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Ozet

Bu calismadaki amag; ortaokul 6grencilerinin okuma i¢ motivasyonlarii belirlemede kullanilacak bir olgek
gelistirmektir. Calisma grubu, Malatya il merkezinde bulunan bes farkli ortaokulda &grenim goren 461
ogrenciden olusmaktadir. Olgegin yapi gecerligi kapsaminda agimlayici (AFA) ve dogrulayici (DFA) faktor
analizi yapilmistir. AFA sonucunda 06lgegin on sekiz maddeden olusan {i¢ faktorlii (ilgi, merak ve azim) bir
yapiya sahip oldugu ve bu {ig faktoriin 6lgege iliskin toplam varyansin %48,44’tinii agikladig1 goriilmiistiir. DFA
sonucu elde edilen uyum iyiligi indeksleri, kesfedilen yapimin miikemmel (x2/df=1.78, GFI=0.95, RMSEA= 0.041
ve SRMR=0.048) uyuma sahip oldugunu gostermistir. Olgegin giivenirlik calismalari kapsaminda Cronbach Alfa
ile Spearman Brown degerleri incelenmis, hesaplanan giivenirlik kat sayilarinin kabul edilebilir diizeyde (a=. 85)
oldugu goriilmiistiir. Olgekteki maddelerin ayirt edicilik diizeyini belirlemek igin diizeltilmis madde toplam
korelasyonu ile %27’lik alt-iist gruplarin karsilagtirilmasina yer verilmistir. Madde analizi sonucunda olgekteki
biitiin maddelerin yiiksek diizeyde ayirt edici oldugu goriilmiistiir. Bu sonuglar, ii¢ faktorlit OIMO'niin ortaokul
Ogrencilerinin okuma i¢ motivasyonlarini degerlendirmek amaciyla kullanilabilecek gegerligi yiiksek bir dlgme
araci oldugunu gostermektedir.
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Giris
Motivasyon kavrami, Tiirkge Sozliik’te (TDK, 2011) isteklendirme ve giidiileme kavramlariyla
aciklanmaktadir. Budak’a (2000, s. 211) gére motivasyon, insani eyleme iten ve eylemi yonlendiren
i¢sel uyarilma durumudur. Bir¢ok arastirmaciya gore motivasyon, kisinin belirli bir gorevi yerine

getirme ¢abasinin yogunlugu, insan davraniglarini tetikleyen, yonlendiren ve onlarin stirekliligini

saglayan bir glictiir (Akbaba, 2006; Miller ve Faircloth, 2009; Ryan ve Deci, 2000).

Motivasyon, davramslar: gesitli yollarla etkileyen bir faaliyettir. Kisilerin hangi aktiviteleri
oncelikle yapacag1 ve bu aktiviteleri siirdiirme kararliliklar1 motivasyondan etkilenir. Wigfield vd.
(2012, s. 53) gore motivasyon, Ozellikle bilissel davraniglarin siirdiiriilmesinde 6nemli bir isleve

sahiptir. Okuma, pek ¢ok bilissel beceriyi gerektirdiginden motivasyon gerektiren bir etkinliktir.

Okuma motivasyonu, Guthrie ve Wigfield (2000, s. 405) tarafindan okuma siireci, sonucu ve
konular ile ilgili bireylerin sahip oldugu kisisel hedef, inang ve degerler olarak tamimlanmaktadir.
Yildiz ve Aktag’a (2015, s. 1350) gore okuma motivasyonu, bireylerin okumaya ayiracaklar1 zaman,
okuma egilimlerini, okuma siirecinde gosterecekleri ¢abay1 etkileyen; okumaya yonelik ilgi ve meraki
olusturan temel bir yapidir. Bagka bir tanimla okuma motivasyonu, bireyi okumaya yonlendiren genis
kapsaml tutum ve hedeflerdir (Conradi, Jang ve McKenna, 2014). Okuma motivasyonunun, bireyi
okumaya yonlendiren ve okumanin devamliligini saglayan bir gilic oldugu ve bu giiciin de kisisel

hedef, inang ve egilimlerle belirlendigi soylenebilir.

Arastirmacilar, okuma motivasyonu ile ilgili farkli motivasyon kuramlarini benimsemektedir
(Yildiz, 2013a, s. 262). Literatiir incelendiginde; 6z belirleme kurami (Ryan ve Deci, 2000), okumaya
baghilik (adanmislik) modeli (Guthrie ve Wigfield, 2000), beklenti deger teorisi (Wigfield ve Eccles,
2000) ve tutuma dayali modellerin (McKenna, 1994) okuma motivasyonu alaninda siklikla kullanildig:
goriilmektedir. Oz belirleme kuraminin ele alindig1 galismalarda okuma motivasyonu ile ilgili i¢ ve
dis motivasyon kavramlar: 6ne ¢itkmaktadir. Bu yaklagima gore okuma motivasyonu, bireyi okumaya
yonlendiren igsel ve dissal siireglerdir. Beklenti deger kuramini benimseyen arastirmacilar, bir kisinin
okumadan beklentisi (Iyi bir okuyucu olabilir miyim?) ile okumanin 6znel gérev degeri (Okumaktan
hoslanacak miyim? Nicin?) {izerinde durmaktadir. Bu kurama gore okumaya deger veren 6grenciler,
diger ogrencilere kiyasla okuma siirecinde karsilasilan zorluklara daha uzun siire direnmektedir

(Wigfield ve Eccles, 2000).

Farkli okuma motivasyonu yaklagimlarinin benimsenmesi okuma motivasyonu olgeklerinde
kullanilan faktorleri etkilemektedir. Ornegin; Wigfield ve Guthrie (1997) tarafindan olusturulan
okuma motivasyonu 6lgegi 11 boyuttan olusurken farkli yaklagimlar: benimseyen 6lgeklerde daha az

boyuta yer verildigi goriilmektedir. Schiefele ve Schaffer’e (2016, s. 222) gore arastirmalarda okuma
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motivasyonuyla ilgili olusturulan biitiin faktorler, okuma i¢ motivasyonu ve okuma dis motivasyonu

seklinde iki genel kategori altinda toplanabilir.

Okuma dis motivasyonu, okuma faaliyetine katilimin dis etkenler ve 6diillere bagh olmasini
ifade eder (Ryan ve Deci, 2000). D1s motivasyon, okuma isteginin 6diil ve cezaya gore degisimini ifade
etmektedir. Guthrie vd. (2012, s. 4) gore yalmizca 6diil almak veya cezadan kurtulmak i¢in okuyan
Ogrencilerin basarili olma olasilig1 zayiftir. Yildiz’'a (2010) gore dissal nedenlere bagh olarak okuyan
ogrencilerin odak noktasi okumaktan ¢ok 6diil ve cezadir. Yapilan pek ¢ok arastirma, dis motivasyon
ile okuma basarisi arasinda negatif yonde bir iliskinin oldugunu gostermektedir (Schiefele, Schaffner,

Moller ve Wigfield, 2012).

Okuma i¢ motivasyonu, bireylerin kisisel ilgileri ve meraklariyla okumaya nasil
odaklandiklarimi agiklar. Igsel motivasyonun bireyin kendi i¢ dinamiklerine dayanan ve bireyin
basladig bir etkinligi bitirme arzusu veya etkinlige katilmanin kisisel ilgiden kaynaklanmas: sonucu

gelistigi belirtilir (Ryan ve Deci, 2000’den akt. Sarur, 2017, s. 21).

Okuma i¢ motivasyonu; okumay1 zevk, merak veya kisisel hedefler gibi i¢sel amagclarla
siirdiirme olarak tanimlanmakta ve ¢ok boyutlu bir yap1 olarak degerlendirilmektedir (Conradi, Jang
ve McKenna, 2014, s. 154; Schiefele, Schaffner, Moller ve Wigfield, 2012). Wang ve Guthrie (2004)
okuma i¢ motivasyonu i¢in; okuma meraki, okuma ilgisi ve zoru tercih etme boyutlarim

kullanmaktadar.

