes of learning, which resembled research in psychology (Walters, 
2009). By the 1920s, it was evident that the term educational research 
encompassed many activities to study the problems of public education. In 
this decade it was evident that there were discrepancies among educational 
researchers about the scope of research methods, the academic disciplines 
studying education, and the need to define the type of science that is 
educational research (Johanningmeir & Richardson, 2008).  

 

3. Second Stage: Research applied to practice 

 
In the 1920s, the Vienna Circle triggered the revolution in social 

research in European universities. Influenced by the experimental research 
model of the natural sciences, this group of academics from the University of 
Vienna pointed out the little validity that philosophy and the humanities had 
as "sciences" because they lacked a "method" that would allow them to verify 
the authenticity of the assertions they made about the social world. The 
Vienna Circle presented the philosophy of social research called empirical 
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logic. It focused on the presence of a "scientific method" to corroborate any 
assertion of the authenticity of knowledge. 

Experimental research was the most successful model in university 
scientific culture. Through this model, biology had a great impact on 
medicine, chemistry on agriculture and physics on engineering and 
technology. The findings of the natural sciences had several attractions for 
their applied professions, and that become aspirations in social research, their 
knowledge was generalizable and facilitated the prediction, control or 
prevention of situations. The first educational researchers adopted the 
experimental research model of the natural sciences. This implied the entry 
into the field of education of the research model applied to practice. This stage 
has four sub-stages; quantitative, qualitative, mixed, and science-based 
research for evidence-based professional practice:  

3.1. Quantitative education research. 

With the experimental method and the philosophy of empirical logic 
emerges the quantitative research model that became the scientific standard of 
educational research from 1930 to 1980, approximately. The quantitative 
research model focused on the following principles: (a) In the search for 
absolute truths, and the discovery of those universal laws of cause and effect 
that regulate learning. (b) In the application of a deductive model where the 
researcher tests theories, models or propositions and verifies them through 
experimentation. When experimentation is not possible, statistical tests of 
hypotheses are used to establish the validity of these or their probability of 
recurrence through surveys with random samples. (c) The use of standardized 
and objective measurement methods, procedures and instruments that exclude 
the values and biases of the researcher from the study. (d) Emphasis on 
verification of data collected. The presence of the scientific method is 
essential to evaluate the authenticity of the finding and the knowledge 
generated. (e) The accumulation of observable and verifiable facts as a 
mechanism to develop the knowledge to prevent, control or improve 
educational events or situations. Between 1950 and 1980, educational research 
relied exclusively on quantitative research to produce knowledge and develop 
the profession (Paul, 2005). 

During these decades, educational research was characterized by the 
following: (a) research on the measurable and the observable, (b) objective 
research that excluded the subjective, the moral, and the political, and (c) 
research that produced the correct methods and practices of teaching and 
learning (e.g., Shadish, Cook, & Campbell, 2002; O'Leary, 2004; Balnaves & 
Caputi, 2001; Charles, 1988; Cohen & Manion, 1980).   



Omar A. Ponce, Nellie Pagán-Maldonado, & José Gómez Galán, International Journal of Educational 

Excellence, (2020) Vol. 6, No. 2, 63-79. ISSN 2373-5929 

DOI: 10.18562/IJEE.058 

 

 67 

3.2. Qualitative education research. 

Between 1910 and 1930, many industrialized countries continue to 
experience the consequences of the change in life brought about by the 
industrial revolution. For example, the United States issued in 1918 the 
educational policy entitled the Cardinal Principles of Secondary Education 
that urged a redefinition of the curriculum in schools to respond to the 
country's social and economic needs. The study of the curriculum emerges as 
the cause and alternative to the problems of education. The curriculum, its 
construction, content, evaluation, and research and its relationship with 
society, emerges as the focus of education. The academic study of curriculum 
and instruction became the specialty that produced the first doctorates 
awarded in the Colleges of Education (Johanningmeir and Richardson, 2008; 
Condliffe, 2000). 

Between 1930 and 1950, the study of the curriculum made it easier to 
connect disconnected pieces of this profession: (a) measurements of mental 
attributes developed by psychologists are aligned with specific curriculum 
activities and with teaching strategies developed by educators and 
philosophers. (b) Connecting and aligning the curricular sequence developed 
by educators with the stages of child growth developed by psychologists. (c) 
Connects attributes of the child's IQ and developmental levels, worked on by 
psychologists, with the curricular levels and their criteria for measuring 
learning, developed by educators. This brought up new variables in the 
learning equation: what role interpersonal relationships play in learning, what 
influence the student's culture has on learning, and how the learner's social 
class and mobility occur as a result of education. This established the 
intellectual ground for anthropologists to become interested in educational 
research (Johanningmeir & Richardson, 2008; Condliffe, 2000).  

In the 1940s, some anthropologists began to investigate the social and 
cultural phenomena of education with their field research methods. Entering 
schools to observe and interview to understand education in diverse 
educational settings was a departure from quantitative research methods. 
These methods are eventually known as qualitative research. 

Between 1950 and 1970, qualitative research is evident in educational 
research. Phenomenology, hermeneutics, and symbolic interaction emerge as 
philosophies of qualitative research to address problems in education. The 
understanding of social dynamics, human behaviors, and learning from 
ethnography in social anthropology, phenomenology in philosophy, and case 
studies in education positioned qualitative methods as an alternative model of 
educational research. 

Two reasons seem to explain the acceptance of qualitative research in 
education: (a) The first generations of doctors graduated from the Colleges of 
Education began to study learning from the perspective of teaching and the 
curriculum, thus moving away from the study of mental processes that 
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swallowed the research in psychology. This new generation of educator-
researchers began to adopt concepts from philosophy and the humanities, such 
as constructivism, postmodernism and the theory of social criticism, to explain 
the social and political phenomena of education, which quantitative research 
did not provide. (b) The study of the curriculum and teaching caused interest 
in educational psychology, statistics and the construction of tests to measure 
learning to the point that these disciplines almost disappeared in some Schools 
of Education (Walters, 2009). Between the 1960s and 1980s, educational 
research distanced itself from the statistical measurement of educational 
phenomena, and from the search for universal laws that would explain 
learning (Codliffe, 2000). There is an emerging interest in researching 
education in its diverse contexts, such as urban and rural schools and with 
students from different socioeconomic levels, elementary and secondary 
levels, and by subjects of study such as mathematics, languages or physical 
education (e.g., Ponce, 2014b; Merriam, 2009; Lichtman, 2006; Woods, 1996; 
Bogdan and Biklen, 1992; Manen, 1990; Straus and Corbin, 1990).  

 

3.3. Research of mixed methods in education. 

Between the 1970s and 1980s, the contrast of views on educational 
research unleashed a strong controversy among proponents of educational 
research that produced causal and generalizable explanations of education 
(quantitative research) versus those who advocated research that allowed for 
the understanding of social and political phenomena in diverse educational 
contexts (qualitative research). The 1980s was characterized as the paradigm 
war because of the debate that developed in academic and political forums 
between the proponents of quantitative research and qualitative research 
(Eisner and Peshkin, 1990). The two axes of the controversy were the 
superiority of one research model over the other (Tashakkori and Teddlie, 
1998), and the legitimacy of qualitative research in the field of education 
(Denzin, 2009). 

The debate on paradigms generated much discussion that contributed to 
the development and sophistication of educational research. The paradigm war 
brought out the lack of consensus and the philosophical divisions that exist 
among educational researchers about the nature of knowledge, social reality, 
and methods of how to investigate education (Paul, 2005). A better 
understanding of the strengths, weaknesses, and fragility of the validity and 
limited generalizability of quantitative and qualitative research in education is 
emerging. 

In the 1990s, mixed-method research emerged as a third model of 
educational research. During this decade, the need for a research methodology 
that would reconcile the precision of quantitative data with the descriptive 
richness of qualitative data became evident. Mixed-method research is 
positioned as a respected research model in education and as a real model for 
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those who do not want to carry out quantitative or qualitative research 
(Caruth, 2013). 

Several movements are emerging from the paradigm warfare that 
contributes to the development of mixed-method research in the field of 
education (Tashakkori and Teddlie, 1998; Greene, 2007; Ponce, 2011, 2014 
and 2016): (a) A broader view of the concept of triangulation or the possibility 
of collecting data with more than one research strategy and approach, (b) The 
rejection of paradigmatic puritanism or strict adherence to quantitative or 
qualitative method philosophies, (c) A pragmatic vision of educational 
research or the emphasis on the research question and the product of study as 
the core of research emerges, (d) The compatibility thesis between 
quantitative and qualitative research has gained acceptance in the scientific 
research community of the United States and Europe. Quantitative and 
qualitative research, rather than different research approaches, are understood 
as complementary to each other (Phillips, D.C., 2009), and (e) the number of 
published studies employing mixed research methods is increasing. 

The argument of these studies to integrate or combine quantitative and 
qualitative models in the design of their studies was the methodological 
robustness to study the problems of education (Ponce, 2014 and 2016; Caruth, 
2013; Campos, 2009; Greene, 2007; Tashakkori and Teddlie, 1998). The 
emergence of mixed methods in educational research did not completely 
mitigate the paradigmatic debates among educational researchers about how to 
research education. Although mixed methods constitute a compromise 
between the objective elements of quantitative research and the subjective 
elements of qualitative research that were discussed in the paradigm war, the 
fact is that mixed-method research is a philosophical model of research 
applied to practice that does not enjoy the favor of some qualitative 
researchers (Flick, 2016). 

