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Abstract
Reading, understood as a universal tool, constitutes a determining and transversal factor in school and
social learning. In psychology and didactics, the interest in inquiring about the reading practices of those
teachers in charge of mediating this process is growing, under the assumption that those considered
good readers are also better mediators of the reading learning process of their students. To this aim, a
Likert-type motivational scale has been constructed and validated, taking the judgments of eight experts
as information. The scale is inspired by the Expectation-Value Theory of Eccles & Wigfield (2002), which
highlights the indicators referring to the reading habits of teachers in the personal and professional
sphere. The scale was validated using the Lawshe (1975) statistical procedure, modified by TristánLópez (2008), which allowed defining the relevance and clarity of the Expectation-Value indicators. The
results of the study confirm that the reading motivation scale designed for language and communication
teachers, in a Chilean sample, is a valid and reliable instrument that allows discovering the strengths
and weaknesses in the field of reading motivation, through the assessment of their own expectations
and the value placed on reading.
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La lectura, entendida como herramienta universal constituye un factor determinante y transversal
en los aprendizajes escolares y sociales. En psicología y didáctica se acrecienta el interés por indagar
acerca de las prácticas lectoras de aquellos maestros encargados de mediar este proceso, bajo
el supuesto de que aquellos considerados buenos lectores, son también mejores mediadores del
aprendizaje lector de sus estudiantes. Con este propósito se ha construido y validado una escala
motivacional, tipo Likert, tomando como información los juicios de ocho expertos. La escala se inspira
en el modelo Expectativa-Valor de Eccles y Wigfield (2002), que destacan los indicadores referidos a
los hábitos de lectura de docentes en el ámbito personal y profesional. La validación de la escala se
realizó mediante el procedimiento estadístico de Lawshe (1975), modificado por Tristán-López (2008),
que permitió definir la pertinencia y claridad de los indicadores de Expectativa-Valor. Los resultados
del estudio confirman que la escala de motivación lectora diseñada para profesores de lenguaje y
comunicación, en una muestra chilena, es un instrumento válido y confiable que permite conocer las
fortalezas y debilidades en el ámbito de la motivación lectora, por medio de la valoración de sus propias
expectativas y el valor atribuido a la lectura.

Palabras clave: Hábitos de lectura; motivación lectora; intereses lectores; expectativa; clarificación
de valores; características de los docentes

Introduction
There is a consensus that reading is a determining factor in shaping language competence
and the school and social learning that takes places throughout life. In accordance with the
Curricular Principles for primary and secondary education (Ministry of Education of Chile,
MINEDUC, 2018, 2015), and the international PIRLS study (Mullis et al., 2016), reading is a
crosscutting practice in all educational activities, an essential cultural tool for accessing and
transmitting information. In this area, Language and Communication teachers are considered
among those mainly responsible for working on learning to read, and they have been given the
role of reading mediators. Therefore, research on teachers’ reading practices becomes relevant
because of the assumption that teachers who are considered good readers would also be better
mediators of their students’ learning to read (Munita, 2017; Powell-Brown, 2003).
The study of reading motivation on pedagogical practices alerts teachers who play the role
of reading mediators without being genuine possessors of enthusiasm and motivation for
reading in their private lives. Applegate & Applegate (2004) called this problem the “Peter
Effect” (“nobody gives what they don’t have”), whereby teachers who have a weak relationship
with reading, without valuing it or enjoying it on a personal level, can hardly contribute to their
students developing intrinsic motivation for reading, since they do not have it. According to Elche
and Yubero (2019), reading practices aimed at increasing pleasure and providing an adequate
reading experience require explicit modelling and a close relationship with reading.
The aim of this research is to present the process of development and validation of an
instrument to measure the level of Reading Motivation in Language and Communication
teachers, considering the variables associated with this construct, according to Eccles and
Wigfield’s Value achievement motivation model (2002). This selection of model is justified
on three grounds: its theoretical soundness, the possibility it provides for measurement by
particular dimensions, which makes it possible to know in particular the strengthened and
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weakened areas of teacher motivation and, finally, in relation to the above, it would allow an
intervention based on the results to be carried out.

