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Abstract

Student teachers’ desire to learn is affected by a variety of motivational factors. In this study, the effect of
some internal and external variables on Academic Intrinsic Motivation (AIM) was explored. First, the validity and
reliability of the scale of AIM was determined, then the effect on AIM of variables such as grade levels, academic
grade point averages, learning environments, and the desire to be a teacher were examined. The research was
carried out with 780 student teachers in the fall semester of 2012-13, and a survey model was used for the study.
The AIM scale and personal information forms were used to collect data. In order to determine the construct
validity of the AIM scale, item analysis, as well as exploratory and confirmatory factor analysis methods, were
employed, respectively. In the second phase of the study, descriptive statistics, independent sample t-tests,
and one-way analysis of variance (ANOVA] techniques were used for the independent variables. Also, logistic
regression analysis was used to compare the variable of student teachers’ desire to be a teacher and their
AIM. Results revealed that the AIM scale was comprised of four sub-scales, including a need for achievement,
social acceptance, a fear of failure, and mastery. Additionally, the scale was found to be valid and reliable.
Furthermore, significant differences were found between student teachers” AIM and their academic grade point
averages, grade levels and their desires to be a teacher. Finally, the study found that student teachers who have
medium and high-level AIM have a high likelihood of practicing teaching as a profession in the future.
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Motivation is a factor of prime importance in
piquing interest,
to actively participate in lessons, and enabling
them to be constructive, creative, and productive
individuals. In a general sense, motivation is a

students’ encouraging them

propellant power that emerges with the desire and
effort of students, driving them to reach a certain
object or condition, and a process that starts,
sustains and directs mental and physical activity
(Budak, 2009; Eren, 2008; Pintrich, 2003; Pintrich
& Schunk, 2002; Woolfolk, 1998). Dérnyei (2009)

emphasized that even if individuals have a great
quality of learning skills, they will not be able to
reach long-term targets without motivation.

Several theories have been developed to explain
the concept of motivation. These theories are
categorized into two main groups: content and
process theories (Kogel, 2003; Tagtan, 2005).
Additionally, there are several motivational theories
such as behavioral, cognitive, humanistic, and
social cognitive theories that mainly seek to explain
the formation of learning (Akbaba, 2006; Yazici,
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2009). All these theories explaining the motivation
have different impacts on human behaviors (Deci,
Ryan & Williams, 1996; Glynn, Taasoobshirazi
& Brickman, 2009; Nowruzi Khiabani & Nafissi,
2010). Impacts such as the different characteristics
of each individual, environmental factors, former
life experiences, self- perception, and physical
environment affect motivation (Barrett, Patock-
Peckham, Hutchinson & Nagoshi, 2005). These
factors are classified as intrinsic or extrinsic (Duy,
2011). In intrinsic motivation, the individual
develops behaviors aimed at his own intrinsic needs.
On the other hand, extrinsic motivation emerges
with extrinsic effects rather than focusing on the
action being taken (Akbaba, 2006; Onaran, 1981;
Vallerand et al., 1992; Woolfolk, 1998). According
to some studies, internally motivated students are
more successful than externally motivated students
(Balaban Sali, 2002; Henderson-King & Smith,
2006; Lin, McKeachie, & Kim, 2003). However,
the concept of motivation was examined by some
researchers on a line from external to internal
by grounding autonomy in the behaviors of the
individual (Baltas, 2002; Gagne & Deci, 2005; Kart
& Gildi, 2008), thus, it is not possible to consider
the two types of motivation independently from
one another (Moore, 2001; Yildirim, 2007).