 

3.4. Science-based research and evidence-based professional practice. 

Between 1994 and 2001, the issue of the quality of public education was 
revived in political forums. On this occasion, the issue of the quality of 
educational research is linked to the quality of public education in the United 
States (Ponce, 2014 and 2016; Labarre, 2004; Condliffe, 2000), in England 
(Pring, 2000; Hammersley, 2007), and in Australia (Erickson, 2011). From the 
political point of view, it became clear that the expectation with educational 
research is that it provides the solutions to the problems of public education 
and that it prescribes its practices so that it develops scientifically. From the 
point of view of educational researchers, it became evident that the search for 
this ideal scientific method, and that it has been the driving force behind its 
development, has also been at the center of controversies with the quality of 
educational research (Condliffe and Shulman, 1999; Condliffe, 2000; Labaree, 
2004; Walters, Lareau and Ranis, 2009). 
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The paradigm debate in the 1980s was a philosophical debate rather 
than a methodological one. In 2002, the Federal Government of the United 
States politically ended the controversy by regulating educational research for 
federal funding (Shavelson and Towne, 2002). A similar situation occurred in 
England (Hammersley, 2007). The political action consisted of delegitimizing 
qualitative research by not considering it scientific research and imposing a 
science-based research model to provoke evidence-based education, as occurs 
in the field of medicine. Two controversies emerge with the political 
imposition of the science-based research model to provoke evidence-based 
professional practice: the logic that justifies such an imposition and the 
relevance of the science-based model to provoke evidence-based professional 
practice in the field of education.  

Denzin (2009) uses the term of the second paradigm war and 
Barnhouse, Lareau and Ranis (2009) use the term "the political judgment of 
educational research" to refer to the action of the Federal Government. The 
second paradigm war was triggered by the publication of the National 
Research Council (2002) (Denzin, 2009). The NRC is a non-profit entity 
(Shevlson and Towne, 2002), funded by the Federal Government of the 
United States of America (Denzin, 2009). Its role is to recommend policies to 
resolve disputes in the research field (Shevlson and Towne, 2002). In its 
publication, Scientific Research in Education (2002), the NRC takes the 
following position on educational research: (a) The quality of educational 
research is questionable. There is no consensus on the criteria for defining the 
quality of educational research. (b) Educational research is fragmented, and 
not very connected to inform public policy or classroom practice. (c) There 
are too many philosophical and methodological differences among researchers 
about what educational research should look like. (d) The tendency in 
Colleges of Education to favor qualitative research, in some cases, at the 
expense of quantitative research, opened the door to criticism about the 
quality of educational research. (e) The distinction made by academia between 
quantitative and qualitative research, and the categorization of educational 
research as basic and applied, is erroneous. It argues that scientific research is 
the same in any discipline of study. To improve the quality of educational 
research, it recommends that all federally funded educational research be 
scientific so that teaching practice is evidence-based. He asserts that the 
political community wants to invest money to improve education safely. 

It establishes the following criteria to consider a research as scientific: 
(a) The use of systematic and rigorous procedures that allow direct 
investigation of the research question. (b) That it recognizes the context of the 
research. (c) That it responds to conceptual frameworks that allow the study's 
relationship to research logic, data, and interpretation to be seen. (d) That it 
tests and corroborates hypotheses and theories. (e) It allows the data to be 
related to the method in such a way that the findings can be verified and are 
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cumulative. (f) Rejects postmodernist schools of thought of social research 
that argue that knowledge is not objective. Although it recognizes that there 
are scientific designs of educational research, such as experiments with 
control groups in program evaluation, ethnographic studies, and case studies, 
not all educational research satisfies the criteria listed above. It recommends 
the implementation of guidelines and institutional compliance committees to 
evaluate, guarantee, and raise the quality of federally funded research. 

Phillips (2009) and Vinovskis (2009) trace the influences of this 
political intervention to the paradigm wars of the 1980s. Walters (2009) points 
out that the debate on educational research since 1995 is not centered on the 
superiority of quantitative or qualitative methods, but on the quality, 
usefulness, and role of educational research in society: (a) It is questioned 
whether educational research is a reliable science or whether it really is a 
science. (b) It is questioned whether it is useful for the development of 
education, classroom practice, or the development of educational public 
policy. (c) Educational research is criticized for its lack of generalization and 
of defined theoretical frameworks to inform teaching practice. (d) It is 
criticized for its methodological ambivalence, the research questions it 
addresses, and the philosophical discrepancies it employs with the designs that 
guide it. The paradigm war of 1980 facilitated three movements that conclude 
in the "political judgment" that educational research faced (Walters, 2009): the 
movement of evidence-centered professional practice, the resurgence of the 
science-based research movement, and the political control of scientific 
research. 

The second paradigm war was between educational researchers and 
educators against university academics from other disciplines, businessmen 
and politicians who criticize the quality of education and educational research. 
The criticism of these groups comes from the desire to improve public 
education, the clear economic interest they derive from federal funds, and 
their control of the field of scientific research. The 1980 paradigm debate, 
although academic, had political overtones that reflect the contrast between 
the values of the "scientific community" and the values of "influential groups" 
that lobby to defend the interests they represent (Lichtman, 2011; Denzin, 
2009; Greene, 2007; Paul, 2005).  The political presence in the field of 
education in the United States is historical and is evidenced through 
legislation and the allocation of federal funds for intervention and research 
programs (Condliffe, 2000).  The political message to the academic 
community is an interest in a uniform vision of what "scientific research" in 
education means (National Research Council, 2002). The discussion of this 
second debate charted the path for the development of educational research 
aspiring to federal funds at this beginning of the 21st century: quantitative and 
experimental methods, probability sample studies to produce science-based 
research, and evidence-based professional practice. An open position on 
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science-based research and evidence-based professional practice is that it does 
not fully apply to the field of education. The field of education is nuanced by 
objective and subjective situations that involve multiple research approaches 
(Hammersley, 2007; Denzin, 2009). 

4. Third Stage: Research inserted in practice

For the decade of 2010, the issue of the complexity of education is 
recurrent in educational research. The claim is that educational research needs 
a research model that helps it define itself as a unique field of scientific 
research, and that allows it to manage the phenomena that are manifested in 
this profession (Gómez Galán, 1998 and 2016; Clark, 2011; Cochran-Smith, 
Ell, Grudnoff, Ludlow, Haigh, and Hill, 2014; Gil Cantero and Reyero, 2014; 
McDonnell,2016; Ponce and Pagán-Maldonado, 2016; Gómez Galán and 
Sirignano, 2016; Ponce, Pagán-Maldonado and Gómez-Galán, 2017 and 2018; 
Ponce and Pagán-Maldonado, 2017; Ponce, Gómez Galán and Pagán-
Maldonado, 2017) The issue is not whether research methods should be 
quantitative, qualitative, or mixed, as was the case in the 20th century, but 
rather to what extent the research model applied to practice captures the 
complexity of education to produce the valid and generalizable data needed in 
practice and in the development of educational policies (Mejías, 2008; Lee, 
2010; Clark, 2011; Thompson, 2012; Gutiérrez and Penuel, 2014; Phillips, 
2014; Rudolph, 2014; Snow, 2015; McDonnell,2016; Glass,2016; Ponce, 
Pagán-Maldonado and Gómez-Galán, 2017 and 2018).  

The challenge of educational research in the 21st century is that 
education is not a static research phenomenon, but is dynamic and responsive 
to the institutional context in which it occurs. In education, it is necessary to 
understand the students, who sometimes do not cooperate, sometimes are not 
interested, and sometimes do not even follow instructions. Classrooms are 
settings where multiple relationships and political and cultural influences are 
observed. The phenomena of education have little defined variables and are 
not constant. Education as a research phenomenon is very different from the 
physical phenomena studied in laboratories (Rudolph, 2014). Education is a 
domain where there is a great epistemological and methodological difficulty. 
Its practice is characterized by being liberating at times or by economic 
limitations at others, by government interference without warnings or with 
methodological impositions at times. 

Educational research is difficult because learning is a phenomenon that 
involves people, in complex and specific contexts, that cannot be taken out of 
that context to be studied, where subjects have gender, sexual orientation, 
socioeconomic status, ethnicity, culture, interests and things that bore them, 
where some can eat breakfast and others cannot, some live in neighbourhoods 
where there are shootings and others do not (Phillips, 2014). This means that 
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an educational phenomenon cannot be described in isolation from the other 
social factors around it that affect it in one way or another. Researching 
education involves dealing with the complicated, confusing, impure, and 
uncertain phenomena that are manifested in this profession. One cannot study 
education by looking only at its students with standardized tests. It is 
necessary to study students and their relationship with other students and 
components of education and society (Lingard, 2015). Educational research 
needs to take a more complex look at education, avoid simplification, and 
better understand the processes and contexts of education (Cochran-Smith, 
Ell, Grudnoff, Ludlow, Haigh, and Hill, 2014; Gil Cantero and Reyero, 2014; 
Ponce, Pagán-Maldonado and Gómez-Galán, 2017; Ponce and Pagán-
Maldonado, 2017; Ponce, Gómez Galán and Pagán-Maldonado, 2017). 

Educational research needs to be flexible, culturally sensitive, and 
evolutionary in order to track and understand how students and teachers adapt 
educational practices to the institutional realities they face (Gutiérrez & 
Penuel, 2014). Progress in education will come from the use of multiple 
approaches that generate tools, such as curricula and programs, that serve the 
real needs of educators, and are supported by reliable information. This is 
possible if educational research adopts the model of "research embedded in 
practice" (Snow, 2015).  