Background
Reading subject and didactic reading subject
“Subject reader” refers to any individual who, in accordance with their socio-cultural context,
practices literary reading, giving it meaning in relation to their own values and experiences
(Émery-Bruneau, 2010). It is characterised by the development of reading behaviour, i.e., it
incorporates reading as a usual practice, endowed with intentionality and positive valuation
given the satisfaction aroused by it (Larrañaga & Yubero, 2005).
“Didactic reading subject” refers to the interaction between the role of the teacher as a “reading
subject” (an individual who carries out reading on a personal level, valuing and enjoying it
intrinsically) who - in turn - acts as a mediating agent of reading on a professional level, while
referring to the interaction produced between the personal and professional spheres of the
teacher as reader and mediator (Émery-Bruneau, 2010; Falardeau et al., 2011; Munita, 2017).
Currently, evidence on the influence of teachers’ reading habits on their pedagogical practices
and the promotion of reading in the classroom is growing and shows that both the development
of attitudes and reading habits require a suitable model, as they would be developed by imitation
and example (Granado, 2014; Granado & Puig, 2014).
Cremin et al. (2009) highlight language teachers are fundamental mediators for children’s
reading development, since teachers who teach reading must enjoy and recognise the aesthetic
value of reading in addition to mastering reading science specifically. In schools, reading is often
restricted to an evaluation mechanism, e.g., finding grammatical categories or analysing the
syntax of a sentence; linking reading to a curricular purpose (Applegate & Applegate, 2004;
Applegate et al., 2014).
Munita (2013), argues that the personal experiences of reading mediators act as a vehicle
that gives meaning to their pedagogical practices, so their personal experiences of reading will
directly influence their beliefs and thus their approach to reading in the classroom (Asselin,
2000; Boggs & Golden, 2009; Gupta, 2004; Phillips & Larson, 2009; Trent, 2011).
Commeyras et al. (2003) and Cremin et al. (2009) have conducted research indicating that
teachers’ reading practices are transferred to the classroom. They asked teachers responsible
for teaching reading to undergo intervention programmes, such as reading circles and reflection
spaces that sought to strengthen their students’ relationships with reading through the resignification of their own reading experiences. The teachers were accompanied in tackling
new readings, and in actively participating in lectures about them, in order to broaden their
knowledge of literature, build their confidence and promote skilful use of literature in the
classroom. This resulted in positive changes in the teachers’ reading identity: resignification
of habits such as reading for pleasure, reflection on themselves as readers and improvement
of their students’ relationship with reading, as they created more opportunities to develop the
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children’s metacognitive awareness as readers and built interactive reading communities in their
classrooms.
This way, those teachers who read more frequently, more books and of a wider range of
genres, will have a broader reading background and will thus be able to provide their students
with behavioural guidelines regarding the dedication and personal enjoyment that the reading
experience arouses (Larrañaga & Yubero, 2005; Dueñas et al., 2014), ensuring that they
become affectively and emotionally involved in reading (Commeyras et al., 2003).
Research aimed at studying the effectiveness of literary teaching (López-Valero et al.,
2016) suggest the importance of having effective teaching practices in the field of reading
reinforcement, mainly consisting in the appropriate selection of texts, considering the students’
needs and interests, developing reading as a voluntary and sustained activity, establishing
inclusive methodologies consisting mainly of constantly interacting with students around
recommendations and personal impressions about literature, participating as peers of their
students and not necessarily as discussion guides, and understanding the purpose of teaching
the pleasure of reading, rather than using it as a means to achieve other knowledge (Cremin
et al., 2009).
Teachers’ reading motivation
Motivation is essential in learning and mainly refers to something that determines that a
person initiates an action in pursuit of a goal and persists to achieve it (Herrera et al., 2004).
Researchers emphasise the importance of balancing affective and cognitive aspects involved
in reading development (Paris & Oka, 1986) and conclude that early engagement would play a
crucial role in the level of achievement in later years in the motivational and social role of reading.
Empirical evidence that literacy training requires reader-teachers is strong (Guthrie, 1996;
Sanacore, 2002; Scott, 1996; Wang & Guthrie, 2004). Schunk (1990) argues teachers with
low self-esteem or low feelings of self-efficacy tend to avoid opportunities that promote reading
development and challenge among their students, and intrinsically fail to motivate them, since
the relationship between teaching behaviours and student motivation has been characterised
as reciprocal (Skinner et al., 1990).
That said, what levels of reading motivation do teachers actually have? There are teachers
who choose not to read because of a lack of commitment to the task despite having adequate
reading skills (Scott, 1996). Research aimed at determining the reading habits and motivation
of practising teachers suggests that a large number of them do not make private and leisure
reading a priority (Nathanson et al., 2008; Powell-Brown, 2003). Furthermore, few teachers
enjoy reading and see it as a leisure activity, as they attach little value thereto (Mueller,