Okuma i¢ motivasyonu okudugunu anlama iizerinde énemli bir rol oynamaktadir. Okuma
motivasyonu alaninda son yirmi yillik siireg icerisinde yapilan calismalar, okuma i¢ motivasyonunun
okuma becerisini agiklayan giiglii bir degisken oldugunu gostermektedir (Schiefele, Schaffner, Moller
ve Wigfield, 2012). Okuma i¢ motivasyonu yiiksek okuyucular daha fazla okuma egilimindedir. Bu
bireyler okumaya kolay bir sekilde yonlenebilmekte ve okumaya siirekli olarak zaman
ayirabilmektedir. Okuma i¢ motivasyonu diisiik olan bireyler ise okumaktan ka¢inmakta ve okumay1

uzun bir siire stirdiirememektedir.

Okuma i¢ motivasyonunun olmama durumu, okumadan kaginma (Wigfield ve Guthrie, 1997)
veya motivasyonsuzluk anlamindaki amotivasyon (Ryan ve Deci, 2000) kavramlariyla
agiklanmaktadir. Okumadan kaginma, okuma etkinliginden ka¢inma arzusu ve olabildigince az

okuma istegi olarak tanimlanmaktadir (Guthrie ve Coddington, 2009)

Okumadan kaginan 6grencilerin okuma miktarlari ve okudugunu anlama basarilar1 zamanla
azalmaktadir. Guthrie ve Coddington’a (2009) gore okumadan kag¢inma, basariy1 arttiran motivasyon
yapilar1 ve strateji kullanimiyla negatif iliskilidir. Okumadan ka¢ginmanin okuma basaris: i¢in bir

tehdit oldugu sdylenebilir.
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Okuyucular, okuma i¢ motivasyonlari ve okumadan ka¢ginma yonlerine gore farkli 6zelliklere
sahip olabilir. Guthrie ve Coddington (2009, s. 518) okuyucular1 bu 6zelliklerine gore istekli (avid)
isteksiz (averse), duyarsiz (apathetic) ve kararsiz (ambivalent) okuyucular seklinde dérde ayirmaktadir.
Ogrencilerin i¢ motivasyon diizeyleri ve okumadan kaginma durumlarina gore hangi profile sahip
olduklarinin belirlenmesi onlar1 okumaya isteklendirme ve okumaya bagliliklarin1 arttirmada 6nemli
katki saglayabilir. Okuma i¢ motivasyonu diisitk Ogrencilere yonelik alinacak tedbirler, onlarin

okumaya bagliliklarini 6nemli derecede arttirabilir.

Cocuklarin okuma motivasyonlar: ve okuma basarilar1 arasindaki iligkiyi inceleyen pek ¢ok
calismada; Ogrencilerin benlikleriyle ilgili inanglarina, basariyla ilgili hedeflerine, okumayla ilgili
tutum ve ilgilerine yer verilir. Bu yapilarin belirlenmesi 6grencilerin okuma becerilerini gelistirmede
dgretmenlere ve uzmanlara rehberlik etmektedir. Ogrencilerin deger, hedef, inang ve egilimlerini fark
etmeyen egitimciler, 6grencilere okuma aliskanlig1 kazandirmada ve onlar1 okumaya tesvik etmede

basari saglayamaz.

Literatiirde ogrencilerin okuma motivasyonlarini 6lgmek igin pek ¢ok Olgegin gelistirildigi
goriilmektedir (Chapman ve Tunmer, 1995; Gambrell, Palmer, Codling ve Mazzoni, 1996; Guthrie ve
Klauda, 2014; McKenna, Kear ve Ellsworth, 1995; Schiefele ve Schaffner, 2016; Wigfield ve Guthrie,
1997). Bahsi gegen Olgeklerin iceriginin ve boyutlarinin birbirine benzedigi ve genel olarak 6z
yeterlilik, i¢sel motivasyon, dis motivasyon ve sosyal motivasyon olmak {izere 4 ana temel iizerine

kurgulandig1 sdylenebilir (fleri Aydemir ve Oztiirk, 2013).

Tiirkiye’de farkli yas gruplarindaki bireylerin okuma motivasyonlarini belirlemek igin
arastirmacilar tarafindan 6zgiin olarak gelistirilen “Metinlere Yonelik Okuma Motivasyonu Olgegi”
(fleri Aydemir ve Oztiirk, 2013); “Kitap Okuma Motivasyonu Olgegi” (Katranci, 2015), “Okumaya
Giidiilenme Olgegi” (Unsal Batum, 2015), “Ogrenci Agisindan Okumaya Giidiileyici Etmenler Anketi”
(Ulper, 2011) 6lgme araglariyla birlikte Tiirkgeye uyarlanmis olan; “Okuma Motivasyonu Olgegi”
(Durmus, 2014; Yildiz, 2010), “Okuma Motivasyonu ve Okumaya Adanmiglik Olgegi” (Yildiz ve
Aktas, 2015), “Yetiskin Okuma Motivasyonu Olgegi” (Yildiz, Yildirim, Ates ve Cetinkaya, 2013) ve
“Okuma Profili” (Yildiz, 2013b) kullamilmaktadir. Ulkemizde ortaokul ogrencilerinin okumaya
yonelik i¢ motivasyonlarini degerlendirecek herhangi bir Olgege rastlanmamistir. Yildiz (2010)
tarafindan Tiirk¢eye uyarlanan “Okuma Motivasyonu” Olceginde, i¢ motivasyon boyutu yer
almaktadir. Sozii edilen 6lgegin gecerlik ve giivenirlik ¢alismalarinin ilkokul 6grencileriyle yapilmus
olmas1 ve Olgekte kullamilan dilin ortaokul &grencilerine uygun olmayacagi diisiincesiyle yeni bir

olgege ihtiya¢ duyulmustur.
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Okuma c¢alismalarinda 6nemli bir yere sahip olan okuma i¢ motivasyonunun olg¢iilmesi,
dgrencilerin okuma bagarilarini gelistirme siirecinde 6nemli bir katki saglayabilir. Ogrencilerin okuma
i¢ motivasyonlariin, gecerligi ve giivenirligi yiiksek Ol¢me araclariyla tespit edilmesi ve farklh
zamanlarda yapilacak oOl¢timlerle motivasyonun izlenmesi egitimcilere 6nemli bilgiler sunabilir.
Okuma i¢ motivasyonuyla ilgili toplanan bilgiler, 6grencilerin okudugunu anlama becerilerini

gelistirme ve okuma aliskanlig1 kazandirma calismalarinda egitimcilere rehberlik edebilir.

Bu calismadaki amag; ortaokul Ogrencilerinin okuma i¢ motivasyonlarmi belirlemede
kullanilacak bir Olgek gelistirmektir. Bu calisma, literatiire Ogrencilerin okumaya yonelik igsel
motivasyonlarini belirleyen gecerli ve giivenilir bir 6l¢me araci kazandiracagr i¢in OSnemli

goriilmektedir.
Yontem
Calisma Grubu

Aragtirmanin ¢alisma grubu Malatya il merkezinde bulunan bes farkli ortaokulda (Atatiirk
Ortaokulu, Sadiye Unsalan Ortaokulu, Abdulkadir Eris Ortaokulu, Cahide Nebi Ortaokulu, Hatice-
Ismet Seftalicioglu Ortaokulu) Ogrenim goren 461 ogrenciden olusmaktadir. Okullar, farkl
sosyoekonomik bolgelerden olma ve kolay ulasilabilir olma 6zelliklerine gore belirlenmistir. 461
kisiden olusan calisma grubunun %52,7’si (f=243) kiz, %47,3'ii (f=218) erkektir. Ogrencilerin %24,1’i
(f=111) 5. smif, %30,6's1 (f=141) 6. siuf, %25,6's1 (f=118) 7. smif, %19,7’si (=91) 8. smifta 6grenim

gormektedir.
Ol¢ek Gelistirme Siirecinde izlenen islem Adimlar

Madde havuzunun olusturulmas:: Olgegin gelistirilmesine madde havuzu olusturularak
baslanmistir. Literatiirde yer alan okuma motivasyonu Olgeklerinin (Guthrie ve Klauda, 2014; Meri
Aydemir ve Oztiirk, 2013; Logan, Medford ve Hughes, 2011; Schiefele ve Schaffner, 2016; Unsal
Batum, 2015; Wang ve Guthrie, 2004; Yildiz ve Aktas, 2015; Yildiz vd., 2013) i¢ motivasyonla ilgili
maddeleri alinarak 72 maddelik bir madde havuzu olusturulmustur. Olusturulan havuzda yer alan
1ngilizce maddeler, Tiirk¢eye uyarlanarak kullanilmistir. Madde havuzu, Tirkge Egitimi alaninda
uzman g kisilik bir ekip tarafindan incelenmistir. Maddelerin taslak forma se¢ilmesinde, uzmanlar

arasinda goriis birliginin olmasina dikkat edilmistir.

