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Introduction

Biology teachers all around the globe are trying to find the best way 
how to get their students involved in science, motivate them and ensure 
they gain knowledge, skills, and positive attitudes toward biology at the 
same time. From the historical perspective someone can recognize continous 
experimenting with many different methods, forms, strategies, technologies, 
etc. wishfully leading toward better Biology education (e.g. Michael, 2006). 
However, it seems that one of the keys to better Biology education is motiva-
tion towards both the content and the process of aquiring knowledge, skills 
and positive attitude. In order to gain knowledge about different types of 
motivation (see bellow), with the aim of making biology education better, 
tested instruments are needed to evaluate motivation before and after the 
intervention. Only then, and following the evidence provided by the test 
results, teachers and others involved in curriculum design, can introduce 
changes leading toward better knowledge and appreciation of Biology as 
an interesting discipline (Dohn, Fago, Overgaard, Madsen, & Malte, 2016), 
worth to be learned or chosen, when election is an option (Bathgate & Sc-
hunn, 2016). Hopefully, students motivated for Biology and related topics 
were more likely to show career aspirations in STEM (Science, Technology, 
Engineering and, Mathematics) as a plausible study choice and follow up 
career (Šorgo et al., 2018).

Motivation is perceived as an internal state and can be recognized as a 
psychological process determining the intensity, direction and persistence 
of learning-related behaviour. If someone is motivated, he/she is moved 
to do something (Beihler & Snowman, 1997; Ryan & Deci, 2000); therefore, 
motivation to learn is crucial for successful learning. Motivation to learn is 
linked to achievement in the subject, with self-efficacy (Bandura, 1977) be-
ing the motivational factor most related to achievement because it directly 
influences the academic goals that students set for themselves (Zimmerman, 
Bandura, & Martinez-Pons, 1992). There exists a number of studies connecting 
self-efficacy with different aspects of learning and teching biology. Lawson, 
Banks, and Logvin (2007) connected SE with reasoning ability and find positive 
correlatation; moderate correlations were established with academic perfor-
mance (Honicke & Broadbent, 2016).
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To paraphrase Glynn, Brickman, Armstrong, and Taasoobshirazi (2011), motivation to learn biology can be 
defined as an internal state that arouses, directs and sustains biology-learning behavior. The connection between 
motivation, and different aspects of teaching and learning Biology was approved in numerous studies (e.g. Dyrberg, 
Treusch, & Wiegand, 2017; Jeno, Grytnes, & Vandvik, 2017; Mahler, Großschedl, & Harms, 2017).

However, learning is not influenced only by the higher or lower levels of motivation but also by the type of 
motivation. Deci and Ryan (1985) formulated a self-determination theory distinguishing between different types 
of motivation: intrinsic and extrinsic motivation and amotivation. Additionally, extrinsic motivation consists of 
several subtypes as reviewed by Ryan and Deci (2000) who further discriminate external control and true self-
regulation. According to theory, intrinsic motivation leads to performance of an activity for satisfaction, because 
of interest, curiosity and will to explore, and is recognized as the preferred incentive for success in schoolwork. 
However, many (if not most) school activities are extrinsically motivated, or more reliably, the motivational drive 
is a combination of internal and external motives. Gagné and Deci (2005) recognized that activities that are not 
intrinsically motivating require extrinsic motivation. Extrinsic motives can be internalized, meaning that they 
can be passively and even actively accepted and integrated. In the educational context ‘it appears that intrinsic 
motivation (for active exploring and learning) becomes weaker with each advancing grade’ (Ryan & Deci, 2000, p. 
60), possibly because the extrinsic tangible rewards widely used in schools undermine internal motivation (Deci, 
Koestner, & Ryan, 2001). Ryan and Deci (2000) described the further structuring of external motivation, including 
external regulation, introjection, identification and integration. In education, motivation most of the time cannot 
be separated from the educational context and activities leading to a concept of situational motivation as moti-
vation towards the specific activity in which students are engaged ‘here and now’ (Guay, Vallerand, & Blanchard, 
2000; Vallerand, 1997). A Situation Motivational Scale consisting of four subscales - intrinsic motivation, identified 
regulation, external regulation and amotivation - was developed by Guay et al. (2000). Guay et al. (2000) also con-
cluded that situational motivation connected to a specific academic activity was related to general motivational 
orientation within the school context.

Various survey instruments - questionnaires - have been constructed to measure motivation, sometimes 
including self-efficacy as well. Table 1 shows an overview of these questionnaires.

Table 1.  A list of questionnaires used for assessment of motivation towards Biology and Science.

Authors Constructs included Subject Target group No. of 
Questions

Tuan, Chin, & Shieh, 2005 Self-efficacy, active learning strategies, 
performance goal, achievement goal, learning 
environment stimulation, science learning 
value

Science Lower secondary school 
students

35

Glynn, Taasoobshirazi, & Brickman, 
2007, 2009

Internal motivation, external motivation, per-
sonal relevance, responsibility, self – efficacy, 
anxiety

Science University students 30

Britner, 2008 Self-efficacy, self-concept, achievement goal 
orientation, science anxiety

Science Upper secondary school 
students

59

Shihusa & Keraro, 2009 Motivation to learn biology using the advanced 
organizer teaching strategy and the traditional 
methods

Biology Secondary school students 20

Ekici, 2009, 2010 Like Glynn, Taasoobshirazi, & Brickman, 
2007, 2009

Biology Upper secondary school 
students

30

Zeyer, 2010 Like Glynn, Taasoobshirazi, & Brickman, 
2007, 2009

Science Upper secondary school 
students

30

Velayutham, Aldridge, & Fraser, 2011 Learning goal orientation, taks value, self-
efficacy, self-regulation

Science Lower secondary school 
students

32

Glynn et al., 2011 Intrinsic motivation, self-determination, self-
efficacy, career motivation, grade motivation

Science University students 25

Ates & Saylan, 2015 Internal motivation, external motivation, grade 
motivation, responsibility, self-confidence, test 
anxiety

Biology University students 30
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Authors Constructs included Subject Target group No. of 
Questions

Mavrikaki, Andressa, & Dermitzaki, 
2015

self-efficacy, biology learning value, active 
learning strategies, performance goal, 
achievement goal, learning environment 
stimulation

Biology Upper secondary school 
students

34

The focus of this research was the motivation among Czech upper secondary school students for learning 
biology. The aim was to translate and adapt Science Motivation Questionnaire (SMQ) (Glynn, Taasoobshirazi, & 
Brickman, 2007, 2009) to Czech environment. In this research, the questionnaire (although originally applied to 
university students) was applied to upper secondary school students and was adapted for biology by simply chang-
ing the word Science to Biology (Ekici, 2009; Glynn et al., 2011; Zeyer, 2010). The SMQ, where the word Science was 
changed and the words Pedagogy/Didactics were used to measure the difference between motivation toward 
the science courses and the pedagogically/didactically oriented courses of prospective teachers, was used in an 
international research by Šorgo et al. (2017). Despite the existence of revised version of SMQ (Science motivation 
questionnaire II; Glynn et al., 2011) the original SMQ was chosen in this research. In the revised version of SMQ, the 
major changes of the innitial version were exclusion of the Anxiety dimension from the set of items and formation of 
three new constructs: Career motivation, Self-determination, and Grade motivation, replacing External Motivation, 
Personal Relevance, and Responsibility. In this way the questionnaire was shortened to 25 items. However, due to 
the orientation toward the students’ college science we made informed decision to retain the original version of 
the questionnaire which can be seen as more related to the original theories of Deci and Ryan (1985).