1973), limit themselves to reading what their work requires (Tovar, 2009) and are not frequent
library users (Cremin et al., 2008; Tenti-Fanfani, 2005). Finally, Asfura and Real (2019), in an
attempt to portray the reading practices reported by final-year Language and Communication
pedagogy students from four Chilean universities, found that a large number of them would
have presented unfavourable family contexts for the development of their reading biographies.
This was due to the low educational level of the parents of the future teachers, who were the
4
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first generation in their family to have access to higher education. These data are relevant, as
parents’ schooling and reading habits are considered decisive factors for early and significant
contact with literature, since the environment represents a space of primary importance for
exploring the relationship of individuals’ lives with reading activity (Manresa, 2009).
In terms of self-efficacy, understood as an individual’s own conception of their capacity for
action (Bandura, 1977, 1993), it is not an inherent characteristic of the individual, but it is learned
and changes in relation to the situations they face (Dellinger et al., 2008). In the case of teachers,
it would be related to their confidence to perform a task and their perception of achieving learning
outcomes (Dellinger et al., 2008). This ability is developed early in the academic spheres of
professional training (Woolfolk & Burke, 2005). Therefore, during their academic education,
students of pedagogy build their own perception of their ability to teach (Shulman, 1987) in
addition to building disciplinary knowledge, and this is influenced by the perception of the
education they have received (Woolfolk and Burke, 2005).
Research within the framework of General Primary Education Teaching indicates that
teacher training has been recently controversial in Chile, due to the rapid overcrowding
and low selectivity of the students who are admitted to study, as well as the scarce initial
teacher training in disciplinary areas (Sotomayor et al., 2013). A review of the syllabi of
these degree programmes in the area of language (Sotomayor et al., 2011) shows that they
emphasise content related to language management, understood as the teaching of spelling
and the characteristics of literary genres, highlighting metalinguistic knowledge over content
appreciation, and that there is little reference to the teaching of literature and strategies for its
evaluation.
A study aimed at studying how students see Basic Education Pedagogy on the training
received in their higher education years showed that they identified the greatest emphasis
of their training in terms of disciplinary content, teaching didactics, teaching and evaluating
mechanisms for learning to read and write and little preparation in terms of the teaching of
literature (Sotomayor et al., 2013).
This is particularly relevant as there is a lack of real opportunities for trainee teachers to
develop proper reading self-efficacy, which is related to the persistence of the Peter Effect
(Applegate et al., 2014), therefore entering a vicious circle around the lack of reading skills and
of motivation and enjoyment of reading.
Achievement motivation
Cognitive theories of motivation that emphasise the intrinsic component, attributions for
success or failure, and individual feelings of self-competence are expectancy and value
(Atkinson, 1964; McClelland, 1985), with the underlying principle that any individual’s
expectations of performance interact with the values attributed to the assignment and, therefore,
with commitment to determining the level of persistence therein, positioning individuals as active
and rational decision makers (Pintrich & Shunk, 2006), making it possible to apply it to teachinglearning situations and processes (insofar as the subject is the agent of their own academic
achievement).
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For the purposes of this research, we used the Expectancy-Value motivation model proposed
by Eccles and Wigfield (2002), as in addition to its proven validity in a series of studies, it is
versatile in terms of application in different fields of study (Carreño & Garrido, 2013; Meece et
al., 1990; Eccles & Wigfield, 1995; Wentzel & Wigfield, 1998; Wigfield et al., 1991). Similarly,
by considering both intrinsic and extrinsic aspects, it allows for the generation of interventions
aimed at addressing the individual’s motivation to read (Muñoz et al., 2016; Valenzuela & Nieto,
2008).
Expentancy-Value Model
The first element addressed by Eccles and Wigfield’s (2002) model is the expectancy that an
individual has about their own ability to perform a task adequately, and on the other hand, the
value that the person assigns to the task. It is made up of four elements: a) importance: level
of significance for the individual to perform a specific task; b) interest: enjoyment of performing
a task as it is intrinsically valued by the user (Deci & Ryan, 1985); c) utility: ratio of assignment
to the individual’s goals and future plans, and finally d) cost: what the individual is willing to
gain or lose in exchange for performing the task, in terms of giving up other activities in order to
engage in an activity (Wigfield & Eccles, 1992). Motivation is thus understood as the confluence
between expectancy and value.
In short, based on the review and the findings presented, the importance of “didactic readers”
for the training of readers has been realised. However, the existing information on teachers’
reading behaviour has been collected using qualitative research techniques, and there is little
quantitative information on this area. This confirms the need for a valid and reliable instrument
allowing us to analyse the reading motivation of teachers in charge of educating readers.