Bu arastirmada, giiglii teorik temellere dayanan ve bircok uygulamali arastirma ile test edilen
“The Motivation for Reading Questionnaire (MRQ)” adl1 dlgegin (Wang ve Guthrie, 2004) {i¢ faktorlii
i¢ motivasyon (ilgi, merak ve zoru tercih etme) yapisi esas alinmistir. Madde havuzunda yer alan

maddeler, MRQ'nun faktor yapisina uygun olarak merak, ilgi ve azim (zoru tercih etme) seklinde
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gruplandirilmistir. Bu islem yapilirken her maddenin uygun oldugu faktore goriis birligi ile karar
verilmistir. Bu siiregte baz1 maddeler silinmis baz1 maddeler de yeniden diizenlenerek kullanilmistir.

Sonugta 45 maddelik “Okuma I¢ Motivasyonu Taslak Formu” olusturulmustur.

Uzman gériigiiniin alinmasi: “Okuma I¢ Motivasyonu Taslak Formu” okuma egitimi alaninda 4,
O0lgme degerlendirme alaninda 3 ve dil alaninda 2 uzmana inceletilmistir. Uzmanlardan her bir
maddeyi ortaokul Ogrencilerinin seviyesine uygunlugu, okuma i¢ motivasyonuyla ilgisi, dil ve
anlatim agisindan dogrulugu yoniinden; uygun degil (1), kismen uygun (2) ve uygun (3) seklinde
puanlamalar1 istenmistir. Uzmanlarin verdigi puan ortalamalarinin 2 ve {istii olmasma dikkat
edilmistir. Konu uzmanlarinin goriislerinden sonra 6l¢me amacina uygun bulunmayan maddeler

¢ikarilip 40 maddelik bir deneme formu olusturulmustur.

On deneme uygulamast: Uzman goriigleri dogrultusunda diizenlenen taslak formdaki maddelerin
Ogrenciler tarafindan anlasilip anlasilmadigini kontrol etmek icin 20 ortaokul &grencisiyle 6n
uygulama yapilmistir. On uygulama asamasinda ogrencilere maddelerin anlagilabilirligiyle ilgili
sorular sorulmustur. Ogrenci déniitlerinden hareketle maddeler iizerinde bazi dilsel degisiklikler

yapilarak ol¢ek esas uygulama igin hazir hale getirilmistir.
Verilerin Analizi

Veri analizinin ilk asamasinda kayip degerler, normallik, dogrusallik, coklu baglant1 ve ug
deger analizleri yapilmistir. Arastirma siirecinde kayip veriler i¢in veri atama yoluna gidilmemistir.
Kayip veriler, veri setinden c¢ikarilarak analize dahil edilmemistir. Veri setinin normal dagilim
gosterip gostermedigini incelemek igin u¢ deger (out-lier) kontrolii yapilmistir (Biiyiikoztiirk, 2012).
Bunun i¢in Z puanlarinin +3 ile -3 araliginda olmasina (Cokluk, Sekercioglu ve Biiyiikoztiirk, 2014)
dikkat edilmistir. Veri seti tizerinde yapilan tarama islemi sonucunda ug degerler ve kayip veriler (59

veri) veri setinden atilmis, kalan 461 veri tizerinden islem yapilmstir.

Arastirmanin ikinci asamasinda, verilerin faktor analizine uygunlugu igin Kaiser-Meyer-Olkin
(KMO) ve Bartlett kiiresellik testleri yapilmistir. Olgegin yap1 gecerligini belirlemek amaciyla
a¢imlayici faktor analizi (AFA) ile birincil diizey dogrulayici faktor analizi (DFA) yapilmistir. C)lgegin
glvenirlik diizeyinin saptanmasinda Cronbach Alfa (a) ve Spearman Brown katsayilar1 kullanilmistir.
Maddelerin ayirt edicilik diizeyini degerlendirmek igin diizeltilmis madde toplam korelasyonlari
incelenmis, alt ve iist %27’lik gruplarin madde puanlar: t-testi ile karsilastirilmistir. Arastirmanin

verileri SPSS 21 ve AMOS 23 programlar: kullanilarak analiz edilmistir.
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Bulgular
Yap1 Gegerligi

Yap1 gecerligi, 6l¢me aracinin soyut olan psikolojik 6zellikleri ne derece dogru 6lgebildigi ile
ilgili bir kavramdir (Cokluk, Sekercioglu ve Biiyiikoztiirk, 2014, s. 181). Faktor analizi, yap1 gegerligini
ortaya koymada kullamlan 6nemli bir istatistiksel aractir (Baykul, 2015, s. 373). OIMO'nin yap1
gecerligini belirlemek i¢in faktor analizi tekniklerinden agimlayici faktor analizi (AFA) ve dogrulayic

faktor analizi (DFA) uygulanmistir.

Acgimlayic1 faktor analizi: Agimlayia faktor analizi (AFA), bir 6l¢gme aracinda yer alan maddelerin
kag alt boyut altinda toplanabilecegini ve maddeler arasinda ne tiir bir iliski oldugunu belirlemede
kullanilan bir tekniktir (Seger, 2015, s. 78). AFA’da oncelikle, verilerin faktor analizi i¢in uygunlugu
degerlendirilmistir. Korelasyon matrisinin incelenmesi sonucu, .30 ve daha {iist diizeyde pek g¢ok
katsaymin var oldugu goriilmiistiir. Orneklem biiyiikliigiiniin faktorlestirmeye uygunlugu Kaiser
Meyer-Olkin (KMO) ve Bartlett kiiresellik testi ile incelenmistir. Analiz sonucunda KMO testi degeri
0.902 olarak elde edilmistir, bu deger tavsiye edilen .60 degerini gegmektedir (Pallant, 2016, s. 201).
Bartlett testi degeri (x2=2331,771; sd=153; p=.00) de istatistiksel olarak anlamli bulunmustur. Elde
edilen degerler, verilerin ¢ok degiskenli normal dagilimdan geldigini ve korelasyon matrisinin
kiiresellik varsayimini karsiladigini gostermistir. Veri setinin faktor analizine uygun olduguna yonelik
bu kanitlar toplandiktan sonra olgegin faktor yapisini ortaya koymak igin kestirim yontemi olarak
temel bilegenler analizi kullanilmigtir. Olgekteki faktorlerin yorumlanmasinda Varimax dik dondiirme

yontemi olarak maksimum degiskenlik (varimax) segilmistir.

Olgekte yer alacak maddelerin belirlenmesinde; madde faktor yiik degerinin en az .30
olmasina (Tabachnick ve Fidell, 2015), madde ortak varyans degerinin en az .30 olmasina (Kalayci,
2010), madde toplam korelasyon degerinin en az .20 olmasina (Sencan, 2005), maddelerin binisik
olmamasina (birden fazla faktorde yer alan maddelerin yiik degerleri arasindaki farkin en az .10
olmasi), faktorler icin 6z degerin 1’den biiyiik olmasina ve her bir faktore yiiklenen maddelerin anlam
ve igerik olarak tutarli olmasina dikkat edilmistir (Biiyiikoztiirk, 2012). Analiz sonucunda yukarida
siralanan Olgiitlere uymayan 1, 8, 11, 12, 13, 14, 15, 16, 17, 18, 22, 23, 24, 28, 29, 33, 34, 35, 37, 38, 39 ve

40. maddeler ¢ikarilmistir. Geriye kalan 18 madde iizerinden analize devam edilmistir.