Even though motivation is approached from
different, lower dimensions in content theories
explaining human needs, it is clear that these
dimensions have a similar content. These
dimensions generally include a need for success,
a fear of failure, a need for social acceptance, and
mastery (Bentley, 2003; Ciiceloglu, 1992; Erdem,
1997; Eren, 2009; Jacobsen, Eggen, & Kauchak, 2002;
Kogel, 2005; Oztiirk, 2006; Wentzel & Wigfield,
1998). In terms of education, students will be able
to enjoy their activities, have an increased interest
in work, and better success at problem solving only
when these needs are met, and consequently, a high
academic motivation is produced in the process of
learning (Martin, Marsh, & Debus, 2001; Pressley et
al,, 1992; Schunk, 2009). According to researchers,
academic motivation is a more specific concept
and involves cognitive, behavioral, and affective
training factors such as creative thinking and
learning skills, students™ satisfaction with school,
and their performance in doing homework (Deci
& Ryan, 2000; Vallerand, Pelletier & Koestner,
2008; Vallerand et al,, 1992). In the process of
learning, academic motivation is understood as
what stimulates and sustains certain behavior. In
this context, it is necessary to determine the factors
affecting individuals’ behavior to explain the actual

reasons for behavior, and to understand what factors
would motivate individuals in order to make a
contribution to their learning development (Giiney,
2000). According to the literature, factors such as
gender, academic success, studying environment,
and peer relations, as well as the requirements and
expectations of authorities such as teachers and
parents, affect the academic motivation of students
(Aktiirk, 2012; Cabi, 2009; Ceylan, 2003; Ertem,
2006; Horowitz, 2009; Jurisevic, Glazar, Pucko &
Devetak, 2008; Mullis, Martin, Fierros, Goldberg
& Stemler, 2000; Painter, 2011). It is important to
note that the number of studies concerning the
academic motivations of student teachers and their
teaching desires is very limited (Acat & Yenilmez,
2004; Sinclair, 2008).

Aim of the Research

The main aim of this research was to reveal examine
how intrinsic and extrinsic factors such as the
learning environments, characteristics, and teaching
desires of student teachers affected their motivation
to learn, as well as to determine how accurately
their AIM classified their teaching desire. In this
study, sub-dimensions for the validity study of the
AIM scale developed by Shia (1998) were primarily
determined with exploratory factor analysis
(EFA). Additionally, the applicability of the sub-
dimensions for the Turkish culture was reconsidered
and an adaptation study was conducted through
confirmatory factor analysis (CFA). The study also
aimed to research the relationship between student
teachers who were specifically training in faculties
of education, and the factors affecting their AIM,
as well as to predict how accurately their teaching
desires were classified by their AIMs.

Method
Research Model

The first phase of the research involved determining
the structural validity and reliability of the AIM scale
developed by Shia (1998). The second phase of the
research employed a survey model that determined
the relationships between AIM and learning
environments, characteristics, teaching desires.

Participants of the Research

Participants of the research consisted of 780 student
teachers training in different departments at Dokuz
Eylul University in the fall semester of the school

25‘L



EDUCATIONAL SCIENCES: THEORY & PRACTICE

year 2012-13. The same study group took part in
the validity and reliability analyses of the AIM
scale and the relationship between AIM levels and
the factors that were specified in the participants’
personal information form.

Data Collection Tools

The AIM scale developed by Shia (1998) and
personal information forms were used as data
collection tools in this research. Being a seven point
Likert type scale, the AIM scale typically includes a
total of 59 items. The AIM scale, after being tested
in terms of validity and reliability in the second
phase of the research, was conducted as 23 items
and 4 sub-dimensions in this study. Personal
information forms were prepared by researchers
to obtain personal information from participants,
and asked participants about variables such as their
class levels, academic grade-point averages, study
environments, and teaching desires.

Data Analysis

The AIM scale was tested in terms of validity and
reliability in the first phase of the research. In
order to conduct the structural validity test, the
total score correlation of each item was measured
and an item analysis was performed on the scale.
Following the item analysis, the EFA was applied
to the remaining items, and the factor numbers of
the scale were determined. An adaptation study
was conducted by applying the CFA to the scale for
which factor numbers were determined. Cronbach’s
alpha (a) reliability coefficients were calculated for
the reliability of the scale. In the second phase of
the research descriptive statistics the independent
sample t-test, and one-way analysis of variance
(ANOVA) were used for independent variables of
the study. Additionally, logistic regression analysis
was used to compare between the variables of
teaching desire and AIM. SPSS 15.00 and LISREL
8.71 statistics programs were used for the statistical
analyses that were conducted during the research.