From the practical point of view, any research instrument has to balance the accuracy and length. The length 
of a questionnaire has been shown to negatively influence the number of respondents who complete it. Also the 
time spent by answering the questions positioned later in the questionnaire is shorted and the answers are more 
uniform compared to the answers positioned closer to the beginning of the questionnaire (Galesic & Bosnjak, 2009). 
Although Rolstad, Adler, and Rydén (2011) also concluded the longer the questionnaire the lower the respondent 
rates, the content of a questionnaire can have an impact as well. The trend of shortening questionnaires can be 
seen in different areas, e.g. psychology (Rammstedt & John, 2007).

Aim and Purposes of the Research

The aim of the research was to provide a validated (Czech) tool suitable for exploring the motivation of upper 
secondary school students to learn biology (adapted from Glynn et al., 2007, 2009) not only by translating it but 
with a test of validity of underlying theoretical construct.

Differences between students, based on varied characteristics and traits such as gender and residence, were 
explored but were not considered as factors in the following models. The reason does not lie in the unimportance 
of recognizing such differences; however, the aim of this research was to find a universal instrument valid for ex-
ploring motivation at the secondary school level. As is the case in majority of such studies the aim was to find a 
robust instrument for assessment of general trends and not individual differences between different strata of the 
sample (e.g. gender, enrolment in a classroom, etc.).

In conducting the research, answers to the following research questions were sought:
a)  In what ways are the constructs transferred from SMQ (Internal Motivation, External Motivation, Personal 

Relevance, Responsibility, Self – efficacy and Anxiety) to BMQ valid in the Czech version?
b) Is it possible to shorten the original questionnaire without losing too much information (if yes, how)?

Research Methodology

General Background

For this research, the quantitative approach was chosen to find the answers to the research questions. The 
constructs of the Czech version of Biology motivation questionnaire were explored using questionnaires completed 
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by Czech upper secondary school students. Exploratory factor analysis and confirmatory factor analysis were used 
to explore the construct of motivation. An alternative model was developed and described.

Sample and Sampling

The sampling was performed during the practical courses that were offered at the Department of Teaching 
and Didactics of Biology, Faculty of Science of Charles University, Prague (Czech Republic) to schools from all 
parts of the Czech Republic as a voluntary activity from 2012 to 2014. During the course, the students (groups 
of 10 – 25) were asked to take part in the research by completing the BMQ in paper and pencil format. Students 
were given basic information about the purpose of the questionnaire, as well as the information that responding 
to the questionnaire was voluntary and anonymous, and no benefits or disadvantages were foreseen for those 
who participated or those who did not. Completion of the questionnaire was supervised by the University staff. 
Typically, the task took 20 minutes. Most students (about 90%) agreed and provided a completed questionnaire.

The sample represents students accompanied with their teachers who chose practical courses offered by 
the Faculty of Science, Charles University, Prague. The sample consisted of 517 upper secondary school students 
from 20 different schools in the Czech Republic (seven from Prague, 13 from other towns from all Czech districts; 
30 % of the students were from middle size towns, 29 % from Prague and big towns and 41 % from little towns 
and villages). Only questionnaires with no missing data were used in further analysis. This sample consisted of 332 
(64%) girls and 185 (36%) boys, from year level ten (N = 53; 10%), 11 (N = 82; 16%), 12 (N = 211; 41%) and 13 (N = 
171; 33%); the students were 15 – 19 years old, and in the last four years of upper secondary school (years 10 – 13 
in the Czech Republic, after having finished nine years of compulsory education). A minority of the students were 
from Prague (N = 133; 26%) and most were from other towns (N = 384; 74%). Approximately one in five students 
attended an elective biology course (N = 106; 21%); the rest of the students (N = 411; 79%) had only compulsory 
biology lessons.

Instrument and Procedures

The construction of the new version of Biology Motivation Questionnaire (BMQ) started from 30 questions 
from the Science Motivation Questionnaire (SMQ) developed by Glynn et al. (2007, 2009). The questionnaire was 
based on a 5-point Likert scale, as follows: never (1), rarely (2), sometimes (3), usually (4), always (5). Five items 
(Table 2: 4, 6, 11, 12, and 16) are negatively coded, and were recoded to be included in statistical tests; however, 
for clarity, these are presented in Table 2 in the format as answered by respondents. In the tables, these items are 
marked with an asterisk. The initial difference between the original questionnaire and the new version was in the 
leading statement, where the word Science was replaced by the word Biology. The leading sentence is as follows: 
‘In order to better understand what you think and feel about your biology courses, please respond to each of the 
following statements from the perspective of: When I am in a (high) school biology course…’. Later in the question-
naire items, the word Science was replaced by the word Biology.

The questionnaire was translated to the Czech language by two translators proficient in both languages, 
and two university teachers of different Biological subjects in context of education. When in doubt conciliar ap-
proach was applied to find the best match between Czech translation and the original. Content validation was 
not questioned, because the intention was not to develop a questionnaire from the scratch, however sometimes 
small adjustments were necessary to accommodate differences between college and secondary school levels, and 
differences in school systems and content of the syllabi (e.g. Biology versus Science).

The initial questionnaire BMQ had six subscales following constructs as suggested by Glynn et al. (2009). The 
constructs were as follows: Internal Motivation (IM); External Motivation (EM); Personal Relevance (PR); Responsibil-
ity (RE); Self-efficacy (SE); and Anxiety (AN).