Method
Sample
The sample corresponds to a non-probabilistic selection, by convenience, made up of 30
participants of which 21 are women (70%) and 9 are men (30%). All of them were required
to have a degree in teaching Spanish and Communication. As an additional requirement, they
nd
were asked to be working in a private, public and/or subsidised private school, in the 2 cycle
of General Primary Education and/or Secondary Education, in the Valparaíso region.
Instrument
The instrument developed corresponds to a Likert-type scale, aimed at identifying aspects
related to the reading habits of the teacher, both on a personal and professional level, and
was designed according to the Expentancy-Value motivation model proposed by Eccles and
Wigfield (2002).
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Between the two dimensions of the model, it is made up of 30 items distributed as follows:
Expentancy (6), Value: Importance (6), Interest (6), Utility (6) and Cost (6). This distribution
is based on the literature, where behaviours linked to reading and motivational habits are
analysed separately, based on the importance, interest, utility and cost attributed to reading
(Benevides & Peterson, 2010; Cremin et al., 2008; Tenti-Fanfani, 2005; Miret, 2008; Romero,
2007; Tovar, 2009). The overall construction of the scale was carried out considering the
experts’ suggestions, in terms of presenting an instrument duly formulated for teachers, referring
to the aspects of extension (number of indicators) and format.
The items were presented randomly. Participants reported their degree of agreement or
disagreement with each of the 30 statements presented, assigning them a score: 1=Strongly
Disagree; 2=Disagree; 3=Neither Agree, nor Disagree; 4=Agree; 5=Strongly Agree.
From the scores assigned by the participants, it is proposed to calculate the average obtained
for each of the dimensions, which would allow them to know their strengths and weaknesses
in the area of reading motivation, considering the interaction between their own expectancies
and the value they attribute to the task. In order to allow participants to visualise their results,
a matrix where they can calculate the means obtained is available, thus encouraging reflection
and decision making in order to enrich their role as a didactic reader.
Pilot application
The pilot application was carried out online and participants were instructed to answer
the scale by means of an instruction manual containing the objective of the study, the
contextualisation of the study and an informed consent form.
Content validity and expert judgement
In order to ensure that the indicators of the scale effectively refer to the construct they were
intended to measure, their relevance, coherence and sufficiency were assessed using Lawshe’s
method (1975). The instrument was initially made up of 84 indicators: (17) Expectancy; (10)
Importance; (17) Interest; (24) Utility; and (16) Cost. It was is subjected to a content review
by means of a judgement of 8 experts with PhD degrees and experience in the field of
reading and/or motivation. The version of the instrument sent to the experts contained the
conceptual definition of Reading Motivation, together with the description of the ExpectancyValue motivation model of Eccles and Wigfield (2002), in order to homogenise the understanding
of the construct to be measured. They were asked to rate each of the statements on a scale of
1 to 5 in terms of relevance (the item is clear and has no more than one possible interpretation)
and clarity (the item is aimed at obtaining the information sought).
Once the judges’ ratings for each indicator had been obtained, we calculated the Content
Validity Ratio (Content Validity Ratio CVR), using Lawshe’s formula (1975), applying the
modification made by Tristán-López (2008) (hereinafter CVR’) and Microsoft Excel 2016 ® for
data processing. These values show the level of agreement reached among the judges, in
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relation to the relevance and clarity of the indicators; those items with a CVR' equal to or greater
than 0.5823 fall within the acceptable category.
Figure 1 corresponds to the formula for calculating the CVR of each item according to
Lawshe’s (1975) model. Figure 2 shows the formula for determining the CVR’ for each item,
according to Lawshe’s (1975) model, modified by Tristán-López (2008).
Figure 1.
Content Validity Ratio Equation (CVR) Lawshe’s method.