At the beginning of the 21st century, the "Design Based Research" or an 
educational research methodology that tries to connect research with practice 
emerges. The objective is to increase the transfer of knowledge between 
research and educational practice. The following characteristics are present in 
the DBR and would allow producing an educational research embedded in 
practice to generate new knowledge and validate it simultaneously (Anderson 
and Shattuck, 2012): (a) To be placed in educational scenarios. Being in the 
educational context increases the validity of the knowledge that is generated at 
least in the context where the research is developed. (b) Focus on design to 
test an intervention. An effective strategy has to effectively migrate from the 
experimental classroom to the regular classroom, with the regular students and 
with the regular educators. Researchers and educators jointly design the 
instructional intervention with its theory and implementation sequence. (c) 
Mixed methods. Researchers have to be pragmatic in their approach to study 
all the dynamics that develop in the implementation of the intervention. This 
implies the use of several research methods in the same study. (e) 
Improvement in implementation. The intervention is improved in practice to 
obtain positive results. (f) Collaboration between researchers, educators, and 
students. Understanding the scope of the intervention involves the 
collaboration of all the actors to understand the multidimensionality of 
education. (g) Evolutionary design.  Study design will evolve as the 
intervention progresses and develops to capture the dynamics that emerge. 
The study is modified as it goes along. (h) Practice in implementation. 
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Procedural and implementation issues are eliminated because the researchers 
are embedded in the study. This should produce quantitative data without 
reference to margin of error because there are no probability samples. A 
detailed qualitative description of the processes and attitudes of the students 
and educators is produced, which allows the results to be appreciated.  

The model of embedded research in practice seems to be most observed 
in the United States. It has yielded positive results in school improvement 
projects. It has been used in phases of years where researchers have intervened 
to study complete cycles of conceptualization, implementation, evaluation, 
and monitoring of interventions (Anderson and Shattuck, 2012). The research 
model embedded in practice responds to four gaps in educational research: (a) 
it generates knowledge of practice, (b) it validates new knowledge in practice, 
(c) it increases the generalization of knowledge about practice, and (d) it 
responds to the needs of the members and the realities of the educational 
systems (Ponce, Pagán-Maldonado and Gomez Galán, 2018). 

5. Conclusion

Educational research is a maturing science. Its methodological evolution 
shows three phases of development: research without a particular research 
model, research applied to practice, and research inserted into practice. The 
analysis of these phases shows a history of academic philosophical debates 
that helps to better understand the field of education and educational research. 

Systematizing the evolution of the philosophy of educational research 
can help to focus in a more efficient way which steps will be taken in the 
future. At present, when we are in a process of educational revolution 
produced by the presence of information and communication technologies 
(ICT) in society, the evolution of educational theory and practice in the new 
methodological molds that will be necessary in this new scenario must be 
taken into account. 
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Abstract: This study was carried out to investigate school variables and inclination 

towards the dropout of secondary school students in Akwa Ibom State (Nigeria). Four 

research questions and four null hypotheses were formulated to guide the study. An ex-

post facto research design was adopted for the study. The population of 16,639 Senior 

Secondary School two (SS2) students with a sample of 300 students selected from 6 

public secondary schools in the study area. For the study, the “School Variables and 

Inclination towards Dropout questionnaire (SVIDQ)” were used to obtain data from the 

respondents. The research instrument has a 4‐point rating scale. Cronbach Alpha 

reliability method was used in establishing the reliability of the instrument and a 

reliability coefficient of .84 was realized.  After the administration, scoring, and 

collation of the instrument, the data obtained were subjected to the dependent t-test 

analysis. All the null hypotheses were tested at a 0.05 level of significance. All were 

rejected showing that test/examination, co-curricular activities, school rules and 

regulations, and teacher-student relationship significantly influence inclination towards 

dropout of secondary school students. It is recommended that the government should 

employ more teachers to help curb the discrepancies of the teacher-student ratio to 

enhance a positive teacher-student relationship. This would be more important for 

greater educational success and improved promotion to university. 

 

Key Words: school dropout; teacher-student relationship; educational promotion; 

educational success; curricular activities; educational variables.  
 

                                                 
a

 University of Uyo (Nigeria)  0000-0002-4931-9077 b Assanusiyyah College of 
Education (Nigeria). Correspondence: Abisola Oladeni Sakirudeen. Department of Educational 
Foundations, Guidance and Counselling. Faculty of Education. University of Uyo, Uyo Akwa 
Ibom State, Nigeria. abisola4u@gmail.com 



Abisola Oladeni Sakirudeen, & Taiwo Akinloye, International Journal of Educational Excellence, 

(2020) Vol. 6, No. 2, 81-95. ISSN 2373-5929 

DOI: 10.18562/IJEE.059 

 82 

1. Introduction

The schools handled in Nigeria by colonial administration after 
independence in 1960 were retrogressive defective and perhaps attempts 
making the nation schools growth backward. The system failed to meet the 
needs and aspirations of the nation in terms of her manpower to savage the 
requirements for national development. Every society has some kind of 
arrangement for bringing up and training her young ones to prepare them for 
life. The Nigeria philosophy of education is based on the development of the 
individual into a sound and effective citizen and the provision of equal 
educational opportunities for all citizens of the country at the primary, 
secondary and tertiary levels, both inside and outside the formal school 
system. Thus, education is a basic requisite for the development of 
responsible citizenship, maintenance of productive ways of life, and 
successful preparation for entry into the dynamic working world. 

Secondary education is the form of education children receive after 
primary education and before tertiary education. In this respect, secondary 
school education is viewed as very crucial since it is at this level of education 
that students are prepared for entering into tertiary level education. It is also at 
this stage that a child’s fate in respect of what he will become in the future, 
particularly about career direction is decided. The importance of secondary 
education as preparation for useful living within the society and preparation 
for higher education cannot be overemphasized (Federal Republic of Nigeria, 
2013). However, many students dropout of secondary schools and unable to 
acquire secondary education despite its importance. There are many reasons 
for students' dropout of which may include curricular activities, school 
problems, school rules and regulations, family problems, and teachers’ 
relationship with students. Other factors include poor lack of recreational 
facilities, the geographical location of the school, financial constraints, and 
other personal-social problems. According to William (1971), when a student 
drops out of school, his behavior generates a variety of reactions from the 
social milieu, school, parents, peers, and even from his or her self.  

The inclination to dropout of schools has not only assumed disturbing 
proportion, they have also become one of the current problems facing 
educational development in the country generally. The government has 
stepped in by issuing directives threatening parents who withdraw their wards 
prematurely from the school system with a prosecution. A good example is 
the Universal Basic Education Law passed by the Akwa Ibom State House of 
Assembly on June 23, 2005 (Udo, 2005). There is also the recent declaration 
of free and compulsory education for all children in primary and secondary 
school levels in Akwa Ibom state. The failure to complete school has severe 
consequences for the individual as well as for the society. 
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Inclination means a natural tendency or urges to act or feel in a 
particular way. It is an individual’s disposition towards a particular action or 
event. The inclination to dropout refers to the tendency or urges of a student 
to discontinue school with or without reasons. It is the fondness of students’ 
attitude towards giving-up on their schooling. Rosenberg (1960) defines 
inclination as a way a person feels, acts, or responds in a particular way 
towards specific events or objects. According to him, when the inclination is 
studied, what will be observed are the evoking stimuli on one hand and the 
various types of responses on the other. Viewed against this description, an 
inclination must therefore have a behavioral component because a response 
predisposition must lead to some actions like dropping out of school when it 
is suitably activated. 

The idea of dropping out describes the process by which a person 
discontinues or refrains from continuing with what he sets out to do. Applying 
it to the school situation, it refers to the process of withdrawing from or 
discontinuing formal school attendance before graduation without reason. 
According to Austin (2006: 22), “a student who leaves school for any reason 
except death, suspension, or expulsion before graduation or completion of a 
program of study and without transferring to another school can be classified 
as dropout”. Based on this understanding, the term ‘dropout’ is used to 
describe a student who could not complete his/her education at any level due 
to one reason or the other (Austin, 2006). Austin also views the term in 
educational spheres as the act of withdrawing from school officially or 
unofficially. Students’ tendency to dropout of school cannot be studied in 
isolation. 

School variables are those factors from the school environment that 
could cause students to drop out from school before graduation such variables 
include facilities, social groups, school infrastructure, teachers-students 
relationship, and school activities (Donnelly, 2015). For instance, Donnelly 
(2015) maintained that the way a student views his/her school environment 
determines the extent of commitment to school activities till graduation. 

As stated by Hembree (2008) students who perceive that they cannot 
withstand the learned helplessness experienced in testing situations, 
anticipated punishment for failure, and lack self-efficacy in testing situations 
may decide to drop out of school to avoid harassment and embarrassment. 
Participation in tests and examinations causes anxiety in students that forces 
them to divide their attention between behaviors relevant to the task of 
somatic concerns and other anti-social behaviors (Hambree, 2008). 
Additionally, students with high levels of anxiety as a result of participation in 
tests and examinations tend to study more, yet they retain their belief that they 
will still perform poorly on the assessment and they display difficulty in 
encoding the information that they have studied exhaustively (Ormord, 2011). 
If this situation finally occurs in the tests and examinations, the students try to 
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avoid subsequent tests and examinations, exhibit dropout tendencies, and 
finally dropout (Ormrod, 2011). 