The constructs applied in the theoretical models of motivation and the factors involved in it and their theoreti-
cal base were described elsewhere (e.g. Glynn et al., 2007, 2009; Ryan & Deci, 2000; Vallerand, 1997; Vallerand et al., 
1992), they are presented only briefly here, as follows. Internal Motivation (IM): (intrinsic motivation in Introduction 
section) refers to the circumstances when an activity is done for its own sake, for the pleasure and satisfaction of 
the participant (Vallerand et al., 1992, p. 1004). As mentioned by Vallerand et al. (1992), internal motivation can be 
further divided as IM to know, IM toward accomplishments and IM to experience stimulation. External Motivation 
(EM): (extrinsic motivation in Introduction section) refers to behavior as a mean to an end, an activity ‘done in order 
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to attain some separable outcome’ (Deci & Ryan, 1985; Ryan & Deci, 2000, p. 60). Further structuring is mentioned 
in Introduction. Personal Relevance (PR): was understood as described by Glynn et al. (2007, p. 1095) as ‘relevance 
of learning science to personal goals’ e.g. future life and career. Responsibility (RE): refers to self-determination 
for learning science, in a sense of students’ belief that they have control over their learning (Glynn et al., 2007, p. 
1090). Self-efficacy (SE): was understood as defined by Bandura (1977) as an expectation of personal efficacy to 
be able to finish an activity. Self-efficacy determines the amount of effort expended, the duration of the behavior 
and therefore the achievement in the subject. Anxiety (AN): refers to assessment anxiety (Glynn et al., 2007, p. 
1090), as a debilitating tension associated with grading in science. In case the level of assessment anxiety is high, 
it hinders students’ motivation and therefore achievement (Cassady & Johnson, 2002), what can be understood as 
amotivation in a sense of Ryan and Deci (2000).

Reliability of the scale and subscales was calculated as Cronbach’s alpha. Reliability of the entire scale was 
.91, showing appropriate internal consistency. Alphas of the subscales and items are presented in Table 3 in the 
Results section.

Data Analysis

Evaluation of the BMQ and its Constructs

For evaluation of the BMQ and its underlying constructs, three plausible options were available (Figure 1). 
Models were adapted from Pekrun, Goetz, Frenzel, Barchfeld and Perry (2011). The first model is based on the 
prediction that motivation is univariate. The second model is based on the prediction that motivation follows 
discrete constructs predicted by a theory (Ryan & Deci, 2000) and applied by Glynn et al., (2007, 2009). The third 
model is based on the prediction that theoretical constructs (Glynn et al., 2007, 2009) are predictors of a single 
second order factor.

Figure 1.  Theoretical models for evaluation of BMQ (adapted from Pekrun et al., 2011). 
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Statistical Procedures

To explore construct validity of the instrument two methods were chosen: Exploratory factor analysis (EFA) and 
confirmatory factor analysis (CFA) (see Schmitt, 2011) for overview of factor analysis usage and recommendation on 
using EFA). CFA was used to determine whether the responses of the participants followed the pre-existing factor 
models for the BMQ. Principal Component Analysis (PCA) with Direct Oblimin rotation calculated with SPSS ver. 24 
was chosen, because correlation between constructs was expected. SEM analyses by use of AMOS ver. 24 package 
were performed to explore model fits. Upon discovering poor-fit for initial models, exploratory factor analysis (EFA) 
was used to develop alternative models. SEM and CFA were interchangeably used to establish the fit of the newly 
trimmed questionnaire. Only some of the key steps (initial and final models) are presented in the article, and not 
all steps in every statistical method applied (e.g. Cronbach’s alpha if item deleted, step by step improvement of the 
models by connecting error terms, and similar). The reason is to shorten the article to a reasonable length, however, 
if someone is interested in post-hoc analysis or in comparative study anonymized data are available on request.

Reliability and Validity of a Measurement Model

Models were built by use of raw data collected from 517 respondents to the BMQ. No missing data was in 
the data set. Reliability of each construct was assessed by the inspection of factor loadings on each construct and 
Cronbach’s alpha. Factor loadings with values greater than .4, and alphas above the .7 level were considered ap-
propriate for the models describing motivation and its’factors.

The Construct Validity was checked by analysing Fitness Indices as follows: RMSEA (Root Mean Square of 
Error Approximation), GFI (Goodness of Fit Index), AGFI (Adjusted Goodness of Fit), CFI (Comparative Fit Index), 
NFI (Normed Fit Index) and Chisq/df (Chi Square/Degrees of Freedom). There is no agreement among researchers 
on which fitness indices to use. Threshold values for each index were compiled from several sources (Kline, 2015; 
Šumak et al., 2017; Šumak & Šorgo, 2016). A modification procedure with correlation of error terms was used to 
improve model fit (Hooper, Coughlan, & Mullen, 2008).

SPSS 24 and AMOS 24 software were applied for calculation. Figures were created using CorelDRAW X6.

Weakness of the Research

The major weakness of the research is one shared with a majority of similar studies: every Czech student 
does not have an equal chance to be included in a sample, which is the assumption behind random sampling. 
The sample consisted of students who might not themselves have been motivated for biology; however, they had 
motivated teachers with the resources to travel to the workshops at Charles University. However, the sample used 
was sufficiently large to allow robust conclusions based on applied statistical methods. Retesting of the shortened 
version of the questionnaire on a different sample and, hopefully, random sampling, should be the next steps.

Research Results

Descriptors from the Biology Motivation Questionnaire

Students were asked to provide answers to the initial statement, as follows.
In order to better understand what you think and feel about your biology courses, please respond to each of 

the following statements from the perspective of: ‘When I am in a (high) school biology course…’
Frequencies of their answers and values of mean (M), standard deviation (SD), median (Mdn) and Mode 

(Mod) are provided in Table 2. Items J4, J6, J11, J12, and J16 (denoted by an asterisk) were reverse coded for follow 
up analyses; however, in Tables 2, 4 and 7, these are presented in the format as received from the respondents. 
Information about subscales as defined by Glynn et al. (2007, 2009), and Cronbach’s alphas for each construct are 
given in Table 3.
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Table 2.  Frequencies of answers and descriptive statistics on the Biology Motivation Questionnaire (N = 517).

No. of 
Statement Statement F1% F2% F3% F4% F5% M SD

J1 I enjoy learning biology. 13.9 44.7 24.4 10.6 6.4 2.51 1.06

J2 Biology I learn relates to my personal goals. 21.7 25.0 23.0 20.3 10.1 2.72 1.28

J3 I like to do better than the other students in biol-
ogy assessments. 58.8 19.5 12.4 5.4 3.9 1.76 1.11

J4 I am nervous about how I will do in biology 
assessments.* 14.5 18.0 28.6 21.7 17.2 3.9 1.29

J5 If I am having trouble learning biology, I try to 
figure out why. 26.1 29.8 28.0 10.8 5.2 2.39 1.14

J6 I become anxious when it is time to sit a biology 
assessment.* 17.8 33.5 25.9 12.0 10.8 2.65 1.22

J7 Achieving a good biology grade (Achieved / 
Merit / Excelence) is important to me. 39.1 34.0 18.0 6.6 2.3 1.99 1.02