Olgekteki faktor sayisl, arastirma Oncesinde kuramsal {i¢ olarak belirlenmistir. C)lgegin ug
faktorlii yapisinin yamag-birikinti grafigiyle incelenmistir. Yamag-birikinti grafigi, olgegin faktor
sayisina karar vermede kullanilan bir grafiktir (Cokluk, Sekercioglu ve Biiytikoztiirk, 2014, s. 192).
Olgege asagida sunulan yamag-birikinti grafigi 6lgegin ii¢ faktdrlii yapisma ydnelik kanit

sunmaktadair.
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Sekil 1. Yamag-birikinti grafigi

Sekil 1’deki yamac¢ birikinti grafiginde goriildiigii gibi egim tiglincli noktadan itibaren plato
yapmaktadir. Grafik, faktor sayist i¢in kesme noktasinin {i¢ alinmasi yoniinde kanit sunmaktadir.
Faktor sayisinin belirlenebilmesi amaciyla yapilan temel bilesenler analizi sonucunda maddelerin {ig
faktor altinda toplanarak olcege iliskin toplam varyansin %48.44'iinii acikladig goriilmiistiir. Sosyal
bilimlerde agiklanan toplam varyans oraninin %401 ge¢mesi yeterli goriilmektedir (Biiyiikoztiirk,
2012; Tavsancil, 2014). Faktor analizi sonucunda ulasilan; maddelere ait ortak faktdr varyansi ile

varimax dondiirme sonrasi madde yiik degerleri Tablo 1’de gosterilmistir:

Tablo 1. Okuma i¢ motivasyonu élgegi agimlayict faktor analizi sonuglar:

Madde No Ortak Faktor Varyans: Dondiirme sonrasi yiik degerleri
M5 507 699

M 10 533 697

M6 453 661

M7 410 610

M9 442 576

M2 376 572

M4 339 530

M 25 636 740

M 21 629 725

M 36 595 699

M 30 541 684

M 20 512 581

M 31 592 761
M 19 549 735
M 26 493 690
M 32 394 503
M3 336 464
M 27 382 440
Oz deger (Top=8.71) 5.61 1.89 1.21
Aciklanan Varyans (Top=48.44) %31.18  %10.53 %6.72

Tablo 1 incelendiginde, maddelerin faktor yiik degerlerinin .44 ile .76; madde ortak faktor

varyansinin .336 ile .636 arasinda degistigi goriilmektedir. Merak faktoriiniin 6z degerinin 5.61,
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varyans agiklama oraninin %31.18; ilgi faktoriin 6z degerinin 1.89, varyans agiklama oraninin %10.53;

azim faktoriin 6z degerinin 1.21, varyans agiklama oraninin %6.72 oldugu belirlenmistir.

Dogrulayiai faktér analizi: Olgegin iig faktdrden olusan yapiya sahip olup olmadigini dogrulamak
amaciyla DFA yapilmistir. DFA’da degiskenler arasinda daha 6nce saptanan bir iliskinin test edilmesi
soz konusudur (Biyiikoztiirk, 2012, s. 123). DFA ile olusturulan model test edilirken ©ncelikle
modelin “t” degerleri incelenmis ve en kiiciik t degerinin 6.73 oldugu goriilmiistiir. Parametrelerin
2.56'y1 asmas1 “t” degerlerinin, .01 diizeyinde anlamli oldugunu gosterir (Cokluk, Sekercioglu ve
Biiyiikoztiirk, 2014, s. 304). “T” degerleri acisindan bir sorun bulunmamasi durumunda 6ncelikle hata
varyanslarinin yiiksek olmamasina ve standartlastirilmis faktdr yiik degerlerinin en az .30 yiik
degerine sahip olmasma dikkat edilmistir (Secer, 2013, s. 149). Faktor yiik degerlerinin .34 ile .75
arasinda degistikleri goriilmiistiir (Sekil 2). Son olarak Olgegin DFA ile test edilen modele iliskin
uyum indeksleri incelenmis ve bu indekslerinin iyilestirilmesi i¢in programin ongordiigii gerekli
modifikasyonlar yapilmistir. DFA sonucunda elde edilen uyum indeksleri degerleri Tablo 2’de

sunulmustur:

Tablo 2. Uyum iyiligi indeksleri

Uyum Miikemmel Kabul Model 1 Model 2 Sonug
Indeksleri uyum edilebilir (Modifikasyon)

x2/df <2 2-3 2.33 1.78 Miikemmel uyum
GFI 295 290 93 .95 Miikemmel uyum
AGFI 290 2.85 90 93 Miikemmel uyum
CFI >.95 >.90 92 .95 Miikemmel uyum
NFI 2.95 2.90 .87 .90 Kabul edilebilir
NNFI >.95 >.90 90 .95 Miikemmel uyum
IFI 2.95 =90 92 95 Miikemmel uyum
RMSEA <.05 <.08 .053 041 Miikemmel uyum
SRMR <.05 <.10 .060 .048 Miikemmel uyum

(Kaynak: Cokluk vd. 2014; Meydan ve Sesen, 2015; Siimer, 2000; Tabachnick ve Fidell, 2015).

Tabloda, Model 1'de elde edilen uyum indekslerinin ¢ogunun miikemmel uyum seviyesinde
oldugu goriilmektedir. Kabul edilebilir diizeyde uyumlu olan indekslerin uyumlarini arttirmak igin
programin Onerdigi modifikasyonlarla Model 2 elde edilmistir. Programin 6nerdigi modifikasyonlar
cercevesinde; ayni faktor altinda yer alan maddelerin hata varyanslar: (6 ile 7; 31 ile 19; 31 ile 26.)
iliskilendirilerek DFA yeniden yapilmistir. Yenilenen DFA sonucuna gore uyum iyiligi indeksi
degerlerinin tamamina yakini mitkemmel diizeyde uyum gostermistir (Tablo 2). DFA sonrasinda elde

edilen Path diyagrami Sekil 2" de sunulmustur:
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&1 M20
T

M30

Q8 Q

M36

Sekil 2. Path diyagrami

DFA sonucunda elde edilen {i¢ boyutlu modele iliskin faktor yiikleri Sekil 2’de yer almaktadir.
Sekil 2'de goriilebilecegi gibi, madde faktor yiikleri .34 ile .75 arasinda degismektedir.

Olcegin Giivenirlik Analizi
OIMO'niin giivenirlik diizeyini belirlemek igin Cronbach Alfa (a) ve Spearman Brown kat
sayilar1 hesaplanmistir. Olgegin giivenirligine iliskin elde bilgiler Tablo 3'te sunulmustur:

Tablo 3. OIMO niin giivenirligine iliskin bilgiler

Faktorler Madde say1s1 I¢ tutarlik Iki yar1 giivenirligi
Merak 7 77 .79
lgi 5 .80 81
Azim 6 72 73
Olgek toplam 18 .85 .76

Tablo 3’te elde edilen sonuglar, dlgegin i¢ tutarliliginin ve iki yar1 giivenirliginin ytiiksek oldugunu
gostermektedir. Istenilen niteliklere (gecerlik, giivenirlik, kullanislilik) sahip bir 6l¢ek olusturabilmek
i¢in 6lgekteki maddelerin analiz edilmesi gerekir (Tekindal, 2015, s. 53). OIMO'de yer alan maddelerin
istenilen niteliklere sahip olup olmadigini belirlemek i¢in madde ayirt edicilik diizeyi ve diizeltilmis

madde toplam korelasyonlar1 hesaplanmistir. Olgegin madde analizine ydnelik elde edilen bulgular

Tablo 4’te sunulmustur:
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Tablo 4. Madde analizine iliskin bilgiler

Madde No Diizeltilmig madde Ort. Ss. Ust %27- Alt %27 t
toplam korelasyonu
Mad2 ,435 2,98 ,82 10,32*
Mad3 ,448 2,90 ,94 12,61*
Mad4 415 3,33 ,87 9,87*
Mad5 ,460 3,26 ,78 11,45%
Mad6 ,432 3,44 ,73 10,45*
Mad?7 ,451 2,92 ,89 10,81*
Mad9 ,529 3,23 ,82 13,56*
Mad10 ,514 3,38 ,79 12,92%
Mad19 ,233 2,36 1,10 6,28*
Mad20 ,576 3,27 ,83 15,00*
Mad21 ,614 3,08 ,90 19,83*
Mad25 ,575 3,14 ,87 15,56*
Mad26 ,383 2,62 1,05 10,65*
Mad27 ,513 2,98 ,93 13,74*
Mad30 ,482 2,90 ,98 13,64*
Mad31 ,404 2,65 1,01 11,24*
Mad32 ,486 2,89 ,92 12,40*
Mad36 ,547 3,34 ,84 13,50*
*p<01

Madde toplam korelasyonu; .30 ve {izerinde olan maddeler, ayirt edicilik acisindan yeterli
kabul edilirken .20'nin altindaki maddelerin 6lgekten cikartilmasi tavsiye edilmektedir (Biiyiikoztiirk,
2010; Seger, 2015). Tabloda goriildiigii gibi dlgegin diizeltilmis madde toplam korelasyonlar: ,233 ile
,614 arasinda degismektedir. Olgekteki maddelerin, madde toplam korelasyonu igin tavsiye edilen .20

degerini sagladig1 goriilmiistiir (Sencan, 2005).