According to Milderd (1954), Crowder (2003), Narayanan and Murphy 
(2017), most students engage in partying which makes them also involve in 
smoking and clubbing. They stated further that partying requires money and 
distracts students from school; students dropout of school to engage in some 
forms of economic activities that can fetch them money for their social 
activities. Most parties take place at the night. Students who involve in night 
parties go to bed late and find it difficult to wake up early enough and prepare 
for school, thereby making them stay away from school. This continuous 
activity can make them incline towards dropping out of school. These authors 
noted that most students, who party a lot avoid school, engage in cultism, 
stealing, and armed robbery. 

Sound rules and regulations of a school checkmate students’ substance 
abuse and other delinquent behavior, except for the bad students who still 
indulge in negative behaviors and when they are severely punished for their 
acts, they may decide to leave the school (Johnson, 2013). More specifically, 
sound rules and regulations are linked to lower levels of drug use as well as 
less report of delinquent attitudes among students (Loukas, 2006). Students 
perceive school climate, appropriate rules, and regulations as predictive of 
better psychological well-being, good academic achievement, and mitigate 
against dropping out of school in their early secondary school education 
(Anderson, 1982). Studies have shown that school rules and regulations 
correlate highly with decreased student absenteeism and dropping out of 
school (Dejung and Kenneth, 1986), and with a lower rate of student 
suspension (Gregory and Fan, 2011). 

Interpersonal relationships between teachers and students may 
contribute to students’ wanting to drop out of school. For example, if a 
teacher has lower expectations for, or responds negatively to certain students, 
achievement by such students may be negatively affected and the students 
might drop out of school. In some schools, there is often less emotional 
support from teachers, more emphasis is on their relative ability and 
competition to their examination or test. There is a bridge decreased in social 
contact between teachers and students which can hinder them in achieving 
their educational goals and this could lead them from wanting to leave school 
without completion of their studies  (Bridgeland, Diblulio and Balfanz 2009). 
Students must be able to identify with their teachers and connect to the school 
environment for effective learning and school completion. 

In essence, school variables and inclination towards dropout of 
secondary school students in Akwa Ibom State are focused on the impression 
develop about what school stands for based on their personal and 
environmental or social background. The study also investigates how these 
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school variables impact on students’ sense of judgment which predicts their 
continued adjustment to schooling or possible dropout from school. 

 

2. Background 

 

The continued high rate of dropouts among secondary school students 
in Akwa Ibom State demands critical study considering its negative 
consequences on the social-economic lives of the individuals and society. 
Personal observations by the researcher reveal that many criminal activities 
appear to be perpetrated in the study area by youths who dropped out of 
school. This development has become a cause of serious concern to all well-
meaning Akwa Ibomites. This development suggests that the educational 
system in the area of study needs very serious attention to attain expected 
goals. The consequences of dropout to both students and society are 
substantial and far-reaching. 

The researcher personally observes that most of these students after the 
completion of their senior secondary find it difficult to continue to a higher 
educational level. A good number of students just stay away from school on 
several occasions without reasonable excuses. If this situation continues, the 
economy and means of livelihood as well as the development of the state may 
be threatened. The money spent by the State Government to provide free and 
compulsory education for them would have been wasted. 

The inclination to dropout is unfortunate for students, particularly in 
this age of technological development where idle hands are easily exposed to 
crimes and their consequences. Most secondary school students see curricular 
activities in schools such as examination as being too difficult and time-
consuming. Some view school as a cage where people are given rules and 
regulations to abide with. A greater number of students see schooling as too 
demanding where teachers and students are rivals with each other. While a 
majority of the students in secondary school view co-curricular activities as 
laborious. 

Considering the high level of drop-out in the study area and the need to 
is that those school variables which could influence students’ tendency to 
drop out of school, the researcher, therefore, carried out this study and 
focused on school variables such as school challenges, writing an 
examination, co-curricular activities, and school rules and their influences on 
students’ inclination to dropout in Akwa Ibom State. 

 
3. Objectives 

 
The purpose of the study was to investigate school variables and 

inclination towards dropout of secondary school students in Akwa Ibom State. 
Specifically, the study sought to: 
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i. Determine the influence of students’ attitude to examination on the
inclination towards dropout 

ii. Determine the influence of Co-curricular activities on the inclination
towards dropout 

iii. Determine the influence of school rules and regulations on the
inclination towards dropout 

iv. Determine the influence of teacher-student relationship on the
inclination towards dropout 

3.1. Significance of the study 

The findings of this study would be a benefit to teachers, school 
principals, school counselors, students, parents, government, and future 
researchers. The findings of this study would guide secondary school teachers 
on how to make curricular activities to be pleasurable to counter dropout 
tendencies among secondary school students. The findings on the teacher-
student relationship would give teachers insight on how to encourage students 
with tendencies to drop out of school and deal with such tendencies. This 
would necessarily precipitate changes in the style of school governance and 
student-teach interactions and relations. 

Through the findings of this study, it would enable principals to use 
necessary strategies to ensure that rules and regulations are jointly fixed by 
school authority and students. The findings of the study on family support 
would give the school counselors enough information and insight into the 
workings of family influences, and interpersonal relationship between parents 
and students and how these can influence adolescent decision-making. This is 
so because most of the decisions to join cult groups or be involved in other 
anti-social activities which may lead to dropout may emanate from informal 
systems of friendship. 

Concerning students would understand the negative consequences of 
dropping out of school and persevere till they finish their school for a better 
future. Students would also use the findings and recommendations of this 
study as guideposts towards eliminating perception about schooling and see 
schooling as a worthwhile event. 

In terms of family, support would enable parents to develop strategies 
to use in motivating their children to continue in school through adequate 
provision of supports. It is hoped that the findings of this study would bridge 
the gap between the school and home as it may lead to teachers and 
counselors redefining their roles and broadening the perspectives of their jobs 
and roles to extend beyond school boundaries into the home at-risk students. 
The point here is to help draw parents into the process of schooling and 
education of their children. 

The findings of this study would give education policy makers adequate 
information to guide them in their educational policy implementation, 
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especially regarding free and compulsory education. The findings would be of 
immense benefit to future researchers as the findings would boost their 
empirical studies. 

 

3.2. Research Questions 

The following research questions were formulated to guide the study. 
1. How do students attitude to examination influence inclination 

towards dropout 
2. How do co-curricular activities influence inclination towards 

dropout 
3. How do school rules and regulations influence inclination 

towards dropout 
4. In what way does the teacher-student relationship influence 

inclination towards dropout. 
 

3.3. Research Null Hypotheses 

i. There is no significant influence of students attitude to 
examination on the inclination towards dropout 

ii. There is no significant influence of co-curricular activities on the 
inclination towards dropout 

iii. There is no significant influence of school rules and regulations 
on the inclination towards dropout 

iv. There is no significant influence of the teacher-student 
relationship on the inclination towards dropout. 

 

4. Methods 

 
4.1. Methodology 

The researcher adopted an ex-post facto research design. This was 
deemed appropriate because the researcher did not have direct control of the 
independent and dependent variables since their manifestations have already 
occurred and cannot be manipulated. Isaac and Michael (2005) noted that the 
ex-post facto research design method is often used instead of the experimental 
design method to test hypotheses about causes and effect relationships among 
variables that cannot be manipulated experimentally. The sample size of this 
study consisted of 300 senior school Two (SS2) students from 6 public 
secondary schools. In each sampled school, 50 students were selected to take 
part as the respondents. 

 

4.2. Instrumentation 

The researcher developed an instrument for data collection called 
“School Variables and Inclination towards Dropout Questionnaire 
(SVITDQ)”. Experts in Test and Evaluation in the Department of Educational 
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Foundation, Guidance, and Counseling, Faculty of Education, University of 
Uyo, critically scrutinized the contents of the questionnaire. The validators 
affected necessary corrections on the draft copy before accepting it suitable 
for further procedures. The questionnaire comprised of two sections, A and B. 
Section A comprised of items on the independent variables, section B 
comprised of items on Inclination toward dropping out. The instrument had a 
4–point rating scale as follows: Strongly Agree (SA), Agree (A), Disagree 
(D), Strongly Disagree (SD). 

5. Results

5.1. Research Question One 

How do students' attitudes to examination influence the inclination 
towards dropout of secondary school students in Akwa Ibom State? 

Table 1. Mean and Standard Deviation Scores on Influence of Students Attitude to 
Test/Examination and Inclination towards Dropout  

As shown in Table 1 on the influence of students’ attitude to 
test/examination and inclination towards dropout shows a mean of 30.58 and 
24.46 respectively with a mean difference of 8.22. students whose mean 
scores on attitude towards tests/examination were above the median score of 
14.01 were 167, while those whose mean scores were lesser than the median 
score of 133. The result shows that students' attitude towards 
tests/examination has a high influence on their tendency to dropout of school. 
This result implies that students who view tests/examinations positively are 
more likely to continue in school than those who perceive it negatively. 

5.2. Research Question Two 

How do co-curricular activities influence the inclination towards 
dropout of secondary school students in Akwa Ibom State? 

Table 2. Mean and Standard Deviation Scores on Influence of Students Attitude to Co-
Curricular Activities and Inclination towards Dropout  
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As shown in Table 2, the calculated mean scores of 25.89 and 19.61 for 

high and low influence of Co-curricular activities on students’ inclination 
towards dropout respectively based on the median score of 6.0. A mean 
difference of 5.21 was also realized. From the result, it was found that the 
mean score in inclination towards dropout for high influence is greater than 
that of the low influence hence, it shows that co-curricular activities have an 
influence on students’ inclination to dropout. 

 

5.3. Research Question Three 

How do school rules and regulations influence the inclination towards 
dropout of secondary school students in Akwa Ibom State? 