Where:
ne : Number of panellists who agree on the “Relevance” and “Clarity” categories.
N: Total number of experts.

Figure 2.
Content Validity Ratio Equation (CVR’) Lawshe’s method Modified by Tristán.

Where:
CVR: The content validity ratio for each item.

With regard to the selection of the items included in the final version of the instrument, in
the first instance, those indicators considered acceptable according to the CVR’ results (79 for
relevance and 80 for clarity) were taken and those which did not have the minimum score (0.58)
were withdrawn.
In a second instance, a new selection was made from the 79 items assessed as acceptable
and clear. This considered those that scored the highest and were most representative of the
construct, according to the opinion of the experts. Finally, those items considered to be similar
to each other and those with the highest number of suggestions for modification by the experts
were withdrawn. Therefore, the 6 indicators relating to the Expectancy dimension and Value
sub-dimensions were selected (withdrawing the remaining 54), resulting in a final version of
the instrument of a total of 30 items, which was considered adequate by the experts in terms
of length.
Based on the CVR’ of the 30 selected items, the average of these values is calculated to
finally obtain the overall Content Validity Index (hereafter CVI), which ,according to TristánLópez, (2008) should be interpreted as “the concordance between the ability (skill, competence,
knowledge, etc.) requested in a specific domain and the performance requested in the test that
tries to measure that domain” (p.39) (see figure 3). The CVI of the instrument must be equal
to or greater than 0.58
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Figure 3.
Content Validity Index Equation (CVI).

Where:
CVRi: Content validity ratio of acceptable items according to Lawshe’s criteria.
M: Total number of test items considered acceptable.

Internal consistency analysis
In order to determine the reliability of the instrument, the results obtained from a single
pilot application (Cohen & Swerdlik, 2001) were subjected to an internal consistency analysis.
Cronbach Alpha Reliability Coefficient was used, both for the Expectancy and the Value
dimension (considering the 4 subcategories that make up the latter jointly) for which the IBM
SPSS Statistics 25 software was used ©. Through this analysis, the correlation degree between
the indicators that make up the scale (see figure 4) was determined in order to ensure that the
items are considered homogeneous, i.e., that they all measure the same construct, ensuring a
higher degree of internal consistency (Magnusson, 1990).
Figure 4.
Cronbach Alpha equation.

Where:
K: Number of items.
2

Si : Variance of each item.
2

Si : Variance of the sum of the scores per assessor.

According to Peralta et al. (2012), the criteria and values to evaluate the results of Cronbach
Alpha Coefficient are the following Excellent (> 0.9); Good (> 0.8 and < 0.9); Acceptable (> 0.7
and < 0.8); Questionable (> 0.6 and < 0.7); Poor (> 0.5 and < 0.6) and Unacceptable (0.5).