Results

Findings Regarding the Validity of the Academic
Intrinsic Motivation Scale

When applying the AIM scale, special attention
should be paid to features such as the scale format,
application conditions, and language, all of which
might affect the meaning and interpretation of
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(American Educational Research
Association, American Psychological Association,
National Council on Measurement in Education,
1998). Thus, the items in the original English
format of the AIM scale were examined by experts
working in the Department of English Education
and Turkish Education and translated into Turkish.

scale items

EFA was first applied to determine which factors
included the AIM scale items of Shia (1998) and
then CFA was applied to adapt it to our own culture.
Before the factor analysis, the premises required
for validity studies of the scale were tested and it
was determined that the study sample size was
sufficient, it met the normality hypothesis, there
were no multiple and single outliers, and there were
no lost or extreme values (Cokluk, Sekercioglu &
Biiytikoztiirk, 2010; Tabachnick & Fidell, 2001). Item-
total score correlations of all items on the scale were
also examined before the EFA and 18 items with a
correlation coefficient lower than 0.20 were excluded
from the scale. After these items were excluded, it was
determined that there was no significant difference
between upper and lower group averages of the
remaining items as a result of the independent t-test
analysis (t= -35.593; p=0.000). According to these
results, the EFA application that aimed to examine
structural validity was performed on the remaining
41 items. Considering the factor numbers necessary
to meet the premises that were required for validity
studies of the scale, it was observed that the scale of 41
items involved 10 factors with an eigenvalue greater
than one. As a result of the analysis, factors with an
eigenvalue of one and above were accepted as stable
in determining the factor number (Pedhazur &
Pedhazur Schmelkin, 1991 as cited in Cokluk et al.,
2010). Accordingly, the scale was determined to have
four factors based on a scree-plot diagram. In Shia’s
(1998) original AIM scale which was not tested in
terms of structural validity, the factor number was
six. Facione, Facione and Giancarlo (1998) indicated
that both the factor structure and each item could
differ when the scale development was applied in
different cultures. In order to clearly determine the
factor numbers and in which factors the items were
involved, Varimax rotation was performed on scale
items. As a result of this analysis, some items were
excluded from the scale as they were observed to
have factor loads lower than 0.32, andcould not be
accepted. Some items were determined to be found
in various factors. As a result of all EFA analyses, 10
overlapping items (1, 11, 19, 27, 30, 35, 39, 45, 49
and 51) and six items that were not involved in the
scale (5, 13, 18, 28, 42 and 53) were excluded. The
factor structure, which was determined as a result of
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examining the factors comprising the 23-item AIM
scale, as well as the items in these factors, was observed
to be a bit different from the original scale. It was
observed that the items of “authority expectation” and
“peer relations” were collected under the same factor
on the scale and consequently, the two factors were
combined. In both factors, the individual takes the
views and thoughts of other people into account (Acat
& Yenilmez, 2004; Aktiirk, 2012; Kogel, 2003; Simsek,
1999). With a thorough consideration of scholarly
work by Nisbett, Peng, Choi & Norenzayan (2001)
and Yeh (2002), these two sub-factors that could be
considered complementary to one another were
combined by the researcher under “social acceptance’”.
Social acceptance includes the views and thoughts
of other people about the individual (Ben-David &
Leichtentritt, 1999; Oztiirk, 2006; Sahin, 2003; Yiincii,
Yildiz, Kesebir, Altintoprak & Coskunol, 2005). As a
result of the analyses conducted for the 23 items of the
AIM scale, it was determined that the acquired factors
had high factor loading values and that their variance
rates were 10.644%; 12.824%; 7.978% and 8.790%. On
the other hand, the total variance explained by all four
factors was 40.236%. The variance rate of 40% and
60% explained in multi-factor patterns are considered
sufficient (Biiytikoztirk, 2007; Tavsancil, 2005). It
could also be asserted that, within this context, the
contribution of four factors to the total variance is
sufficient. Finally, according to the results of the EFA
that was conducted, the KMO value of the scale was
0.824, which could be considered an acceptable value.
Furthermore, considering the results of Bartlett’s
test of sphericity, the acquired chi-square value was
observed to be significant (y* =3604.576; sd=253; p<
0.050). The fact that the KMO value was greater than
0.60 and that Bartlett’s test of sphericity was significant
shows that the data were suitable for the factor
analysis (Biytikoztirk, 2002, 2011). Accordingly,
it was accepted that the data were derived from the
multivariate normal distribution.