J8 I put enough effort into learning biology. 29.2 40.8 17.0 9.1 3.9 2.18 1.07

J9 I use strategies that ensure I learn biology well. 8.7 20.3 31.5 24.2 15.3 3.17 1.17

J10 I expect to do as well as or better than other 
students in biology course. 30.6 40.6 19.9 7.2 9 1.7 2.09 .97

J11 I worry about failing biology assessments.* 11.4 27.3 31.3 15.1 14.9 2.95 1.22

J12 I am concerned that the other students are better 
in biology. * 20.9 27.5 22.6 15.9 13.2 2.73 1.31

J13 I think about how biology will affect my overall 
subject or certificate endorsement. 22.1 24.0 25.5 16.8 11.6 2.72 1.30

J14 Biology I learn is more important to me than the 
grades I receive. 30.6 29.0 25.3 8.9 6.2 2.31 1.17

J15 I think about how learning biology can help my 
career. 32.7 21.3 17.4 17.8 10.8 2.53 1.38

J16 I hate taking biology assessments.* 13.2 26.1 28.2 18.4 14.1 2.94 1.24

J17 It is my fault if I do not understand the biology 
ideas. 37.9 37.3 16.2 4.6 3.9 1.99 1.04

J18 I am confident I will do well on the written and 
practical biology assessments. 15.7 44.5 30.6 7.0 2.3 2.36 .91

J19 I find learning biology interesting. 34.0 31.9 21.9 6.8 5.4 2.18 1.14

J20 Biology I learn is relevant to my life. 20.9 33.5 26.3 14.1 5.2 2.49 1.13

J21 I believe I can master the knowledge and skills in 
the biology course. 22.1 45.6 25.5 5.8 5 1.0 2.18 .87

J22 Biology I learn has practical value for me. 20.7 29.4 30.6 14.1 5.2 2.54 1.12

J23 I prepare well for the biology assessments (both 
internal and external) 12.8 38.3 27.1 15.7 6.2 2.64 1.08

J24 I like biology that challenges me. 10.8 21.5 28.8 21.9 17.0 3.13 1.24

J25 I am confident I will do well in the biology as-
sessments. 13.9 38.7 35.6 9.1 2.7 2.48 .94

J26 I believe I can earn ‘excellence’ grades in the 
biology course. 10.4 26.5 30.4 16.8 15.9 3.01 1.22

J27 Understanding biology gives me a sense of 
accomplishment. 27.9 33.3 21.1 12.8 5.0 2.34 1.16

J28 I think about how learning biology can help me 
get a good job. 21.9 24.0 23.4 19.5 11.2 2.74 1.30
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J29  I think about how biology I learn will be helpful 
to me. 24.6 33.3 27.5 10.6 4.1 2.36 1.09

J30 I think about how I will use biology I learn. 21.3 33.1 29.4 10.4 5.8 2.46 1.11
Note: M mean, SD standard deviation, Mdn median

Table 3.  Subscales of the BMQ and their Cronbach’s alphas.

Subscales of BMQ Items Alphas

Internal motivation (IM): 1, 14, 19, 24, 27 .84

External motivation (EM) 3, 7, 13, 15, 28 .73 (.75 if 13 deleted)

Personal relevance (PR) 2, 20, 22, 29, 30 .89

Responsibility (RE) 5, 8, 9, 17, 23 .75 (.82 if 17 deleted)

Self-efficacy (SE) 10, 18, 21, 25, 26 .83

Anxiety (AN) 4, 6, 11, 12, 16 .66 (.72 if 16 deleted)

Whole questionnaire 1 to 30 .91

All subscales except the anxiety subscale (AN) passed the .7 threshold; however, it was possible to raise the 
alpha level of this subscale to acceptable levels by deleting one item.

From the initial calculations of Cronbach’s alphas, it can be concluded that the questionnaire and its subscales 
(constructs) can be used for studies about high school students’ motivation towards biology.

Principal Component Analysis of the BMQ

Initial checking for suitability of the matrix for factorial analyses reveals the values for the Kaiser-Meyer-Olkin 
(KMO) measure of sampling adequacy as .947 and Bartlett’s Test of Sphericity as Chi-square = 9323.24; df = 435; p 
< .0001. Principal component analysis with Oblimin rotation based on Eigenvalue > 1 criteria revealed five compo-
nents. Based on the results of the parallel analysis (Hayton, Allen, & Scarpello, 2004), only the first three components 
should be retained. However, when considering alphas, only the first, the third and the fourth component passed 
the .7 threshold. Even more, the second component had negative value of alpha. Three items (11, 18, and 6) load 
on two components, and the loading of item 9, did not exceed the .4 threshold (Table 4). When considering cor-
relations between components, a mixture of negative and positive correlations between principal components 
can be discerned (Table 5).

Table 4.  Principal component structure and item loadings of the BMQ.

No. of 
Statement Motivation PC1 PC2 PC3 PC4 PC5

J29 PR .94

J30 PR .93

J28 EM .86

J15 EM .75

J2 PR .68

J20 PR .65

J22 PR .60

J27 IM .54

J19 IM .46

J24 IM .45
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No. of 
Statement Motivation PC1 PC2 PC3 PC4 PC5

J14 IM .43

J5 RE .43

J4 AN .72

J13 EM -.66

J11 AN .66 -.42

J12 AN .64

J3 EM -.60

J7 EM -.48

J25 SE -.83

J26 SE -.77

J10 SE -.69

J21 SE -.67

J18 SE -.62 .48

J6 AN .49 -.51

J23 RE -.57

J8 RE -.51

J16 AN -.47

J1 IM .43 -.44

J9 RE

J17 RE .92

Variance 37.64 11.56 6.15 3.87 3.46

Eigenvalue 11.29 3.47 1.85 1.16 1.04

Alpha .94 -.53 .80 .79 NA
Note: Cumulative variance 62.68 %.

Table 5.  Component correlation matrix.

Component 1 2 3 4 5

1

2 -.31

3 -.33 .01

4 -.37 .11 .26

5 .26 .04 -.21 -.17

Based on the findings from the initial analyses of principal components, we concluded on the basis of the suf-
ficiently high value of Cronbach’s alpha (.91), that the initial SMQ applied as BMQ could be suitable for assessment 
of motivation towards Biology if applied as an entire instrument or a particular extracted construct. However, the 
resulting constructs from the described analysis do not follow the theoretical reasoning of the authors of the SMQ 
(Glynn et al., 2007, 2009), showing a mixture of motivational types, so we continued the SEM analysis, as follows.

CFA of initial BMQ using SEM

The procedure was repeated using all thirty items in six proposed subscales (Glynn et al., 2009), building three 
models based on SEM statistics (Figures 2, 3, 4) following Pekrum et al. (2011).
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Figure 2.  CFA diagram of Model 1.
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Figure 3.  Initial model (M2) based on a modified SMQ (Glynn et al., 2009). 