Olgekte yer alan her bir maddenin, agir1 ugtaki iki grubu (alt ve iist %271lik gruplar)
birbirinden agikca ayirt etmesi beklenir (Tezbasaran, 2008). Olgegin madde analizi igin toplam 6lgek
puanina gore belirlenen alt ve iist %27’lik gruplar karsilagtirilmistir. Alt (n=124) ve {iist (n=124)
gruplarin madde puanlarinin birbirinden anlamli sekilde farklilasip farklilasmadigini belirlemek igin
grup puanlar: t-testi ile karsilastirilmistir. T-testinden elde edilen sonuglara gore t puanlari 6,28 ile
19,83 arasinda degismekte ve bu puanlar, .01 diizeyinde istatistiksel olarak anlamlidir. Yapilan

analizler, Olgekteki biitiin maddelerin iyi diizeyde ayirt edici oldugunu gostermektedir.
Sonug

Bu calismayla ortaokul 6grencilerinin okuma i¢ motivasyonlarini belirlemede kullanilacak bir
olgek gelistirilmesi amaclanmistir. Olgek gelistirme siirecine literatiir taramasi ve madde havuzu
olusturmayla baslanmistir. Arastirmada elde edilen 6lcegin yap1 gegerligi agimlayici ve dogrulayic
faktor analizi ile incelenmistir. Ac¢imlayici faktér analizi sonucunda Olgegin 18 maddeden ve {ig

faktorden olustugu (merak, ilgi ve azim) goriilmiistiir. Olgegin ii¢ faktorlii yapisiin toplam varyansin
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%48.44'tint1 agikladigy goriilmiistiir. AFA sonucunda elde edilen modelin dogrulanip dogrulanmadig:
DFA ile smmanmistir. DFA sonucunda elde edilen modelin uyum iyiligi indeksleri, 6l¢egin yapi

gecerligini sagladigini gostermistir (x2/df=1.78, GF1=0.95, RMSEA= 0.041 ve SRMR=0.048).

Okuma i¢ motivasyonu 0lgeginin giivenirlik analizi i¢in Cronbach Alfa ve Spearman Brown
katsayilar1 kullanilmistir. Hesaplanan degerler o6lgegin yiiksek giivenirligi sahip oldugunu
gostermistir. Olgek maddelerinin ayirt edicilik diizeyleri icin diizeltmis madde toplam korelasyonu ve
%27’1ik alt-list grup karsilastirmalarina yer verilmistir. Elde edilen sonuglar, 6lgegin i¢ tutarliliginin ve
glivenirliginin yiiksek oldugunu ve maddelerin ayirt edicilik giicliniin iyi oldugunu gostermektedir.
Tim bu sonuglara bagh olarak, okuma i¢ motivasyonu ol¢eginin egitim alaninda kullanilabilecek

gecerli ve giivenilir bir 6lgme araci oldugu sdylenebilir.

“Okuma I¢ Motivasyonu Olgegi (OIMO)” 18 maddeden olusmaktadir. Olgegin merak (7
madde), ilgi (5 madde) ve azim (6 madde) olmak iizere iig alt boyutu vardir. Olgekteki maddeler, “1 =
Kesinlikle katilmiyorum”, “2 = Katilmiyorum”, “3 = Katiliyorum”, “4 = Tamamen katiliyorum”
seklinde dortlii likert olarak puanlanmaktadir. Olgekten alinabilecek en diisiik puan 18, en yiiksek
puan ise 72’dir. Olgekten alinan puanlarin yiikselmesi dgrencilerin okuma i¢ motivasyonlarmin

arttigini, diismesi ise okuma i¢ motivasyonlarinin azaldigini gostermektedir.

Bu calismada agimlayici ve dogrulayici faktor analizi ayni veri seti {izerinden yapilmistir. Bu
durum, calismanin 6nemli bir simirhiligidir. Arastirmacilar, bu ¢alismadan elde edilen teorik yapiy:
farkli 6rneklemler {izerinde tekrarlayarak karsilastirmalar yapabilir. Bu 6lgek, ortaokul dgrencilerin
okuma i¢ motivasyonlartyla okuma aliskanligr ve okudugunu anlama basarilar1 arasindaki iliskiyi
inceleyen calismalarda kullamilabilir. Olgegin kullanilmasi sonucunda elde edilecek verilerden

hareketle ortaokul 6grencilerinin okuma i¢ motivasyonlarini arttirmaya yonelik ¢alismalar yapilabilir.
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EK 1: Okuma I¢ Motivasyonu Olgegi

Bu etkinliin amaci, okumaya karsi duygu ve disiincelerinizi | g
belirlemektir. Asagida buna yonelik bazi ifadeler bulunmaktadir. 2 £
Sizden beklenen, her ciimlede yer alan diisiinceye hangi oranda % g
katildigimizi kesinlikle katilmiyorum (1), katilmiyorum (2), 5 =
katiliyorum  (3), tamamen  katiliyorum (4)  seklinde E § £
puanlamanizdir.  Verdiginiz  cevaplar  dogru-yanhs diye | o 8 g 'é
o c . . = . . o e > ]
degerlendirilmeyecektir. Onemli olan size uygun olan segenegi | = g S g
se¢cmenizdir. 5 = T‘; g
[} < < (o}
4 4 4 =
1 (M2) Cevremden duydugum ilgi ¢ekici seyler hakkinda daha | 1 2 3 4
¢cok okurum.
2 (A3) Zorlandigim kitaplar: anlamak i¢in ¢abalarim. 1 2 3
3 (M4) Okumaktan zevk aldigim favori (gozde) konularim |1 2 3
vardir.
4 (MD5) llgimi ¢eken konularda yeni bilgileri, okuyarak | 1 2 3 4
Ogrenirim.
5 (M6) llgi duydugum konularda daha ¢ok okurum. 1 2 3
6 M7) Hobilerim hakkinda daha ¢ok sey oOgrenmek igin |1 2 3
okurum.
7 (M9) Yeni seyler hakkinda bilgi edinmek bende okuma istegi | 1 2 3 4
uyandirir.
8 (130) Kitap okuyacagim zamanin gelmesini sabirsizlikla | 1 2 3 4
beklerim.
9 (M10) | Okurken 6grendigimi hissedersem daha ¢ok okumak | 1 2 3 4
isterim.
10 (A19) | Birinin bana okumam igin anlasilmasi gii¢ bir kitap | 1 2 3 4
vermesi hosuma gider.
11 (20) | Kitap  okumanin  yasantima  anlam  kattiginu | 1 2 3 4
diisiiniiyorum.
12 (21) | Bos zamanlarimda sik sik okurum. 1 2 3 4
13 (25) | Okumaya vakit ayirmak benim igin 6nemlidir. 1 2 3 4
14 (A26) | Okudugum kitaplarin zihnimi zorlamas: hosuma gider. |1 2 3 4
15 (A27) | Zor seyleri genellikle okuyarak 6grenirim. 1 2 3 4
16 (A31) | Diisiindiiren ve anlasilmas:t gli¢ kitaplar1 okumayz | 1 2 3 4
severim.
17 (A32) | Bir konuda arastirma yapiyorsam metin zor da olsa | 1 2 3 4
okurum.
18 (I36) | Okumaktan keyif alirim. 1 2 3 4
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Summary

The purpose in this study is to develop a scale which will be used in determining secondary school students’
intrinsic reading motivation. The study group is composed of 461 students who attend five different secondary
schools in Malatya city center. Exploratory (EFA) and confirmatory (CFA) factor analyses are made within the
context of the scale’s structure validity. As a result of EFA, it is seen that the scale has a three-factor (interest,
curiosity and determination) structure which has eighteen items and that these three factors explain 48.44% of
total variance regarding the scale. Compatibility goodness indexes show that the discovered structure has
perfect (x2/df=1.78, GFI=0.95, RMSEA= 0.041 ve SRMR=0.048) match. Cronbach Alfa and Spearman-Brown
values are examined within the context of the reliability studies of the scale and it is seen that the calculated
reliability coefficients are at an acceptable (a=. 85) level. The total correlation of the items revised in order to
determine the distinguishability of the items in the scale and the comparison of 27% lower-upper groups are
given place. As a result of the item analysis, it is seen that all items in the scale are highly distinguishable.
These results show that three-factor IRMS is a scale, the validity of which is high, that can be used to evaluate
the intrinsic reading motivation of secondary school students.
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Introduction

The motivation concept is explained by the concepts of incentive and motivating in the Turkish
Dictionary (TDK, 2011). According to Budak (2000, p. 211), motivation is the intrinsic stimulation
which leads the individual to perform an action and which directs the action. Motivation, according to
many researchers, is the intensity of the individual’s effort in performing a particular duty and is a
force triggering and directing human behaviors as well as providing the continuity of these behaviors

(Akbaba, 2006; Miller and Faircloth, 2009; Ryan and Deci, 2000).