 

 

Table 3. Mean and Standard Deviation Scores on Influence of Students Attitude to School 
Rules and Regulations and Inclination towards Dropout  

 

The result as presented in Table 3 indicates mean scores of 32.11 and 
21.01 for the high and low influence of school rules and regulation on 
students’ inclination to dropout respectively with a mean difference of 8.04. 
students with mean scores above the median score of 6.0 were 32.11, while 
those scores lesser than the median score (6.0) were 117. The result shows 
that school rules and regulations have a high influence on students’ inclination 
towards dropout. This implies that students who perceive school rules and 
regulations positively are less likely to dropout of school than their 
counterparts who perceive it negatively. 

 

5.4. Research Question Four 

In what way does the teacher-student relationship influence inclination 
towards the dropout of secondary school students in Akwa Ibom State? 

 

 
Table 4. Mean and Standard Deviation Scores on Influence of Students Teacher-Student 

Relationship and Inclination towards Dropout  
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Table 4 shows mean scores of 39.43 for those above the median score 
and 30.17 for those less than the median score and a mean difference of 9.01 
for teacher-student relationship and students’ dropout tendency. Students with 
high influence of teacher-student relationship were more than those with low 
high influence. The result indicates that the teacher-student relationship has a 
high influence on their inclination to dropout of school. The result implies that 
students who view teacher-student relationships positively are less likely to 
dropout of school than those who perceived it negatively. 

5.6. Ho1 

There is no significant influence of students’ attitude to 
test/examination on the inclination towards dropout of secondary school 
students in Akwa Ibom State? 

Table 5. Summary of Dependent t-test Analysis of Influence of Test/Examinations on 
Inclination towards Dropout of Secondary School Students 

 The analysis in Table 5 produced a calculated value of -13.49 when 
compared to the critical t-value of 1.96 at a .05 level of significance with 299 
degrees of freedom, it was found that the t-value is greater than the calculated 
value. Based on this finding, the null hypothesis which stated that there is no 
significant influence of students' attitude to test/examinations on the 
inclination towards dropout was not retained. This implies that there was a 
significant influence of test/examinations on the inclination towards the 
dropout of secondary school students. 

5.7. Ho2 

There is no significant influence of co-curricular activities on the 
inclination towards dropout of secondary school students in Akwa Ibom 
State? 

Table 6. Summary of Dependent t-test Analysis of Influence of Co-curricular Activities on 
Inclination towards Dropout of Secondary School Students 
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The analysis in Table 6 produced a calculated value of -9.69 when 
compared to the critical t-value of 1.96 at a .05 level of significance with 299 
degrees of freedom, it was found that the t-value is greater than the calculated 
value. Based on this finding, the null hypothesis which stated that there is no 
significant influence of Co-curricular activities on the inclination towards 
dropout was not retained. This implies that there was a significant influence of 
co-curricular activities on the inclination towards the dropout of secondary 
school students. 

 

5.8. Ho3 

There is no significant influence of school rules and regulations on the 
inclination towards dropout of secondary school students in Akwa Ibom 
State? 

 

 

Table 7. Summary of Dependent t-test Analysis of Influence of School rules and regulations on 
Inclination towards Dropout of Secondary School Students 

 

The analysis in Table 7 produced a calculated value of -7.89 when 
compared to the critical t-value of 1.96 at a .05 level of significance with 299 
degrees of freedom, it was found that the t-value is greater than the calculated 
value. Based on this finding, the null hypothesis which stated that there is no 
significant influence of school rules and regulations on the inclination towards 
dropout is not retained. This implies that there was a significant influence of 
school rules and regulations on the inclination towards the dropout of 
secondary school students. 

 

5.9 Ho4 

There is no significant influence of teacher-student relationship on the 
inclination towards dropout of secondary school students in Akwa Ibom 
State? 

 

 

Table 8. Summary of Dependent t-test Analysis of Influence of Teacher-Student Relationship 
on Inclination towards Dropout of Secondary School Students 
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The result of the analysis in Table 8 above on the influence of teacher-
student relationship on students’ inclination towards dropout of secondary 
school students showed that the calculated t-value of -16.05 when compared 
to the critical t-value of 1.96 at .05 level of significance with 299 degrees of 
freedom, the result was found the critical t-value (1.96) is greater than the 
calculated value (-16.05). Based on this result, the null hypothesis was 
rejected showing that students’ perception of teacher-student relationships 
significantly influences students’ inclination to drop out of school. 

6. Discussion

The results of the findings in this study were discussed in this section 
based on the research questions and hypotheses used in guiding the study. 

6.1. Test/Examinations and Students Inclination towards Dropout 

The finding on the research hypothesis revealed that inclination towards 
dropout by secondary school students is influenced highly by the attitude to 
test/examination in school. The findings revealed that students who detest 
test/examinations in school are more likely to drop out of school. Most 
students pretend to be sick during tests/examinations to be allowed by their 
parents to stay away from school. There is no doubt concerning this finding, 
students who dread tests/examinations are likely to fail and consequently 
dropout of school. The finding is in support of the observation of Garry 
(2015) who noted that many students who see themselves as incapacitated 
suffer greater anxiety, have little confidence and low self-esteem in their 
ability to withstand test/examinations, stay away from school on the date of 
test and examinations, and finally dropout. 

6.2. Co-curricular Activities and Students Inclination towards Dropout 

The finding revealed that co-curricular activities have highly influenced 
students' tendency to drop out of school. The finding suggested that students 
who see co-curricular activities as burdensome and time-consuming are more 
likely to dropout of school than those students who enjoy co-curricular 
activities. For instance, most students who love school games and other 
happenings are likely to attend school so that they can take part in those 
actions. The finding revealed a significant influence of co-curricular activities 
on the inclination towards dropout. The finding of this study corroborates the 
finding of Narayanan and Murphy (2017) who reported that it is the less 
disciplined students and students with a low ability that allow social activities 
like going to cinema and sporting activities to influence them and this made to 
drop out of school since they have little or no interest in academics. 



Abisola Oladeni Sakirudeen, & Taiwo Akinloye, International Journal of Educational Excellence, 

(2020) Vol. 6, No. 2, 81-95. ISSN 2373-5929 

DOI: 10.18562/IJEE.059 

 

 93 

6.3. School Rules and Regulations and Students Inclination towards 

Dropout 

The finding of research hypothesis three revealed that school rules and 
regulations have highly influenced students’ inclination towards dropout. The 
findings suggested that students who see school rules and regulations as 
punishment or unbearable are more inclined to dropout of school than those 
students who see school rules and regulations as a normal thing are less 
inclined to dropout of school. In other words, students’ tendency to dropout of 
the school depends greatly on how the students view school rules and 
regulations. Finding hypothesis three revealed a significant influence of 
school rules and regulations on students' inclination towards dropout. The 
finding is in line with the finding of Ayenibiowo and Akinbode (2011) who 
opined that in a school where students, especially low-achieving students 
perceive the rules and regulations as too strict and not supportive may choose 
to drop. According to the authors, students may perceive school rules and 
regulations as restricting them from involving in examination malpractice, 
smoking, using foul languages, forming confraternities, bullying, 
disrespecting school authorities or getting involved in delinquent behavior and 
so drop out from school. 

 

6.4. Teacher-Student Relationship and Inclination towards Dropout 

The finding of research hypothesis four revealed that the teacher-
student relationship has a high influence on the inclination towards dropout by 
secondary school students. The finding suggested that the way students see 
their teachers determine whether they would continue or dropout of school. 
There is no doubt that students who perceive their teachers as loving, caring, 
models, and so on are more likely to continue in school than those students 
who view their teachers as enemies, wicked and inconsiderate. Finding on 
hypothesis four also revealed a significant influence of perception of the 
teacher-student relationship on the inclination towards dropout by secondary 
school students. The finding is in line with the opinion of Bridge et al (2009) 
believe that teacher behavior towards a student is a major determinant of 
students’ attitude towards dropping out of school. The relationship between 
actions and outcomes or the contingency of teachers is important to how 
students perform and how they stay in school. 

 
7. Conclusions 

 

Based on the findings of the study, it is concluded that a positive 
attitude towards co-curricular activities by students reduces dropout tendency 
by students and promotes school continuation. Equally, that favorable 
perception of school rules and regulations helps to reduced student’s tendency 
to drop out of school. Similarly, a positive view of tests/examinations 
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increases student’s completion of studies. In the same vein, a positive and 
favorable teacher-student relationship would promote students’ completion of 
school. 

Based on the findings and conclusion of this study, the following 
recommendation was made: (a) Counsellors in secondary schools should 
organized programs for students that would help them to develop a positive 
attitude towards test/examinations so that they can achieve their desired 
academic goals; (b) Students in secondary school should not be forced to 
participate in any co-curricular activities that they do not wish to part take; (c) 
Ministry of Education should ensure that strict rules and regulations are 
minimized in secondary schools to reduce student’s dropout tendency; and (d) 
Government should employ more teachers to help curb the discrepancies of 
teacher-student ratio to enhance a positive teacher-student relationship.  
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Abstract: Social networks have revolutionized the way people communicate. They 

have been a source of opportunities, but also risks. The minors are a group of 

consumers of this type of network, which, due to their characteristics of not having 

completed their maturity, are a group to which dangerous situations can especially 

affect. The problems that affect minors in their use of social networks can affect them 

as victims, but also as offenders, leading them to commit actions of doubtful morality 

or even legality. This study, of an exploratory, descriptive nature and a mixed 

methodology, tries to understand if minors are breaking the law in their internet usage 

habits, or if, on the contrary, the consequences of their actions on social networks are 

not known. The knowledge of this information can be of interest in the processes of 

formation of the teachers of primary and secondary education, so much the initial one, 

in the university world, like continuous. 