Note: (IM Internal Motivation, EM External Motivation, PR Personal Relevance, RE Responsibility, SE Self-efficacy and AN Anxiety)
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Figure 4.  Model 3 assuming that theoretical constructs are predictors of a single second-order variable. 

Note: (IM Internal Motivation, EM External Motivation, PR Personal Relevance, RE Responsibility, SE Self-efficacy and AN Anxiety)

The resulting models (M1-M3) do not fit well (Table 6) according to recommendations compiled from several 
sources (see Šumak & Šorgo, 2016).
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Table 6.  Model fit summary of the models (M1-M3) based on a modified SMQ (Glynn et al., 2009).

Fit index Recommendation M1 M2 M3

χ2 Non-significant 3260.8 1995.7 2563.1

Degrees of freedom (df) n/a 405 390 399

χ2/df < 3.00 8.05 5.02 6.4

Goodness-of-fit index (GFI) > .90 .59 .78 .69

Adjusted Goodness-of-fit index 
(AGFI) > .80 .53 .74 .65

Comparative fit index (CFI) > .90 .69 .83 .76

Root mean square error of approxi-
mation (RMSEA) < .08 .12 .09 .10

Normed fit index (NFI) > .80 .66 .80 .73

Parsimony normed fit index (PNFI) > .60 .61 .71 .67

Note: M1: One construct model; M2 = Initial model based on SMQ with six constructs (30 items); M3 = second order model

From inspection of the models (Figures 2 – 4), it was concluded that Model 2 (M2) showed the best Fit, so it 
was considered for the improvement. It can be recognized that correlations between the construct Anxiety (AN) 
and all other constructs, except Self-efficacy (SE) are negative or none in the case of internal motivation (IM). This 
finding can be attributed with considering Anxiety as Amotivation in a sense of Self Determination Theory. All 
other correlations in the model fall in the positive range. The highest value in the model (.98) is between External 
Motivation (EM) and Personal Relevance (PR), allowing us to conclude that both constructs form or are a part of 
a single factor. The same is probably true for other motivational constructs (IM, EM, PR, RE), other than SE, where 
all correlations are above the .8 level. Additionally, standardized factor loadings of some items on the proposed 
constructs are below suggested levels (Kline, 2015).

Building a Model

With the procedure ‘Alpha if item deleted’, eight variables were excluded from the initial pool, leaving us with 
22 variables considered for further analysis (Table 7). The Cronbach’s alpha for the reduced questionnaire was excel-
lent at .95. KMO at .96 and Bartlett’s Chi-square test = 7791.83; 231 df; p < .001 allowed further principal component 
analysis. Based on Eigenvalue >1, three components, explaining 63.7% of variance were extracted; however, by 
parallel analysis, only the first two components should be retained, explaining 58.5% of variance.

Table 7.  Three-component Model 1.

Motivation PC1 PC2 PC3

PR .83

PR .82

EM .81

PR .76

IM .75

PR .70

EM .69
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Motivation PC1 PC2 PC3

IM .65

PR .64

IM .62

IM .57

RE .45

SE .80

SE .75

SE .67

SE .63

AN .50

RE .72

EM .71

IM .65

RE .64

RE .63

Variance 48.80 9.66 5.26

Eigenvalue 10.74 2.11 1.16

Alpha .94 .82 .83

From the item loadings to the components (Table 7), we can conclude that only Self-efficacy (SE) forms a 
stable construct (PC2), and even the single remaining AN (J16) item ‘I hate taking biology assessments’ can be, 
by the opinions of the authors, considered as Self-efficacy, not as Anxiety, because it is more probable that it in-
dicates anger rather than fear. Personal Relevance (PR) is the main constituent of the first component (five items) 
and is combined with four items of Internal Motivation (IM), two items of External Motivation (EM), and one item 
of Responsibility (RE). Responsibility (three items) is the leading idea of the third component, accompanied with 
one item each from the IM and EM pools.

After analysis of the factor loadings on the components, we made the decision to exclude from the question-
naire the last remaining Anxiety item, therefore theoretical construct Amotivation was excluded from the model. 
With this intervention, the Cronbach’s alpha of the scale stayed the same at the .95 value. However, the explained 
variance of the matrix rose to a value of 65.04% when three components were considered and to 59.64% when 
two components were considered. All items included in the second analysis, with the excluded AN item, stayed 
in the same components; however, small differences in loadings do appear. These differences are too minor to be 
considered as important.

From the component correlation matrix (Table 8), it can be seen that the components are correlated, with 
the highest correlation between the first and the third component. These correlations allow us to speculate that 
motivation is in reality a complex mixture of theoretically predicted constructs, thus allowing further shortening 
of the instrument.
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Table 8.  Component correlation matrix.

Component 1 2

2 .36

3 .58 .22

A Three-construct model

A three-construct model, based on three components identified by EFA (PCA) analysis of the initial BMQ, 
excluding Anxiety (AN), was used as a basis for further shortening of the BMQ. By use of modification indices 
and deletion of some items in the AMOS program, we retained 14 items to be included in a new model (Table 
9, Figure 5). PCA analysis revealed a matrix structure (KMO = .940; Chi Square = 4836; df = 91; p < .001) suitable 
for proceeding with calculations. Cronbach’s alpha of the shortened instrument was .93. Based on eigenvalue > 
1, three components were extracted (for the correlations, see Table 10); however, only the first two components 
passed the stricter thresholds calculated by parallel analysis (Hayton, Allen, & Scarpello, 2004). Cronbach’s alphas 
for all three components passed the .7 threshold value, and it was not possible to raise this by deletion of any item.

Table 9.  Principal components structure and item loading of the shortened 14-item BMQ.