To evaluate whether or not the four-factor structure
determined after the EFA was suitable for the data, a
CFA was performed with the data obtained from the
AIM scale pilot study. The modification results were
examined, as well as fit indexes for the four-factor
structure. It is required that the t value is significant,
error variances are low, and explained variance is high
in order to enable each item to explain its factor in this
analysis, conducted within the scope of the structural
equation model (Cokluk et al., 2010; $imsek, 2007).
Examining the model that was presented according to
the first CFA, it was primarily determined that t values
of each item were significant and error variances were
not high. Examining the goodness-of-fit indexes in

the scale according to the first CFA results, its rate to
x2/sd was determined as 4.443. While rates of three
and lower are accepted as good; rates up to five are
accepted as having sufficient coherence (Kline, 2005;
Stimer, 2000).Additionally, the fact that the GFI,
CFI, NNFI, AFGI and IFI values are higher than
0.90 and equal to 0.90, and that RMSEA and RMR
values are lower than 0.08, indicates that the factor
structure is coherent in general (Brown, 2006; Hooper,
Coughlan, & Mullen, 2008; Joreskog & S6rbom, 1993;
Thompson, 2004). Accordingly, it was determined that
the coherence values, except for the coherence value of
GFI goodness, were low as a result of the first analysis
in DFA and thus, DFA modification suggestions
were examined. It was observed that the rate of x2 /
sd decreased after conducting the modification and
repeating the analysis, and it was determined that
other coherence goodness indexes gained values of
0.90 and above and met the standard values. Only the
AGFI value was found to be below 0.90. Since AGFI
is sensitive to the sample size and factor loadings, it
could produce lower values in smaller samples and
lower factor loadings (Shevlin & Miles, 1998). Based
on the above, the items in question show coherence
with the four-factor structure and the model shows a
sufficient coherence.

Reliability Studies of the AIM Scale

Reliability studies of the scale were examined by using
internal consistency coefficients. In order to do this,
reliability coefficients of the Cronbach’s alpha (a)
in the total scale were calculated. The fact that this
coefficient remained between 0.60-0.80 proves that
the scale is highly reliable and homogeneous, and
there is homogeneity between the scale items (Alpar,
2003; Kayis, 2006; Tezbasaran, 1996). Considering
the reliability coefficients of the sub-factors of the
AIM scale, it was determined that above mentioned
condition was met and the reliability coefficient of the
scale was 0.769.

Findings Regarding the Demographic Features of
Participants

In this research, the independent variables that were
assumed to possibly affect the AIM of participants
were examined descriptively. Academic grade-point
averages were examined in six different groups
according to the scale 4 ECTS. While the highest
percentage of the academic grade point averages
was observed in student teachers with a grade-point
average of 2.0-2.5 (35.0%), the lowest percentage
was observed in student teachers with a grade-point

-
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average of 3.5-4.0 (3.1%). A significant difference
was found between the total score averages of AIMs
of student teachers with the lowest academic grade-
point average (“below 1.8”) and the score averages
of AIMs of student teachers with higher grade-point
averages. It was also concluded that the variable of
one’s study environment, initially thought to have an
effect upon AIM as an extrinsic factor in terms of
physical conditions, did not display a significant effect
on the total motivation scores. As for the effect of class
level on student teachers” AIM, it was observed that
student teachers at the first grade level had the highest
AIM score. Generally, this score showed a gradual
decline from the first grade level towards higher class
levels. Additionally, score averages of participants’
AIMs showed a significant difference according to
their teaching desire. Student teachers who desired to
teach had higher AIM scores compared to those who
did not desire to teach.