 

Key-Words: social networks, social media, adolescents, cybercrime, habits, teaching 

training. 

 

 

1. Introduction 

  
Since the Internet appears, its use has increased exponentially, so it has 

reached a usual and continued domestic use in our days. This increase has 
mainly occurred thanks to two fundamental pillars: the evolution of hardware 
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(devices and physical networks), and the evolution in quantity and quality of 
the applications and functionalities offered to the user. 

At home, the use of the Internet by minors during the period of 
confinement due to Covid-19 has increased considerably and it continues that 
way, covering almost all population, even the earliest ages. 

We can find a lot of applications on the Internet, but Social Networks 
are the most used and they have more power in changing society. 

With this research, an approach to the reality of the use made by the 
child-youth population of this tool is intended; in which new 
technologies are combined with the way of communicating and 
relating; and that, therefore, it can affect their development, both in the short 
and long term. 

 1.1. Social Networks 

A social network is a space in which different individuals can interact 
through their public or private profiles, which may or may not represent them, 
and which are defined employing a series of personal data, a state, and certain 
information, including photographs (Arredondo, 2020).  

Social networks take up much of the time that children spend on the 
Internet: 59% on average according to the study of (Casas, Ruiz-Olivares & 
Ortega-Ruiz, 2013) being 30% in children between 10 and 13 years, and 
reaching 82% in children between 13 and 16 years.  

56% of minors have a social media profile according to (Garmendia, 
Garitaonandia, Martínez & Casado, 2011). Digital natives do not have profiles 
in different social media because they feel FORCED to have it, but simply 
because in their majority they do not understand life without it. The 
possibilities that social media offer them are very numerous and it is also 
natural for children, just like having an email address or having a national ID. 

Social networks offer to minors see themselves as content generators, 
having the ability to create a new identity with they are comfortable with and 
the possibility of being able to share information with a multitude of friends, 
and these are some of the characteristics that have made that the use of social 
media is so popular among them (Herrero-Diz, Ramos-Serrano & Nó, 2016) 
indicated that the child has now gone from being a content consumer to be a 
content creator, especially multimedia. 

Faced with this positive aspect of social media, we must also talk about 
how social media can provide a place for several of the problems we are 
referring to. The Internet use to be the way cyberbullying is practiced. One of 
the worst threats that can be made to persons of the ages understudy is to 
denigrate their image and spread it among a large audience. Social media are 
one of the most important sources of personal information collection of 
minors, whether for marketing or purely malicious purposes, due to minors 
usually expose in them their entire lives. 
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Video games are considered the easiest way for adults to establish 
contact with minors for inappropriate purposes, such as grooming (Lindín, 
Serrat & Jardí, 2020). They cause a certain dependence since they continually 
want to see what their friends do and expose what they do to keep alive their 
virtual profile. The digital identity can be defined as a compendium of 
information about a person or an organization exposed on the Internet 
(personal data, images, records, news, comments, etc.) that make up the 
identity of the person in the digital space (INTECO, 2012). 

 
 1.2. Risks in Social Networks 

Social media have opened a world of possibilities for communication 
and personal development, but if they are used improperly, it can be a 
potentially dangerous tool for those who do not know how to use them 
correctly. This is the case of minors, either due to ignorance or due to their 
age-related bravery, in which lack of maturity becomes a factor that increases 
exposure to this type of risk behavior. 

The main risks faced by the child and youth population in their use of 
social networks are: 

- Defamation, being one of its most aggressive aspects of cyberbullying. 
- Use of the image to exploit it sexually. 
- Contact with inappropriate people who can be taken to the real plane. 

Sometimes they can be adults with sexual intentions, which is known as 
grooming. 

- Impersonation. 
- Commercial use of the image or personal data. 
- Obtaining personal data for frauds. 
Studies such as (Ramos-Soler, López-Sánchez, & Torrecillas-Lacave, 

2018) treat adolescents' perception of risk as “the ability to detect, identify 
and react to problematic situations when surfing the internet” and the basis of 
this perception is that minors know the dangers they are exposed to on the 
internet. There are numerous relevant investigations such as (Garitaonandia, 
Karrera, & Larrañaga, 2019) about the existence of this knowledge. 

However, despite knowing the risks, most of the children have at least a 
profile on social media. Most of them have it as private (the average of those 
who have it as such according to (Garmendia, Garitaonandia, Martínez & 
Casado, 2011), is 67% above European data, and only 9% of them shows 
personal data such as address or the telephone, although they do include more 
than two aspects that allow to identify them. Some minors even have more 
than one profile on social networks 49.2% have two or three accounts, another 
20.3% said up to four (De Frutos-Torres & Marcos-Santos, 2017). The 
identification data that is most shown is their photo, in which it can be 
identified 65.4% followed by the last name 49.7%. 
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Risks not only come from illegal activities but also are covered by legal 
gaps, which are not recognized in any laws and they don’t violate it, as is the 
deliberated collection of data. 

The need to be accepted by others is also transferred to social media. In 
this case, it is measured by the number of followers, comments, or retweets (it 
depends on the social network). Like a competition is created among minors 
for obtaining the greatest possible approvals from the nucleus of friends, as 
(Ramón, 2015) points out. 

One of the main reasons why social media make themselves more 
attractive to minors is the possibility of developing a personality that they 
would like to be because nobody can see no one nor check if they are real or if 
the reality is as they relate. 

School cyberbullying, which is well known as cyberbullying, can be 
defined as the intentional and repeated damage inflicted by a minor or group 
of minors to another minor through the use of digital media (Mata, 2017). 

According to the study of (Tejada, Castaño & Romero, 2019) 
of children surveyed someone had done or said something he had disliked 
over the Internet.  9.6% by WhatsApp, Messenger, etc. Social networks 3.8% 
and email 5.2% fundamentally. This shows how the behaviors of abuse or 
harassment in the physical world are extrapolated to the virtual world. 

(Giménez, Maquillon & Arnaiz, 2015) study’s shows that 
approximately 8% of the children surveyed are recognized to be cyber victims 
or suffer cyberbullying. In these two groups have been also observed three 
important questions: they make greater use of ICT; the use is greater in the 
case of cyberbullies and they also have a greater dependence on these new 
technologies. “The observers” is identified as a third (Serrate, 2013). The role 
played by this group of minors, whose percentage can be very high, is so 
crucial in this kind of harassment, depending on the attitude it adopts, and it 
can encourage or reduce cyberbullying situations. Similar figures appear in 
the Save the Children study’s (Sastre, 2016), showing as the 6.9% of the 
children surveyed admit to have suffered cyberbullying (the percentage in 
girls is being significantly higher 8.5% compared to 5.3% of the boys). 

The word “sexting” has its origin from joining two English words: 
“sex” and “texting”, that describe what it is, sex and sending text messages 
via mobile phone (Fajardo, Gordillo & Regalado, 2013). This word includes a 
wide variety of behaviors, which although they originate with text messages, 
they have evolved and branched giving rise to a multitude of acts from simple 
text messages to other audiovisual content like photos or videos. In addition, 
the way of dissemination has also changed. 

In McLaughlin (2010) sexting is defined as “the practice among 
teenagers of taking naked or half-naked images of themselves or others, and 
send them to other teenagers or upload them to websites such as 
Myspace.com or Facebook.com”  
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Sexting is a voluntary practice, which is increasing among young 
people, and one of its worst consequences can be child pornography.  

We can find two branches or versions of sexting. In the first one. 
children make images or recordings in a trusted environment, and they are 
directed only by one person; in the second one, children make themselves 
photos with a markedly sexual pose, and these are shared through their social 
network profiles. 

Sexting, which can be an exhibitionism offense, responds to low 
awareness of the existing risks and an over-confidence by the child (Narvaja 
& Del Piero, 2016). 

Sexting is classified as a crime in the 1/2015 Organic Law, of 30 
March, in article 197.7. It regulates the publication of images or audiovisual 
recordings obtained with the consent of the person but disseminated without 
it. The second section of article 183 specifically, refers to sexting in minors. 
Another risk of social networks is identity theft is to impersonate another 
person to obtain your benefit or cause harm to the other person. 

The prolonged exposure to digital content can have two immediate 
consequences: the first one, access to inappropriate or harmful content for the 
child and its development (Fernández-Murcia, 2016), and the second, the 
addiction to this type of content. 

Inappropriate content can be understood as all the material perceived by 
the minor that can be harmful to him (Ministerio de Industria, Energía y 
Turismo, s.f.). They can find on the Internet too many materials in different 
formats that can cause harm to the child and may even be within the illegality. 

Children’s motivations to access inappropriate content, are abundant 
and usually, they have a common denominator, the curiosity and the need for 
them to assert themselves as an adult and independent outside the supervision 
of parents. Also, it is necessary to consider those contents to which minors 
may be exposed without there having been a request from them: all those that 
may appear as advertising either within the pages they visit or as pop-up 
windows. 

It is necessary to differentiate between access to harmful contents, 
which are legal but harmful for the correct personal and social development of 
minors, and access to illegal contents, which are not allowed by law, and in 
those cases, children protections can be done by legal ways.  

Viral contents, which are accessed by minors usually, have elements 
that ridicule someone or are violent. Some of them encourage the repetition of 
them and are usually found on open access platforms such as YouTube. For 
example, the phenomenon is known as happy slapping (Smith et al., 2008) 
consists of the recording of videos where a victim is attacked and violently 
humiliated and then uploaded and shared on the media. 
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2. Methodology

This study is part of an investigation into the legal repercussions of the 
actions that minors carry out on social networks, as well as their knowledge of 
the consequences that they may have on them. 