NNo. of 
Statement Motivation Statement PC 1 PC 2 PC 3

JJ15 EM I think about how learning biology can help my career. .91

JJ20 PR Biology I learn is relevant to my life. .87

JJ2 PR Biology I learn relates to my personal goals. .87

JJ22 PR Biology I learn has practical value for me. .84

JJ28 EM I think about how learning biology can help me get a good job. .78

JJ19 IM I find learning biology interesting. .59

JJ1 IM I enjoy learning biology. .55

JJ26 SE I believe I can earn ‘excellence’ grades in the biology course. .84

JJ10 SE I expect to do as well as or better than other students in biology course. .81

JJ21 SE I believe I can master the knowledge and skills in the biology course. .76

JJ23 RE I prepare well for the biology assessments .89

JJ9 RE I use strategies that ensure I learn biology well. .73

JJ8 RE I put enough effort into learning biology. .72

JJ7 EM Achieving a good biology grade is important to me. .62

Variance 54.13 9.74 7.21

Eigenvalue 7.58 1.36 1.01

Alpha .93 .78 .82

The model was confirmed by PCA analysis (Table 9) with apropriate reliability coeficients, explaining 71.08% of 
variance. However, correlations between components are still high (Table 10), revealing the possibility of reducing 
the model even further; however, we did not take this step, owing to achievement of the stricter threshold level of 

EVALUATION, VALIDATION AND MODIFICATION OF SCIENCE MOTIVATION QUESTIONNAIRE 
FOR UPPER SECONDARY SCHOOL
(P. 748-767)

https://doi.org/10.33225/jbse/19.18.748



763

Journal of Baltic Science Education, Vol. 18, No. 5, 2019

ISSN 1648–3898     /Print/

ISSN 2538–7138 /Online/

the set of fit indices. Three constructs can be recognized from this model. The first is a mixture of Personal Relevance, 
External and Internal Motivation. The construct does not follow distinctions between Internal Motivation and the 
various kinds of External Motivation. The second construct is Self-efficacy, and the third one Responsibility, both 
with low factor loadings (Figure 5).

Figure 5.  Three-component SEM model. 

Table 10.  Component Correlation Matrix.

Component 1 2

2 .45

3 .61 .40

Discussion

The SMQ (Glynn et al., 2007, 2009) has been used for upper secondary school students (Zeyer, 2010) and adapted 
for measuring motivation to learn biology (Ekici, 2009, 2010). It was used to measure Czech upper secondary school 
students’ motivation for learning biology and also explored the construct itself, since Glynn et al. (2009) suggested 
that some items needed revision to improve the construct validity. The original SMQ (Glynn et al., 2007, 2009) was 
used, despite the existence of the revised SMQII (Glynn et al., 2011), which was used for university students.
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Originally, the SMQ and the derived BMQ consisted of the following constructs: Internal Motivation, External 
Motivation, Personal Relevance, Responsibility, Self-efficacy and Anxiety (Glynn et al., 2007, 2009). The whole 
SMQ (BMQ) construct or individual constructs can be used as described (Ekici, 2009; Glynn et al., 2007, 2009; 
Zeyer, 2010); however, the connections between variables are far from the initial constructs. Our analysis showed 
that there should be fewer constructs included in the Czech version of the BMQ. Very high covariance between 
External Motivation and Personal Relevance, as well as among Internal Motivation, External Motivation, Personal 
Relevance and Responsibility revealed that these factors are in fact most probably parts of a single, underlying 
motivational construct. Therefore, it was concluded that only Self-efficacy could be considered a firmly based 
factor, as proposed by Bandura (1977), whose model combined personal accomplishment, vicarious experience, 
verbal persuasion and psychological states. Academic self-efficacy, student beliefs about their academic capabil-
ity, have been shown to be an effective predictor of learning and also of motivation to learn, as it determines 
students’ aspirations and therefore academic accomplishment. It was shown to be a predictor of science achie-
vement (Britner & Pajares, 2001, 2006). Students with low self-efficacy approach difficulties almost as threats, 
whereas students with high self-efficacy approach difficulties as ‘challenges to be mastered’ (Bandura, 1993). 
Self-efficacious students also persist longer and work harder when they have to overcome difficulties, compared 
to students with lower self-efficacy (Bandura, 1997). Based on the results, Personal Relevance, Internal Motiva-
tion and External Motivation were combined into the second factor. Responsibility remained as the leading 
construct for the third and last proposed factor. Internal motivation emerged as only marginally important in 
our construct. Based on this research, it is suggested that anxiety should be excluded from the BMQ. Although 
it is an aspect of negative motivation (Bandura, 1986), which can be stronger for females than males in the case 
of science (Mallow, 1994), it correlated negatively with the remaining BMQ constructs. This is understandable 
when one considers that anxiety can be paralyzing. The negative correlation is predictable, since as one of the 
remaining constructs was Self-efficacy, which has been shown to correlate negatively with anxiety (Pajares & 
Kranzler, 1995a, 1995b). This research shows that anxiety should not be included, or not as it was in the original 
SMQ. It might be more appropriate to measure anxiety by itself, as suggested by (Cassady & Johnson, 2002) and 
not as a part of motivation.

A shortened instrument suitable for exploring upper secondary school students’ motivation for studying 
biology based on the SMQ (Glynn et al., 2007, 2009) was introduced. Mavrikaki et al. (2015) also provided a valid 
questionnaire for measuring motivation to learn biology, although this is more than twice as long as the one 
described in this research. Since time can be one limitation on research conducted in schools, an adequate, but 
shorter version can be useful for both researchers and teachers.

Conclusions / and Implications

Based on analysis including the BMQ completed by 517 Czech upper secondary school students, a shorter 
version of the Czech BMQ was suggested: 14 questions instead of the original 30 in the SMQ. Such a question-
naire is suitable for measuring the motivation of upper secondary school students to learn biology. This reflects 
the constructs behind the BMQ, which showed that three factors should be retained: Self-efficacy itself, a factor 
combining Personal Relevance, Internal Motivation and External Motivation, and a third factor consisting mostly 
of Responsibility and containing one question included in the original External Motivation construct. Anxiety 
questions were excluded, based on the analysis. Hopefully, the construct described above will be useful when 
investigating motivation to learn biology.

Disclosure statement

No potential conflict of interest was reported by the authors. Neither the Agency nor its employees had any 
influence on the work in progress.

Primary anonymised data for secondary analyses is available on request from the authors in electronic form 
as an Excel file. In the case of data usage, it is expected that the publication source will be properly cited.

EVALUATION, VALIDATION AND MODIFICATION OF SCIENCE MOTIVATION QUESTIONNAIRE 
FOR UPPER SECONDARY SCHOOL
(P. 748-767)

https://doi.org/10.33225/jbse/19.18.748



765

Journal of Baltic Science Education, Vol. 18, No. 5, 2019

ISSN 1648–3898     /Print/

ISSN 2538–7138 /Online/

Acknowledgements

The work was supported by Charles University Research Centre program UNCE/HUM/024 Centrum didaktického 
výzkumu v přírodních vědách, matematice a jejich mezioborových souvislostech (to VJ), and the Slovenian Research 
Agency, research core funding No. P2-0057 (to AŠ). The authors are also grateful to Petr Janšta for his help with 
the figures.

References

Ates, H., & Saylan, A. (2015). Investigation of pre-service science teachers’ academic self-efficacy and academic motivation 
toward biology. International Journal of Higher Education, 4(3), 90. https://doi.org/10.5430/ijhe.v4n3p90.

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 84(2), 191–215. https://
doi.org/10.1037/0033-295X.84.2.191.