Motivation is an activity which affects behaviors in various ways. The individuals’ choice in
which activity they will perform first and their decisiveness to continue these activities are affected by
motivation. According to Wigfield et al. (2012, p. 53), motivation has an important function, especially
in continuing cognitive behaviors. Reading is an activity which requires motivation since it demands

many cognitive skills.

Reading motivation is defined by Guthrie and Wigfield (2000, p. 405) as the reading process,
result and the personal objective, belief, and values of people related to the subjects. According to
Yildiz and Aktas (2015, p. 1350), reading motivation is the basic structure which affects the time the
individuals will spare for reading, their reading tendencies, the effort they will spend in reading
process; and which forms the interest and curiosity related to reading. In other words, reading
motivation is the large-scale attitudes and objectives which lead the individual to read (Conradi, Jane,
and McKenna, 2014). It can be said that reading motivation is a force that leads the individual to read
and that provides the continuity of reading; and that this force is determined by personal aims, beliefs,

and tendencies.

Researchers adopt different motivation theories related to reading motivation (Yildiz, 2013:
262). When the literature is examined, it is seen that self-determination theory (Ryan and Deci, 2000),
engagement to reading model (Guthrie and Wigfield, 2000), expectation value theory (Wigfield and
Eccles, 2000) and models depending on attitude (McKenna, 1994) are frequently used in reading
motivation. In studies where self-determination theory is focused on, intrinsic and extrinsic
motivation concepts come into prominence as related to reading motivation. According to this
approach, reading motivation is the intrinsic and extrinsic processes which lead the individual to read.
The researchers adopting expectation value theory focus on an individual’s expectation from reading
(Can I be a good reader?) and the personal duty value of reading (Will I take pleasure from reading?
Why?). According to this theory, the students who consider reading valuable withstand the

difficulties experienced during the reading process for a longer period (Wigfield and Eccles, 2000)
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Adopting different reading motivation approaches affects the factors used in the reading
motivation scales. For instance, while the reading motivation scale formed by Wigfield and Guthrie
(1997) is composed of 11 dimensions, it is seen that there are fewer dimensions in scales adopting
different approaches. According to Schiefele and Schaffer (2016, p. 222), all factors formed as related to
reading motivation in researches can be classified into two general categories as intrinsic reading

motivation and extrinsic reading motivation.

Extrinsic reading motivation expresses that the participation in the reading activity is
dependent on external factors and rewards (Ryan and Deci, 2000). Extrinsic motivation mentions the
change of the wish to read depending on reward and punishment. According to Guthrie et al. (2012, p.
4), the possibility of the fact that students, who only read to get a reward or avoid punishment,
become successful is weak. According to Yildiz (2010), the focal point of students who read as
dependent on external reasons is reward and punishment rather than reading. Many studies show
that there is a negative relation between extrinsic motivation and reading success (Schiefele, Schaffer,

Moller and Wigfield, 2012).

Intrinsic reading motivation explains how individuals focus on reading with their interests
and curiosity. It is mentioned that intrinsic motivation develops as a result of personal interest that
depends on the individual’s inner dynamics and the individual’s wish to complete an activity that
s/he has started or the participation in the activity (Sanir, 2017, p. 21 quoting from Ryan and Deci,
2000).

Intrinsic reading motivation is described as continuing reading with intrinsic objectives such
as pleasure, curiosity or personal objectives and is evaluated as a multidimensional structure
(Conradi, Jang, and McKenna, 2014, p. 154; Schiefele, Schaffner, Moller and Wigfield, 2012). Wang and
Guthrie (2004) use the dimensions of reading curiosity, reading interest and preferring the difficult for

intrinsic reading motivation.

Intrinsic reading motivation plays an important role in understanding what one reads. The
studies on reading motivation which have been made in the last twenty years show that intrinsic
reading motivation is a powerful variable which explains reading ability (Schiefele, Schaffner, Moller
and Wigfield, 2012). The readers with high intrinsic reading motivation tend to read more. These
individuals head towards reading easily and spare time for reading continuously. The individuals

whose intrinsic reading motivation is low avoid reading and cannot continue reading for a long time.

The condition that there is no intrinsic reading motivation is explained by the concepts of

avoiding reading (Wigfield and Guthrie, 1997) or amotivation in the meaning of having no motivation
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(Ryan and Deci, 2000). Avoiding reading is defined as the wish to avoid reading activity and the wish

to read as less as possible (Guthrie and Coddington, 2009).

The reading amount of the students avoiding reading and their success in understanding
what they have read decrease in time. According to Guthrie and Coddington (2009), avoidance from
reading is related to motivation structures and strategy uses negatively. It can be said that avoidance

from reading is a threat for school success.

Readers may have different characteristics according to their intrinsic reading motivations and
their way of avoidance from reading. Guthrie and Coddington (2009, p. 518) classify them into four as
being avid, averse, apathetic and ambivalent. Determining the students’ intrinsic motivation levels
and their profiles according to their avoidance from reading may contribute much to increase their
wish to read and their commitment to reading. The precautions to be taken against the students with

low intrinsic motivation may increase their commitment to reading significantly.

In many studies examining the relation between the children’s reading motivation and
reading success, the students’ beliefs in their selves, their objectives related to success, their attitude
and interest related to reading are given place. The determination of these structures serves as a guide
for teachers and experts in developing the students’ reading skills. The educators who do not realize
students’ values, objectives, beliefs, and tendencies cannot be successful in giving students reading

habit and in encouraging them to read.

It is seen in the literature that many scales have been developed in order to measure students’
reading motivations (Chapman and Tunmer, 1995; Gambrell, Palmer, Codling and Mazzoni, 1996;
Guthrie and Klauda, 2014; McKenna, Kear and Ellsworth, 1995; Schiefele and Schaffner, 2016; Wigfield
and Guthrie, 1997). It can be said that the mentioned scales are similar in terms of their content and
dimension and that they are built on four basic grounds as self-sufficiency, intrinsic motivation,

extrinsic motivation and social motivation (Ileri Aydemir and Ozturk 2013)

“Text-oriented Reading Motivation Scale” (Ileri Aydemir and Ozturk, 2013) developed by the
researchers in order to determine the reading motivation of the individuals at different age groups in
Turkey; “Reading Books Motivation Scale” (Katranci, 2015), “Being Inspired to Read Scale” (Unsal
Batam, 2015), “The Factors Inspiring Reading from the Perspective of the Student Scale” (Ulper, 2011),
“Reading Motivation Scale” (Durmus 2014; Yildiz 2010) which has been adapted to Turkish along
with measurement devices, “Reading Motivation and Engagement to Reading Scale” (Yildiz and
Aktas 2015), “Adult Reading Motivation Scale” (Yildiz, Yildirim, Ates and Cetinkaya, 2013) and
“Reading Profile” (Yildiz 2013b) are used. No scale to evaluate secondary school students’ intrinsic

motivations has been found in our country. In the “Reading Motivation” scale adapted to Turkish by

254



KEFAD Volume 20, Issue 1, April, 2019

Yildiz (2010), intrinsic motivation dimension takes place. A new scale is needed since the mentioned
scale’s validity and reliability studies are made with primary school students and the language used

in the scale is not suitable for secondary school students.

The measurement of intrinsic reading motivation which has an important place in reading
studies may contribute significantly to the process of developing students’ reading successes.
Determining students’ intrinsic reading motivations by the scales the validity and reliability of which
are high and following the motivation by measurements to be made in different times may give
educators important information. The information gathered as related to intrinsic reading motivation
may serve as a guide in developing students’ understanding what they have read and in giving them

reading habit.