Findings Regarding the Logistic Regression
Analysis

The estimation of the likelihood of student teachers
pursuing their desire to teach the accuracy levels of
student teachers according to their AIM scores was
obtained with logistic regression analysis, which was
used to explain the cause-effect relation between the
dependent and independent variables (Mertler &
Vannatta, 2005). This study estimated the realization
probability of student teachers, which constituted
the continuous variable, regarding their desire to be
a teacher, which constituted the categorical variable,
according to their AIM scores. A logistic regression
analysis, which estimated the probability for the
realization of one of the values to be gained by the
dependent variable, was used in the study. While
the dependent variable being used in this study is
supposed to gain categorical values, the independent
variable might gain either categorical or continuous
values (Agresti, 1996; Isigicok, 2003). The principal
focus of this analysis is to form a regression equation
to be used in estimating the group of individuals with
minimum error (Cokluk et al., 2010; Tathdil, 2002).
The effect of a variable upon the dependent variable is
determined as the probability (Hosmer & Lemeshow
2000; Ozdamar, 2002; Ozdemir, 2010). In our study,
the logistic regression analysis was applied to the
teaching desires of participants and the factors of the
AIM scale (Need of Success, Social Acceptance, Fear of
Failure and Mastery). In the logistic regression model,
it was determined that motivational factors other than
the fear of failure had an effect upon the probable
variables (factors) that were thought to be related

-

with teaching desire, which is a dependent variable,
at a significance level of 0.050 in univariate logistic
regression results. In the study, the odds value of each
factor that was involved in the model was greater than
one, which increased the probability of participants
being a teacher as much as their coefficients (Field,
2005). As a result of the Hosmer and Lemeshow tests
that were aimed at the validity of the model, the chi-
square value was calculated as 6.773 and the p value
was 0.561. This model concluded that, regarding the
findings based on 780 participants, it was estimated
that AIM factors had an effect upon the teaching
desires of participants at an accuracy rate of 72.2%.
As a result of this analysis, 185 student teachers who
did not desire to be a teacher were classified wrongly
in the voluntary group and 32 student teachers who
desired to be a teacher were classified wrongly in the
involuntary group. Considering these estimation rates,
student teachers who did not desire to be a teacher
were estimated at an accuracy rate of 19.9% and
those who desired to be a teacher were estimated at
an accuracy rate of 94.2%. Accordingly, it is estimated
that a student teacher with an average AIM score
shows a teaching desire at a probability rate of 76.7%.

Discussion and Conclusion

Depending on individual needs, the sources of
AIM might vary according to condition, time,
and social values. The literature provides valid
and reliable intrinsic motivation scales measuring
academic motivation, in addition to intrinsic and
extrinsic motivation scales concerning the process of
learning (Giivendik, 2010; Pintrich, Smith, Garcia,
& MacKeachie, 1991; Tuan, Chin, & Shieh, 2005;
Vallerand et al., 1992). The difference between Shia’s
(1998) AIM scale f and other scales is that it involves
different sub-dimensions of intrinsic and extrinsic
motivation. According to Shias suggestion, the
validity and reliability of the AIM scale were tested in
this study, and the scale was finalized. Following the
EFA that was performed for the AIM scale, which
originally involves 59 items and 6 sub-dimensions,
23 items were retained. The remaining scale items
were collected under four sub-dimensions as the
Need of Success, Social Acceptance, Fear of Failure and
Mastery. Furthermore, the adaptation study of the
scale was performed by applying a CFA on 23 items
under four sub-dimensions, and it was found to be
suitable for the Turkish culture. Finally, a reliability
analysis was performed on the whole scale and it was
determined that items in the scale were consistent
with one another and consequently, the 23-item
AIM scale was reliable.
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In some educational research, it was observed that
students training in an intense program had higher
intrinsic motivations compared to other students
(Anastasi, 2007; Bahl & Black, 2011; Ho & Polonsky,
2009; Scott, 1994; Young, 2005) and an increase was
observed in the motivation as the class level increased
(Alugdibi & Ekici, 2012; Eymur & Geban, 2011;
Giirsimgek, 2002). According to the findings of this
study, a decrease was observed in the AIMs of student
teachers as their class level increased. A different way
of looking at this might be that the ages of student
teachers increase as their class level increases, and
according to the results of some educational studies, a
decrease was observed in the AIMs of students as they
aged (Hegarty, 2010).