Bandura, A. (1986). Social foundations of thought and action: A social-cognitive view. Englewood Cliffs, NJ: Prentice Hall.
Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. Educational Psychologist, 28(2), 117–148. 

https://doi.org/10.1207/s15326985ep2802_3.
Bandura, A. (1997). Self-efficacy: The exercise of control. New York, NY, US, Macmillan.
Bathgate, M., & Schunn, C. (2016). Disentangling intensity from breadth of science interest: What predicts learning behaviors? 

Instructional Science, 44(5), 423–440. https://doi.org/10.1007/s11251-016-9382-0.
Beihler, R. F., & Snowman, J. (1997). Psychology applied to education. Boston: Houghton Mifflin Company.
Britner, S. L. (2008). Motivation in high school science students: A comparison of gender differences in life, physical, and earth 

science classes. Journal of Research in Science Teaching, 45(8), 955–970. https://doi.org/10.1002/tea.20249.
Britner, S. L., & Pajares, F. (2001). Self-efficacy beliefs, motivation, race, and gender in middle school science. Journal of Women 

and Minorities in Science and Engineering, 7(4), 271–285. https://doi.org/10.1615/JWomenMinorScienEng.v7.i4.10.
Britner, S. L., & Pajares, F. (2006). Sources of science self-efficacy beliefs of middle school students. Journal of Research in Sci-

ence Teaching, 43(5), 485–499. https://doi.org/10.1002/tea.20131.
Cassady, J. C., & Johnson, R. E. (2002). Cognitive test anxiety and academic performance. Contemporary Educational Psychol-

ogy, 27(2), 270–295. https://doi.org/10.1006/ceps.2001.1094.
Deci, E. L., Koestner, R., & Ryan, R. M. (2001). Extrinsic rewards and intrinsic motivation in education: Reconsidered once again. 

Review of Educational Research, 71(1), 1–27. https://doi.org/10.3102/00346543071001001.
Deci, E. L., & Ryan, R. M. (1985). The general causality orientations scale: Self-determination in personality. Journal of Research 

in Personality, 19(2), 109–134. https://doi.org/10.1016/0092-6566(85)90023-6.
Dohn, N. B., Fago, A., Overgaard, J., Madsen, P. T., & Malte, H. (2016). Students’ motivation toward laboratory work in physiology 

teaching. Advances in Physiology Education, 40(3), 313–318. https://doi.org/10.1152/advan.00029.2016.
Dyrberg, N. R., Treusch, A. H., & Wiegand, C. (2017). Virtual laboratories in science education: students’ motivation and experi-

ences in two tertiary biology courses. Journal of Biological Education, 51(4), 358–374. https://doi.org/10.1080/002192
66.2016.1257498.

Ekici, G. (2009). Adaptation of the biology motivation questionnaire to Turkish. Çağdaş Eğitim Dergisi, 34(365), 6–15.
Ekici, G. (2010). Factors affecting biology lesson motivation of high school students. Procedia - Social and Behavioral Sciences, 

2(2), 2137–2142. https://doi.org/10.1016/j.sbspro.2010.03.295.
Gagné, M., & Deci, E. L. (2005). Self-determination theory and work motivation. Journal of Organizational Behavior, 26(4), 

331–362. https://doi.org/10.1002/job.322.
Galesic, M., & Bosnjak, M. (2009). Effects of questionnaire length on participation and indicators of response quality in a web 

survey. Public Opinion Quarterly, 73(2), 349–360. https://doi.org/10.1093/poq/nfp031.
Glynn, S. M., Brickman, P., Armstrong, N., & Taasoobshirazi, G. (2011). Science motivation questionnaire II: Validation with sci-

ence majors and nonscience majors. Journal of Research in Science Teaching, 48(10), 1159–1176. https://doi.org/10.1002/
tea.20442.

Glynn, S. M., Taasoobshirazi, G., & Brickman, P. (2007). Nonscience majors learning science: A theoretical model of motivation. 
Journal of Research in Science Teaching, 44(8), 1088–1107.

Glynn, S. M., Taasoobshirazi, G., & Brickman, P. (2009). Science motivation questionnaire: Construct validation with nonscience 
majors. Journal of Research in Science Teaching, 46(2), 127–146.

Guay, F., Vallerand, R. J., & Blanchard, C. (2000). On the assessment of situational intrinsic and extrinsic motivation: The situ-
ational motivation scale (SIMS). Motivation and Emotion, 24(3), 175–213. https://doi.org/10.1023/A:1005614228250.

Hayton, J. C., Allen, D. G., & Scarpello, V. (2004). Factor retention decisions in exploratory factor analysis: A tutorial on parallel 
analysis. Organizational Research Methods, 7(2), 191–205. https://doi.org/10.1177/1094428104263675.

Honicke, T., & Broadbent, J. (2016). The influence of academic self-efficacy on academic performance: A systematic review. 
Educational Research Review, 17, 63–84. https://doi.org/10.1016/j.edurev.2015.11.002.

EVALUATION, VALIDATION AND MODIFICATION OF SCIENCE MOTIVATION QUESTIONNAIRE 
FOR UPPER SECONDARY SCHOOL

(P. 748-767)

https://doi.org/10.33225/jbse/19.18.748



766

Journal of Baltic Science Education, Vol. 18, No. 5, 2019

ISSN 1648–3898     /Print/

ISSN 2538–7138 /Online/

Hooper, D., Coughlan, J., & Mullen, M. (2008). Structural equation modelling: Guidelines for determining model fit. The Elec-
tronic Journal of Business Research Methods, 6(1), 53-60.

Jeno, L. M., Grytnes, J.-A., & Vandvik, V. (2017). The effect of a mobile-application tool on biology students’ motivation and 
achievement in species identification: A self-determination theory perspective. Computers & Education, 107, 1–12. https://
doi.org/10.1016/j.compedu.2016.12.011.

Kline, P. (2015). A handbook of test construction (Psychology Revivals): Introduction to psychometric design. London, Great Britain, 
Routledge.

Lawson, A. E., Banks, D. L., & Logvin, M. (2007). Self-efficacy, reasoning ability, and achievement in college biology. Journal of 
Research in Science Teaching, 44(5), 706–724. https://doi.org/10.1002/tea.20172.

Mahler, D., Großschedl, J., & Harms, U. (2017). Opportunities to learn for teachers’ self-efficacy and enthusiasm. Education 
Research International, Article ID 4698371, 1-17. https://doi.org/https://doi.org/10.1155/2017/4698371.

Mallow, J. V. (1994). Gender-related science anxiety: a first binational study. Journal of Science Education and Technology, 3(4), 
227–238. https://doi.org/10.1007/BF01575898.