2.1. Objectives and justification. 

The main objective is established as know the perception that children 
have of the consequences of their actions on social networks can have. To 
reach this general objective, a series of specific objectives have been set. 

A. Inform about the habits of use of minors related to their relationship 
with new technologies. 

B. Know the opinion of adults whose view is relevant either by 
profession or because of its proximity to children. 

The object of the study is boys and girls between 12 and 16 years old 
since within these ages they can already have awareness information about the 
consequences of their actions, in addition to the fact that, from these ages, the 
use of new technologies are very common among them when it comes to 
relating. Although there are studies that show that the age of onset in the use 
of new technologies is earlier, and earlier and earlier, it is not as widespread in 
individuals younger than this age. On the other hand, it is considered that the 
law allows the use of social networks from the age of 14, but existing studies 
show that minors use it earlier. 

It is based on the justifying premise that there is a knowledge both 
by minors and by parents and educators of the risks associated with the use of 
new technologies, and especially social networks; Although from what is 
taken from previous studies, this knowledge is not complete, nor does it fully 
adjust to reality. Associated with these risks there are legal consequences, the 
degree of knowledge of which approximates that of the risks is neither 
complete nor real. 

2.2. Data analysis. 

The Delphi method is used to carry out this study, in which 12 experts 
in the domain of this research will be surveyed. This qualitative technique is 
widely used in studies in the Social Sciences, as pointed out (Ortega, 2008) in 
which it is based on the opinions of those who know the problem that is to be 
analyzed. It consists of two rounds of questionnaires, a first with 11 free-
response questions and a second with 25 short-response questions. 

The first of the questionnaires, the open questionnaire, consists of open 
questions that allow experts to express their opinion freely generating new 
ideas, as said in (Martínez-García, Padilla-Carmona, & Suárez-Ortega, 2019). 
The answers obtained from this type of questionnaire are more valuable and 
complete, although they require more complex processing (Dehar, 2008). The 
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answers generated in this first questionnaire allowed obtaining a series of key 
concepts. The second questionnaire is based on those key concepts. This was 
prepared based on the answers obtained from the first one, with the dual 
purpose of first, confirming the answers obtained and, secondly, focusing 
more on the object of study, the awareness of minors of the impact of their 
actions in social networks. The possible answers to the second questionnaire 
consisted of assessing the conformity degree with an affirmation by selecting 
a number from 1 to 5 that was identified as being totally in disagreement or 
agree according to a Likert scale. 

The selection of the experts was based on their training (investigators 
on minors) or their profession (directors of secondary schools, tutors of public 
and nonpublic or secondary’s schools, social workers, psychologists, lawyers, 
and the police/policemen).  

The first questionnaire was filled out by the different participants of this 
study in May 2019, and the second one was filled out in November of the 
same year. The extraction, treatment in the interpretation of the data was done 
at the end of that month. 

 
3. Results 

 

3.1. Qualitative research. 

The first question asked the experts about their perception of the time 
that children spend on social media. Most of the answers suggest that this time 
is very high, even excessive. The concepts of "without control or supervision" 
and "to the detriment of other activities" are also repeated. Some other 
interesting ideas that appear in the answers to this question are that this same 
excess of time is also spent in adults and the beginning of access to social 
media is made from increasingly early ages. It is noted that this use of social 
media has changed the personal communication paradigm that existed until 
now. 

Then the questionnaire wondered if experts thought that portable 
devices had overpassed the traditional computer for access by children to 
social media. The unanimous answer of all of them was affirmative, although 
in some cases it was clarified that the personal computer was still the 
preferred tool to do some tasks, like classwork. 

Concerning the previous question, they were asked for advantages and 
disadvantages of using mobile devices to access social media Among the 
advantages, the most cited is the possibility of access from anywhere and the 
easy it could be, which in some cases is expressed as “comfort”. 

On the side of the disadvantages, the main concern of the experts is that 
the advantages are becoming a great danger: the ability to access at any time 
and from any place can translate into a long time of use, which could result in 
an addiction. 
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Another of the consequences of the increase of time waste on social 
media is that children can get to disconnect from reality. The second of the 
disadvantages that they enumerate is the increase of the lack of control from 
the families over the children, and it can be the consequence of the own 
advantages previously mentioned. 

Regarding the disadvantages, the normalization of violent, sexist, and 
racist content is pointed out, which can subsequently transcend online life; 
and the multiplier effect of actions in social networks, which enhances the 
impact that aggressions and cyberbullying have. 

In contrast, it is pointed out that social networks allow access to more 
flexible worlds so that people socially excluded or with integration difficulties 
appear opportunities for socialization with people in similar situations and 
who otherwise would not get to know them. 

The next issue concerns the differences between the relationships that 
children have in social media than they have in their real life. In the answers, 
it is cited that they are not real and there is a lack of commitment in them 
because to comment without putting filters and lying is easier than in offline 
life. The most repeated is that they do not show their personality, but they 
create another identity that may resemble what they would like to be, and that 
sometimes, developing this new virtual identity can lead them to confuse 
reality. 

However, not all the answers point to negative differences (although 
they are a majority), but it is also said that if they are using social media with 
care and knowledge they can add to their realities so that they make other 
types of friendships which they would not do in their offline life and that can 
even lead them to internationalize contacts, which can be positive so that it 
allows them to know realities from other places on the planet. It also indicates 
that in this type of relationship they feel less exposed, and favor anonymity, 
which on the one hand can favor the adoption of other different identities but 
can also reinforce theirs in case of situations of insecurity helping them 
overcome some fears. 

The next question was about whether parents know what their children 
do on a social network. Everyone thinks negatively, highlighting among their 
opinions that they do not know the applications they use and if they do, they 
do not know how to use them. Likewise, there is talk of a discourse of panic 
between parents, an alert about the use of social networks by adolescents who 
try to control and follow the accounts of their children. 

Also question whether research activities that are carried out on social 
networks can be considered criminal and if they know the consequences that 
can have. Most experts say they are not aware and aim to itself that there is  
training by educators and police. 

Another interesting aspect to know in this phase is the type of materials 
that children share in the social networks. Most experts answer children share 
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audiovisual content, but the answers are not always the same, they talk about 
photos and personal videos, photos, and videos of influencers, audiovisual 
material of groups of friends. Among the personal content that they share are 
also cited moods or personal opinions. Pornography, jokes, and memes are 
also pointed out as part of the content that children share in their profiles. 

As for the request for help, the majority answer is that they do not do it, 
it is pointed out that it depends on the relationship they have, and that the 
issue has been discussed as a family; it is noted that it depends on the 
relationship they maintain with the children and that if the topic has been 
discussed as a family it is more probably they will ask for help from their 
parents, siblings or guardians. 

Continuing with the issue of the digital identity of minors, the next 
question asked experts if they think that children give so much importance to 
their profile that they can misrepresent their image to be more striking the 
others. Although most think that it is, some also argue that it is not. Among 
the causes that can argue to create a different personal image is that they seek 
recognition, which in social media translates into the number of likes, 
retweets, etc.; They argue that they do not know the dangers that this entails 
and above all that it sells physical perfection and that it does not have 
personalities formed so that they can be easily influenced, among other things, 
by the desire or belonging to a group that is taken as approval of others. They 
point out that the image is so important that they can build parallel realities in 
which everything is as they would like it to be. 

Finally, the last question is about if they believed, that cyberspace is a 
place where children can find greater freedom to perform actions of doubtful 
morality or even legality. Most experts answered affirmatively, some 
answered that it is no correct and others it depends on the children. The 
reasons they rely on to defend this claim is that anonymity and believing 
invincible. The possibility of not being discovered reinforce this type of 
behavior helped that nobody controls them and therefore can act as they think 
or feel without feeling that they are going to have immediate consequences for 
this type of behavior. 

 
3.2. Quantitative investigation. 

In the second phase of this methodology, the experts were given a 
questionnaire with short answer questions, as indicated in the methodology. 

The first questionnaire wondered if the parents knew what their children 
were doing on the internet, and this question was again asked in the second 
one. The answers confirm that the majority had responded in the first because 
the 100% of answers indicate that parents do not know what their children do 
on the social networks. 

The next question is whether the minors came for help to their 
progenitors when a conflicting situation occurred. In this second 
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questionnaire, this aspect is dealt with in two questions, if having treated the 
issue as a family influences and if not going to the parents maybe for fear of 
punishment, since some experts had cited them as reasons for not asking for 
help. to parents in these situations. Both are contrasted in the second 
questionnaire under the two questions whose answers appear in  Figures 
1 and 2. 

 
Figure 1. Minors go to parents when they encounter conflicting situations on social networks if 

the issue has been previously discussed as a family. Own elaboration. 
 

 
Figure 2. Children fear consulting their parents when they have a problem with social networks 

in case they are punished. Own elaboration. 
 
In the first questionnaire it was asked if children use mobile devices 

more for access to social network, and with a similar word they were asked 
again in the second of the questionnaires, and it can be seen in Figure 3 how 
the answers in the first one are validated the answers of the first. 
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Figure 3. Mobile devices are the preferred tool for minors to access social networks. Own 

elaboration. 
 
In one of the questions of the first questionnaire, experts were asked 

about the advantages and disadvantages of mobile devices to access social 
media, some of them answered about social media, but despite not being the 
answer that was thought, the content of it was interesting enough to open a 
new line of study, about the content that children share. It is then raised in the 
second questionnaire with questions are shown in Figures 4, 5, and 6 and they 
are confirming the point of view that the expert that exposed. 