Many studies on motivation and academic success
show that motivation is positively related to learning
results (Andrew & Vialle, 1998; Brophy, 1998;
Jacobsen et al., 2002; Lee, Luchini, Michael, Norris
& Soloway, 2004; Pajares, 1996; Pintrich, Marx, &
Boyle, 1993; Schunk, 1991; Ural Aslan, 2009; Zusho,
Pintrich, & Coppalo, 2003). In this study, the findings
obtained from comparisons between the academic
grade-point averages and AIMs of student teachers
support this statement. Parallel to these results, other
scholarly research shows that students with high
grade-point averages would have high academic
intrinsic motivation, as well (Eymur & Geban, 2011;
Karsenti & Thibert, 1994).

There was no effect of having an academic study
environment and the AIMs of student teachers in
this study. Other scholarly studies have asserted
that students without such motivating physical
conditions will have lower academic success
(Altinkurt, 2008; Bahar & Aydin, 2002; Balta,
2002; Giilcan, Kustepeli, & Aldemir, 2002; Keser
& Saribay, 2007; Memduhoglu & Tanhan, 2006;
Topgu & Uzundumlu, 2012). Even though this
contradicts the present research’s finding that study
environment, which is an extrinsic factors, does not
affect motivation, this might be caused by personal
differences of student teachers. It is concluded that
there is a need for further research of this aspect.

According to the study findings, the difference
between the AIM scores of student teachers who
desire to be a teacher and the scores of those who do
not desire to be a teacher was statistically significant.
As a consequence, it is determined that student
teachers who desire to be a teacher have high AIMs.

According to the results of the logistic regression
analysis that was conducted between the sub-
factors of AIM and the teaching desires of student
teachers, it was observed that the state of desiring

and not desiring to teach was moderate (74.2%).
Additionally, while the most important variable
predicting teaching desire was the factor of
mastery, the prediction level of the fear of failure
was not found to be statistically significant. In the
literature, it is indicated that students with a high
intrinsic motivation feel themselves to be sufficient
and competent while doing an activity, which
might increase their performance (Amabile, 1997;
Wigfield & Eccles, 2000). That the fear of failure is
not an important predictor of AIM in the present
study might be due to the fact that student teachers
do not have high anxiety concerning this subject.
Other research has shown that student teachers
expecting high levels of failure had high levels of
anxiety, which decreased their beliefs on their
competence, motivation and success (Ciiceloglu,
1992; Ekenel, 2005; Moore, 2001).

According to the findings that were obtained from the
logistic regression equation in this study; it is predicted
that a student training at a faculty of education with a
moderate-level AIM will pursue his or her job in the
future at a probability of 76.7%. On the other hand, it
could be asserted that a student teacher with a higher
AIM will pursue this job with a higher probability. It is
asserted that AIM displays a positive effect on the views
of students training at faculties of education regarding
the pursuit of their jobs. In studies on the academic
successes and intrinsic motivations of student chemistry
teachers, it is indicated that a high-level of intrinsic
motivation will make positive contributions to student
teachers for improving their teaching career and quality,
and the variables of motivation will have an important
effect upon the teaching desire and transition to the
profession (Eymur & Geban, 2011; Sinclair, Dowson,
& Mclnerney, 2006). In his study that examined
reasons for student teachers to teach, Aktiirk (2012)
similarly found that students who made statements
regarding their reasons to teach such as “this is my ideal
profession” and “T like the profession of teaching” had
higher intrinsic motivations. According to the study
results, it is necessary to focus on qualitative rather than
quantitative studies by analyzing intrinsic and extrinsic
factors affecting the AIMs of student teachers, and to
examine the effect on their intrinsic motivations based
on a detailed situation analysis. Furthermore, it is also
important to pursue studies that might raise awareness
of AIM in order to make a contribution to the teaching
desires of student teachers.
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