The aim of this study is to develop a scale which will be used in the intrinsic reading
motivations of secondary school students. This study is considered important as it will provide a valid

and reliable scale which determines students’ intrinsic motivations towards reading in the literature.
Method
Study Group

The study group of the research is composed of 461 students who attend five different
secondary schools (Atatiirk Ortaokulu, Sadiye Unsalan Ortaokulu, Abdulkadir Eris Ortaokuly,
Cahide Nebi Ortaokulu, Hatice-Ismet Seftalicioglu Ortaokulu) which take place in Malatya city center.
The schools are determined according to the fact that they are from different socioeconomic regions
and that they can be reached easily. Of the study group composed of 461 people, 52.7% (£=243) is
female, 47.3% (f=218) is male. Of the students, 24.1 % (f=111) attend the 5th grade, 30.6% (f=141) attend
the 6th grade, 25.6% (f=118) attend the 7th grade, 19.7% (f=91) attend the 8th grade.

The Steps Followed During Scale Development Process

Forming the item pool: The development of the scale is started by forming the item pool. An item
pool of 72 items is formed by taking the items related to intrinsic motivation of the reading motivation
scales that take place in the literature (Guthrie and Klauda, 2014; Ileri Aydemir and Ozturk, 2013;
Logan, Medford and Hughes, 2011; Schiefele and Schaffner, 2016; Unsal Batum, 2015, Wang and
Guthrie, 2004; Yildiz and Aktas, 2015; Yildiz et al 2013). The English items that take place in the
formed pool are used after being adapted to Turkish. The item pool is examined by a group of three
people who are experts in Turkish Education. Attention has been paid to the fact that there is unity of

opinion among the experts while choosing the items for the draft form. In this process, some items are
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erased and some items are used after being rearranged. Finally “Intrinsic Reading Motivation Draft

Form” which is composed of 45 items is formed.

Getting the expert’s view: “Intrinsic Reading Motivation Draft Form” is examined by four experts in
the field of reading education, three experts in the field of assessment and evaluation and two experts
in the field of language. The experts are required to give each item points as not suitable (1), partly
suitable (2) and suitable (3) in terms of the item’s being suitable for secondary school students, its
relation to intrinsic reading motivation, its being correct in language and explanation. Attention is
paid to the fact that the point averages given by the experts are 2 and over. The items which are not
found suitable for the assessment purpose after the experts” evaluations are removed and a trial form

of 40 items is formed.

Pre-trial application: Pre-application has been made with 20 secondary school students in order to
control whether the items in the draft form arranged in the light of experts’ views are understood by
the students. Questions about the comprehensibility of the items are asked to the students in the pre-
trial stage. Based on students’ feedbacks some changes in language are made in the items and the scale

is made ready for the actual application.
Data Analysis

At the first stage of data analysis, lost values, normality, linearity, multiple connection and
out-lier analysis are made. In the research process, data assignment is not made for lost data. Lost data
are removed from the dataset and are not included in the analysis. Out-lire control is made in order to
examine whether dataset show normal distribution or not (Buyukozturk, 2012). For this purpose,
attention has been paid to the fact that Z points are between the range of +3 and -3 (Cokluk,
Sekercioglu and Buyukozturk, 2014). As a result of the scanning process on the data set, out-liters and

lost data (59 data) are thrown out of the data set and the process is made on the remaining 461 data.

At the second stage of the research, Kaiser-Meyer-Olin (KMO) and Barlett globalization tests
are made for data’s suitability for factor analysis. In order to determine the structural validity of the
scale, exploratory factor analysis (EFA) and primary level confirmatory factor analysis (CFA) are
made. Cronbach Alfa (a) and Spearman-Brown coefficients are used in determining the reliability
level of the scale. The total revised item correlations are examined in order to evaluate the items’ levels
of distinguishing, the item points of the upper and lower 27% groups are compared by t-test. The data
of the research are analyzed by using SPSS 21 and AMOS 23.
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Findings
Structure Validity

Structure validity is a concept related to how correctly the measurement device can measure
the abstract psychological characteristics (Cokluk, Sekercioglu, and Buyukozturk, 2014, p. 181). Factor
analysis is an important statistical means in presenting structure validity (Baykul, 2015, p. 373). In
order to determine the structural validity of IRMS, exploratory factor analysis (EFA) and primary level

confirmatory factor analysis (CFA) are applied.

Exploratory factor analysis: Exploratory factor analysis (EFA) is a technique used in determining how
many sub-dimension the items in a measurement device can be grouped under and what kind of a
relation exists among the items (Secer, 2015, p. 78). In EFA, data are evaluated in terms of being
suitable for factor analysis. It is seen that there are many coefficients on the level of 30 and over as a
result of the examination of correlation matrix. The suitability of the sample’s size for factorability is
examined by Kaiser Meyer-Olin (KMO) and Barlett globalization test. At the end of analysis, KMO
test value is obtained as 0.902; this value exceeds the recommended .60 value (Pallant, 2016, p. 201).
Barlett test value (x2=2331,771; sd=153; p=.00) is found statistically significant. The obtained values
show that data come from multi-variant normal distribution and meet the globalization hypothesis of
correlation matrix. After these proofs for the fact that the data set is suitable for factor analysis are
collected, principal components analysis is used as an estimate method in order to present the factor
structure of the scale. As Varimax upright turning method in interpreting the factors in the scale,

varimax is chosen.

In determining the items that will take place in the scale, attention has been paid to the fact
that item factor load value is at least .30 (Tabachnick and Fidell, 2015), that item common variance
value is at least .30 (Kalayci, 2010), that item total correlation value is at least .20 (Sencan, 2005), that
items are not cyclical (that the difference between the load values of items that take place in more than
one factor is at least .10), that self-value is greater than 1 for factors and that the item loaded to each
factor is consistent in terms of meaning and content. As a result of analysis, items 1, 8, 11, 12, 13, 14,
15, 16, 17, 18, 22, 23, 24, 28, 29, 33, 34, 35, 37, 38, 39 and 40 which do not meet the above criteria are

removed. Analysis is continued depending on the remaining 18 items.

The factor number in the scale is theoretically determined as three before the research. The
three-factor structure of the scale is examined by scree plot. Scree plot is a graph used in deciding the
factor number of the scale (Cokluk, Sekercioglu and Buyukozturk, 2014, p. 192). The below scree plot

presents proof for the three-factor structure of the scale.
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Scree Plot
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Figure 1-Scree plot

As seen in the scree plot in Figure 1, the slope makes plato starting from the 3rd point. The graph
presents proof to take cutting point as 3 for factor number. As a result of the principal components
analysis made in order to determine the factor number, it is seen that items gather under three factors
and explain 48.44% of total variance regarding the scale. The fact that total variance rate explained in
the social sciences exceeds 40% is considered sufficient (Buyukozturk, 2012; Tavsancil, 2014). The
common factor variance belonging to items and the item load values obtained after varimax turning,

which are obtained as a result of factor analysis, are shown in Table 1.

Table 1. Intrinsic reading motivation scale exploratory factor analysis results

Item No Common Factor Variance Load Values after Turning

M5 .507 699

M 10 .533 .697

M6 453 .661

M7 410 .610

M9 442 .576

M2 376 572

M4 .339 .530

M 25 .636 740

M21 .629 725

M 36 .595 699

M 30 541 .684

M 20 512 .581

M 31 .592 761
M19 .549 .735
M 26 493 .690
M 32 .394 .503
M3 .336 464
M 27 382 440
Self-Value (Total= 8.71) 5.61 1.89 1.21
Explained variance (Total=48.44) %31.18  %10.53 %6.72

258



KEFAD Volume 20, Issue 1, April, 2019

When Table 1 is examined, it is seen that factor load values of the times range from .44 to .76
and item common factor variance ranges from .336 to .636. It is determined that the self-value of
curiosity factor is 5.61 and its variance explanation rate 31.18%, the self-value of interest factor is 1.89
and its variance explanation rate is 10.53 %, the self-value of determination factor is 1.21 and its

variance explanation rate is 6.72%.

Confirmatory factor analysis: CFA is performed in order to determine whether the scale has a
structure composed of three factors. A relation, which has been determined among the variables
before, is tested (Buyukozturk, 2012, p. 123). While testing the model which has been formed by CFA,
“t” values of the model are first examined and it is seen that the smallest t value is 6.73. The fact that
parameters exceed 2.56 shows that “t” values are significant at the level of .01 (Cokluk, Sekercioglu
and Buyukozturk, 2014, p. 304). In the case when there is no problem in terms of “T” values, attention
has been paid to the fact that specifically error variances are not high and that standardized factor
load values have at least .30 load value (Secer, 2013, p. 149). It is seen that factor range values range
from .34 to .74 (Figure 2). Finally, the scale’s compatibility indexes regarding the model tested by CFA
are examined and the necessary modifications required by the program to improve these indexes are

made. The compatibility index values obtained as a result of CFA are presented in Table 2.