 

 
Figure 4. The excess of information and the ease of access to it becomes a problem since 

minors are not able to discriminate which is truth. Own elaboration. 
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Figure 5. Children often share offensive materials that are funny to them, without stopping to 

think about who may be harmed. Own elaboration. 

 
Figure 6. In social networks, content that is not normalized in real life is normalized, such as 

violent, sexist, or racist. Own elaboration. 
 
In the beginning, questions are asked about online relationships and in 

the second questionnaire, it was tried to verify some of them. In the case of 
Figure 7 shows the distribution of responses to the question assessing the 
relationship that children are among the effects of a lie in social networks and 
life, be stressed that not be able to validate the idea targeted by one of them, 
since there is the diversity of opinions. 
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Figure 7. Children do not believe that lying on social networks has the same consequences as 

lying in real life. Own elaboration. 
 
In this comparison of how to relate offline and online take a specific 

case, the cyberbullying, and questions relating to the performed Figures 
8 and 9 in which the profiles of online and offline stalkers are related, 
however, the answers to both questions were not determinatives. 

 
Figure 8. Children who do online harassment are usually the same as those who do it offline. 

Own elaboration. 
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Figure 9. The profile of the online stalker is different from that performed offline. Own 
elaboration. 

In the first questionnaire, the experts mostly talk about 
the audiovisual content about themselves that they share the most and reaffirm 
their opinion in the second questionnaire, as can be seen in Figure 10. 

Figure 10. Most of the content that minors share are images and information. Own elaboration. 

Regarding the modification of his image in his profiles on social 
networks, in the first questionnaire, it was stated that this was the case, and 
the attempt to please the rest was pointed out as a cause. In this sense, several 
questions are asked to verify this statement.  Figure 11 shows whether the 
project an attractive image and insinuating, whose cause can be found in the 
hypersexualization of society, validating this claim. The questions represented 
in Figures 12 and 13 delve into this aspect of youth profiles, asking whether 
experts think that erotic content is shared by minors and if they use any type 
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of restrictions when to share it, but as can be seen, there is no conclusive 
answer to any of them. 

 
Figure 11. Children are shown in an attractive and insinuating way in social networks, because of 

the hypersexualization of society. Own elaboration. 
 

 
Figure 12. Children share videos of erotic content. Own elaboration. 
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Figure 13. Children share erotic content in which they are the protagonists, but only with people 
they choose. Own elaboration. 

When assessing whether they are aware of the consequences of their 
actions and whether cyberspace is a place where they have greater freedom to 
carry out actions that could be considered criminal, various statements are 
made in the second questionnaire. The first one, reflected in Figure 14, deals 
with whether the concept of digital identity is internalized in them. Figure 15 
shows the results of the question on the concept of cyberbullying, which are 
mostly Accordingly. 

Figure 14. The concept of digital identity is not correctly assimilated in minors and therefore, the 
faults they commit against it do not understand them as such. Own elaboration. 
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Figure 15. Minors do not raise cyberbullying to the category of crime. Own elaboration. 

 
There is a further impact on whether adolescents are aware of the 

dangers associated with the use of social networks in the question whose 
results can be seen in Figure 16, complemented by the statement observed 
in Figure 17, which also deals with whether they know the consequences that 
the actions carried out in these media may have. The answers to these 
questions show a greater disagreement with these statements. 

 
Figure 16. Children are aware of the existing dangers related to the management of social 

networks. Own elaboration. 
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Figure 17. Children know the consequences of their actions on the internet, and therefore, on social 

networks. Own elaboration. 
 
In Figure 18 the results are plotted on whether children are aware that 

anonymity presumed in social networks is not that real. Experts have 
disagreed with this ruling by 91.67%. The next question, whose answers are 
shown in Figure 19 and which are in general agreement with what has been 
stated, addresses one of the most important aspects of this study, which is the 
assessment of whether minors have a sufficiently formed conscience to know 
if what you are doing is correct and consequently it may have certain 
repercussions for him/her. 

 
Figure 18. Minors know that anonymity on the Web is not such, but that in most cases they can be 

located with greater or lesser difficulty. Own elaboration. 
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Figure 19. Children do not have the conscience formed to be able to discern what is right within the 

range of opportunities offered by social networks. Own elaboration. 
 
Experts all agree with the claim that minors can confuse a crime like 

identity theft with a joke, as can be seen in Figure 20. Similar responses, 
reflected in Figure 21, are obtained by asking them if they think that there is 
socially accepted criminal conduct, using, for example, downloads of the 
copyrighted material. 

 

 
Figure 20. Minors can confuse phishing with a joke they make to a friend. Own elaboration. 
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Figure 21. Sometimes, certain criminal behaviors in social networks are accepted socially, such as 
the downloading of the copyrighted material. Own elaboration. 

In the first questionnaire, one of the experts explained that one of the 
problems that adolescents faced. It is the rapid spread of what they write or 
show on social networks. For this reason, in this second questionnaire, it was 
asked if the minors were aware of this special characteristic of these media, 
not drawing a conclusive answer, as seen in Figure 22. 

Figure 22. Children are aware of the easy and quick spread of their opinions and content through 
social networks. Own elaboration. 

To finish the second questionnaire, questions were asked about the 
content that minors upload to social networks. The results shown in Figure 23 
denote that they are not aware of the risks of uploading certain content; while 
in Figure 24, the responses on whether they ask permission to upload content 
from others are indicated, with the opinion of the experts being unanimous. 
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Figure 23. Children know how dangerous it is to upload certain content to social networks. Own 

elaboration. 

 
Figure 24. Children ask permission when sharing content from others on social networks. Own 

elaboration. 
 
 

4. Discussion and Conclusions 

 

This study has tried to approach the reality of the use that minors make 
of social media. It tried to check if this use is made from the knowledge of the 
consequences that these actions can have. The different contributions of the 
experts have allowed endorsing the hypotheses of the study, in which minors 
are not aware that some of their habits can lead to acts that can be considered 
criminal. 

The proliferation of mobile devices, which are preferred by minors for 
access to social media, that confirm the hypothesis advocated in (Martínez-
Pastor, 2019), is one of the factors, according to expert opinion, that may have 
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increased the lack of control adults have over minors concerning the social 
network. 

The family is one of the keys in the relationship between minors and 
social media, and how children face the problems that may arise to them. The 
lack of parental control may be due to the generational difference in the 
management of new technologies, which even causes mistrust and fear in 
parents who can get spy on the profiles of their children on social media 
because they try to control and protect them. 

The need for the topic will be treated in the family is highlighted 
(Martínez-Pastor, 2019), because this can create a climate of trust in which 
minors can feel protected and that will allow them to ask their parents when 
there is a problem without fear of being punished. 

Another important point is the concept of digital identity. It seems to 
minors do not have properly assimilated. Their profiles tend more to a need to 
please others and to be accepted by the group than to reaffirm their 
personality. This trend is similar for boys and girls, although their strategies 
and the aspects to which they give more relevance are different. Both bases 
their profile on sharing photos, videos, stats, opinions, but they only show 
those that can form a personality more accepted by others. They do not worry 
about the continuity of their digital identity throughout their life. 

The contents they access in social media are mainly made up of their 
images and videos, but of their friends or people, they follow and can take as 
a model, such as influencers Among the content they share about themselves, 
it can be found erotic content, even personal, although minors are more 
cautious about distributing it. There are some contents that in offline life 
would not be so normalized but in social media, they do not acquire the 
seriousness they have, such as violent, sexist, racist, or simply offensive 
content for others. This kind of contents will have an impact on the 
development or children, who do not have their formed personality 

Minors do some risk behaviors because they are not aware of the 
consequences. If these behaviors are analyzed in detail, they may even 
become constitutive of crime, but they are common and socially acceptable 
for them The upload of erotic content that can lead to a crime of sexting, or 
the distribution of content without asking permission or that offends someone 
can go against the right to the image, data protection or even copyright. 
Furthermore, the rapid spread of everything they publish can be considered an 
aggravation. 

One of the main conclusions of this study is that children are not aware 
of the risks that inappropriate behavior in social media has. They have 
received training on it, but they are not able to transfer that knowledge to a 
modification of their behavior patterns. Perhaps one of the reasons why they 
have not internalized the terms and habits, in which they are formed, is that 
they do not pay attention to training, or do not understand it. Studies such as 
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(Tejada, 2019) indicate that minors said that only 12.7% have received 
training. There are concepts that they do not yet, handle clearly as digital 
identity, and they are not aware that some actions are more serious than they 
think, like phishing or cyberbullying are, although they have received training 
in recent years. Besides, they do not yet have the personality sufficiently 
formed to discern between what can be a small lack of a crime, and they find 
it difficult to know where is the line that they do not have to cross. 

Therefore, it remains to be reviewed how this training can be 
transformed into awareness, so that the concepts that are explained to the 
child, can be into a change in usage habits. Also, this training focuses on the 
dangers that children face when they do some actions and that can make them 
a victim of some abuses through social media, but they do not point out how 
when they do some activities on social media they become to break the law 
and the legal consequences that it may have for them. 

To complete these conclusions, it would be interesting to be able to 
extract patterns by age and sex, such as those that appear in the studies of 
(Tejada, Castaño & Romero, 2019) and (Sanz et al., 2018) in which gender 
differences are reflected; and study if some of these infractions are related to 
any of these two factors, to be able to apply a more suitable and directed 
training according to the needs of each group.      
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