Mavrikaki, E., Andressa, H., & Dermitzaki, I. (2015). Adaptation of the students’ motivation towards science learning (SMTSL) 
questionnaire to measure Greek students’ motivation towards biology learning. International Journal of Biology Educa-
tion, 4(2), 78-93. https://doi.org/10.20876/ijobed.16761.

Michael, J. (2006). Where’s the evidence that active learning works? Advances in Physiology Education, 30(4), 159–167. https://
doi.org/10.1152/advan.00053.2006.

Pajares, F., & Kranzler, J. (1995a). Role of self-efficacy and general mental ability in mathematical problem-solving: A path 
analysis. Contemporary Educational Psychology, 20, 426-443.

Pajares, F., & Kranzler, J. (1995b). Self-efficacy beliefs and general mental ability in mathematical problem-solving. Contem-
porary Educational Psychology, 20(4), 426–443. https://doi.org/10.1006/ceps.1995.1029.

Pekrun, R., Goetz, T., Frenzel, A. C., Barchfeld, P., & Perry, R. P. (2011). Measuring emotions in students’ learning and perfor-
mance: The Achievement Emotions Questionnaire (AEQ). Contemporary Educational Psychology, 36(1), 36–48. https://
doi.org/10.1016/j.cedpsych.2010.10.002.

Rammstedt, B., & John, O. P. (2007). Measuring personality in one minute or less: A 10-item short version of the Big Five Inven-
tory in English and German. Journal of Research in Personality, 41(1), 203–212. https://doi.org/10.1016/j.jrp.2006.02.001.

Rolstad, S., Adler, J., & Rydén, A. (2011). Response burden and questionnaire length: Is shorter better? A Review and Meta-
analysis. Value in Health, 14(8), 1101–1108. https://doi.org/10.1016/j.jval.2011.06.003

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and extrinsic motivations: Classic definitions and new directions. Contemporary 
Educational Psychology, 25(1), 54–67. https://doi.org/10.1006/ceps.1999.1020.

Shihusa, H., & Keraro, F. N. (2009). Using advance organizers to enhance students’ motivation in learning biology. Eurasia 
Journal of Mathematics, Science & Technology Education, 5(4), 413–420.

Schmitt, T. A. (2011). Current methodological considerations in wxploratory and confirmatory factor analysis. Journal of Psy-
choeducational Assessment, 29(4), 304–321. https://doi.org/10.1177/0734282911406653.

Šorgo, A., Dojer, B., Golob, N., Repnik, R., Repolusk, S., Pesek, I., … Špur, N. (2018). Opinions about STEM content and classroom 
experiences as predictors of upper secondary school students’ career aspirations to become researchers or teachers. 
Journal of Research in Science Teaching, 55(10), 1448–1468. https://doi.org/10.1002/tea.21462

Šorgo, A., Lamanauskas, V., Šašić, S. Š., Ersozlu, Z. N., Tomažič, I., Kubiatko, M., … Usak, M. (2017). Cross-national study on rela-
tions between motivation for science courses, pedagogy courses and general self-efficacy. Eurasia Journal of Mathematics, 
Science and Technology Education, 13(10), 6497–6508. https://doi.org/10.12973/ejmste/76970.

Šumak, B., Pušnik, M., Heričko, M., & Šorgo, A. (2017). Differences between prospective, existing, and former users of interac-
tive whiteboards on external factors affecting their adoption, usage and abandonment. Computers in Human Behavior, 
72(Supplement C), 733–756. https://doi.org/10.1016/j.chb.2016.09.006.

Šumak, B., & Šorgo, A. (2016). The acceptance and use of interactive whiteboards among teachers: Differences in UTAUT 
determinants between pre- and post-adopters. Computers in Human Behavior, 64, 602–620. https://doi.org/10.1016/j.
chb.2016.07.037

Tuan, H.-L., Chin, C.-C., & Shieh, S.-H. (2005). The development of a questionnaire to measure students’ motivation towards sci-
ence learning. International Journal of Science Education, 27(6), 639–654. https://doi.org/10.1080/0950069042000323737.

Vallerand, R. J. (1997). Toward a hierarchical model of intrinsic and extrinsic motivation. Advances in Experimental Social Psy-
chology, 29, 271–360. https://doi.org/10.1016/S0065-2601(08)60019-2.

Vallerand, R. J., Pelletier, L. G., Blais, M. R., Briere, N. M., Senecal, C., & Vallieres, E. F. (1992). The academic motivation scale: 
A measure of intrinsic, extrinsic, and amotivation in education. Educational and Psychological Measurement, 52(4), 
1003–1017. https://doi.org/10.1177/0013164492052004025.

Velayutham, S., Aldridge, J., & Fraser, B. (2011). Development and validation of an instrument to measure students’ motivation 
and self-regulation in science learning. International Journal of Science Education, 33(15), 2159–2179. https://doi.org/1
0.1080/09500693.2010.541529.

Zeyer, A. (2010). Motivation to learn science and cognitive style. Eurasia Journal of Mathematics, Science & Technology Educa-
tion, 6(2), 121–128.

EVALUATION, VALIDATION AND MODIFICATION OF SCIENCE MOTIVATION QUESTIONNAIRE 
FOR UPPER SECONDARY SCHOOL
(P. 748-767)

https://doi.org/10.33225/jbse/19.18.748



767

Journal of Baltic Science Education, Vol. 18, No. 5, 2019

ISSN 1648–3898     /Print/

ISSN 2538–7138 /Online/

Zimmerman, B. J., Bandura, A., & Martinez-Pons, M. (1992). Self-motivation for academic attainment: The role of self-
efficacy beliefs and personal goal setting. American Educational Research Journal, 29(3), 663–676. https://doi.
org/10.3102/00028312029003663. 

Received: June 20, 2019 Accepted: September 18, 2019

Vanda Janštová
(Corresponding author)

PhD, Assistant Professor, Department of Teaching and Didactics of 
Biology, Charles University Faculty of Science, Prague, Czech Republic, 
Department of Teaching and Didactics of Biology, Charles University 
Faculty of Science, Viničná 7, Prague 2, 12844, Czech Republic. 
E-mail: vanda.janstova@natur.cuni.cz 
Website: https://www.natur.cuni.cz/biology/teaching/people/vanda-
janstova?set_language=en 

Andrej Šorgo PhD, Professor, Faculty of Natural Sciences and Mathematics, 
University of Maribor, Koroška cesta 160, 2000 Maribor, Slovenia.
E-mail: andrej.sorgo@um.si
Website: http://biologija.fnm.uni-mb.si/index.php?option=com_conte
nt&view=article&id=55&Itemid=7&lang=en 

EVALUATION, VALIDATION AND MODIFICATION OF SCIENCE MOTIVATION QUESTIONNAIRE 
FOR UPPER SECONDARY SCHOOL

(P. 748-767)

https://doi.org/10.33225/jbse/19.18.748