Table 2. Compatibility goodness indexes

Compatibili Perfect Acceptable  Model 1 Model 2 Result

ty indexes match (Modification)

x2/df <2 2-3 2.33 1.78 Perfect Match
GFI >.95 >.90 .93 .95 Perfect Match
AGFI >.90 >.85 .90 93 Perfect Match
CFI >.95 >.90 92 .95 Perfect Match
NFI 295 290 .87 90 Acceptable
NNFI >.95 >.90 .90 .95 Perfect Match
IFI >.95 >.90 92 .95 Perfect Match
RMSEA <.05 <.08 .053 .041 Perfect Match
SRMR <.05 <.10 .060 .048 Perfect Match

(Source: Cokluk et al. 2014; Meydan and Sesen, 2015; Stimer, 2000; Tabachnick and Fidell, 2015).

It is seen in the table that most of compatibility indexes obtained in Model 1 are at the level of
perfect match. Model 2 is obtained by the modifications that the program suggests in order to increase
the compatibility of indexes which are at the level of “acceptable”. CFA is made again by relating the
error variances of the items which take place under the same factor(6 and 7; 31 and 19; 31 and 26)
within the framework of modifications suggested by the program. According to renewed CFA, almost
all of the compatibility goodness index values show compatibility at the level of perfect match (Table

2). The Path diagram obtained as a result of CFA is presented in Figure 2:
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75

Figure 2. Path diagram

The factor loads regarding the three dimensional model obtained as a result of CFA are given

in Figure 2. As it can be seen in Figure 2, the item factor loads range from .34 to .75.
The Reliability Analysis of the Scale

Cronbach Alfa (a) and Spearman Brown coefficients are calculated in order to determine the

reliability level of IRMS.

Table 3. Information regarding the reliability of IRMS

Factors Item number Internal Two halves reliability
consistency

Curiosity 7 77 .79

Interest 5 .80 .81

Determination 6 72 73

Scale total 18 .85 .76

The results obtained in Table 3 shows that the internal consistency and two halves reliability
of the scale are high. It is necessary that the items in the scale be analyzed in order to form a scale with
desired features (validity, reliability, practicality (Tekindal, 2015, p. 53). In order to determine whether
the items which take place in IRMS have the desired characteristics, item distinguishing level and the
revised item total correlations are calculated. The findings about the item analysis of the scale are

presented in Table 4:
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Table 4. Item analysis of the scale

Item No Revised item total Average Ss. Upper %27- Lower %27 t
correlation

Item2 435 2,98 ,82 10,32%
Item3 ,448 2,90 ,94 12,61*
Item4 415 3,33 ,87 9,87%
Item5 ,460 3,26 ,78 11,45%
Item6 432 3,44 73 10,45*
Item?7 /451 2,92 ,89 10,81%
Item9 ,529 3,23 ,82 13,56*
Item10 514 3,38 79 12,92*
Item19 ,233 2,36 1,10 6,28*
Item20 ,576 3,27 ,83 15,00%
Item21 ,614 3,08 ,90 19,83*
Item25 ,575 3,14 ,87 15,56*
Item26 ,383 2,62 1,05 10,65*
Item27 ,513 2,98 ,93 13,74*
Item30 /482 2,90 ,98 13,64*
Item31 ,404 2,65 1,01 11,24*
Item32 ,486 2,89 ,92 12,40*
Item36 ,547 3,34 ,84 13,50*
*p<01

Item total correlation; while the items at the level of .30 and higher are considered sufficient in
terms of distinguishing, it is recommended that the items under the level of .20 are excluded from the
scale (Buyukozturk, 2010; Secer, 2015). As seen in the table, the scale’s revised items total correlations
range from .233 to .644. It is seen that the items in the scale obtain the value of .20 recommended for

item total correlation (Sencan, 2005)

It is expected that each item in the scale should distinguish two groups in extreme ends (lower
and upper 27% groups) clearly (Tezbasaran, 2008). The lower and upper 27% groups determined
according to the total scale point for the item analysis of the scale are compared. In order to determine
whether item points of lower (n=124) and upper (n=124) differ from each other significantly, group
points are compared by t-test. According to the results obtained by t-test, t values range from 6.28 to
19.83 and these points are statistically significant at the level of .01. The performed analysis show that

all items in the scale are distinguishing at a satisfactory level.
Conclusion

It is aimed in this study to develop a scale to be used in determining the secondary school
students’ intrinsic reading motivations. The scale development process is begun by the literature
review and the formation of item pool. The structure validity of the scale obtained in the scale is
examined by exploratory and confirmatory factor analysis. As a result of exploratory factor analysis, it

is seen that the scale is composed of 18 items and three factors (curiosity, interest and determination).
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It is seen that the three-factor-structure of the scale explain 48.44 % of total variance. It is checked by
CFA if the model obtained as a result of EFA is verified or not. The compatibility goodness indexes of
the model obtained as a result of CFA show that the scale provide structure validity (x2/df=1.78,
GFI=0.95, RMSEA=0.041 ve SRMR=0.048).

Cronbach Alfa and Spearman-Brown coefficients are used for the reliability analysis of the
intrinsic reading motivation scale. The calculated values show that the scale has high reliability. For
the distinguishing levels of the scale items, revised item-total correlation and the comparison of 27%
upper-lower groups are given place. The obtained results show that the internal consistency and
reliability of the scale are high; and these items show that distinguishing power of items is good. In
the light of all these results, it can be said that the intrinsic reading motivation scale is a valid and

reliable scale that can be used in education.

“Intrinsic Reading Motivation Scale (IRMS)” is composed of 18 items. The scale has three sub-
dimensions as curiosity (7 items), interest (5 items) and determination (6 items). The items in the scale
are pointed in quartet likert as “1=I definitely disagree”, “2=I disagree”, “3=I agree”, “4=I totally
agree”. The least point that can be taken is 18 and the highest point is 72. The increase in the points
taken from the scale shows that the students” intrinsic reading motivation increases and the decrease

shows that their intrinsic reading motivation decreases.

In this study, exploratory and confirmatory factor analyses are made on the same set of data.
This condition is an important restriction of the study. Researchers may make comparisons by
applying the theoretical structure obtained in this study to different samples. This scale can be used in
studies which examine the relationship between the secondary school students’ intrinsic reading
motivations and their reading habits and their success in understanding what they have read. In the
light of data to be obtained as a result of using the scale, studies to increase secondary school students’

intrinsic reading motivations can be made.
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Attachment 1: Intrinsic Reading Motivation Scale

The aim of this activity is to determine your feelings and thoughts
about reading. There are some statements about this below. What
you are required is to give points to each sentence, which will show
to what degree that you agree; I definitely disagree (1), I disagree
(2), I agree (3), I totally agree (4). Your answers will not be
evaluated as true and false. The important point is that you choose

I definitely disagree
I disagree

I agree

I totally agree

the option that suits you.

1 (M2) I read more about interesting things which I hear about
in my circle.

2 (M3) I spend effort to understand the books which are hard

for me.

3 (M4) There are favourite subjects that I take pleasure in
reading.

4 (M5) I learn new information on topics that take my interest
by reading.

5 (M6) I read more about the subjects I am interested in.

6 (M7) I read in order to learn more about my hobbies.

7 (M9) Getting information about new things gives me wish to
read.

8 (M30) | I wait for the time when I will read with impatience.

9 (M10) | IfI feel that I learn while reading, I want to read more.

10 (M19) | The fact that someone gives me a hard book to read
appeals to me.

11 (M20) | I think reading gives meaning to my life.

12 (M21) | I often read in my free times.

13 (M25) | Sparing time for reading is important for me.

15 (M27) | I generally learn difficult things by reading.

16 (M31) | Ilike thought-provoking and hard-to-understand books.

(
(
(
14 (M26) | Ilike the fact that the books I read force my mind.
(
(
(

17 (M32) | If I am making a research on a subject, I read the text
even if it is difficult.

18 (M36) | I take pleasure from reading.
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