Results
The results obtained for the CVR and CVR’ for all items are shown in table 1 together with
the overall CVI of the instrument.
The results show that the 30 items selected for the final scale fall within the “Acceptable”
category, according to the minimum value proposed by Lawshe’s (1975) model modified by
Tristán-López (2008) corresponding to 0.5823, scoring a CVR' of minimum value of 0.5. and
a maximum value of 1.0.
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Table 1.
Results Content Validity Ratio (CVR’) and Overall Content Validity Index of the instrument (CVI).

As for the selected items, those with the lowest scores in the area of relevance were 13, 21,
25, 32, 69, 74, 75 and 80 with a CVR’ index of 0.5, thus falling within the “acceptable” category;
while in Clarity the items with the lowest scores were 4, 8, 9 and 12, whose CVR' was 0.625,
thus also falling within the “acceptable” category. Finally, overall CVI of 8.85, higher than 0.58,
and therefore acceptable according to Tristán-López’s proposal. (2008).
The analysis of internal consistency based on the calculation of Cronbach alpha (table 2),
yielded a value of 0.858 in the Expectancy dimension and 0.829 in the Value dimension, the
alpha of the total instrument being 0.866 with a variance of 0.205. According to the established
values, the following are in the “Good” category. This indicates that the instrument is consistent,
that the items are correlated with each other and that they measure the same construct.
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Table 2.
Results obtained from internal consistency analysis Cronbach alpha.

Discussion and conclusions
The Reading Motivation Scale for Language and Communication Teachers (RMSLCT) proved
to be a valid and reliable instrument that allows to know the strengths and weaknesses of
teachers’ reading motivation, through the assessment of their own expectations and the value
attributed to reading, according to Eccles and Wigfield’s Expectancy-Value Model (2002).
The Content Validity Ratio (CVR’) of the items yields values between 0.5 and 1.0, placing
them above the minimum acceptable. The overall Content Validity Index gave a value of 0.85,
also above the acceptable minimum (0.58). The internal consistency analysis, calculated based
on Cronbach alpha, yielded a value of 0.858 for the Expectation dimension; 0.829 for the Value
dimension, and 0.866 for the instrument as a whole, with a variance of 0.205. Nevertheless,
there is a projected need to apply the instrument to a larger sample in order to expand the
results obtained.
On the other hand, in view of the evidence in the literature that the teaching of reading requires
the presence of didactic readers, the need for an instrument such as the one presented here is
ratified, as it would make it possible to ascertain the expectations that teachers have about their
own reading skills. It would also show how they value the task in terms of the level of importance
it will have for them, their capacity to enjoy the task intrinsically, how useful they perceive it
to be, and how they position themselves in relation to the cost of the activity, in terms of, for
example, the priority assigned to it compared to other activities.
Knowledge of these aspects would make it possible to lay the foundations for intervening in
teachers’ reading motivation and promote the development of attitudes aimed at increasing their
own expectations and the value they place on reading. In order to contribute to the improvement
of their pedagogical practice, this could be translated, for example, into encouraging them to
use strategies such as those referred to in the literature, which are used as efficient practices by
those teachers who have a close and transcendental relationship with reading. These include
recommending books, promoting instances of oral and collective reading with students, free
selection of what they will read, allowing class time for independent reading, and discussing
books.
Finally, RMSLCT fulfils the need for a quantitative instrument to objectively measure reading
motivation, either to complement the results revealed by the interviews with pre-service and inservice teachers, or to measure the construct independently. In either case, the objective of
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understanding and intervening in teachers’ reading motivation would be addressed, considering
the extensive evidence that a teacher who enjoys reading in their private life can act as a
role model and mediate the consolidation of reading as a practice intrinsically valued by their
students.
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APPENDIX
Reading Motivation Scale for Language and Communication Teachers (RMSLCT)
This instrument is aimed at measuring the level of reading motivation of Language and
Communication teachers. To this end, the scale has items that target your personal and
professional reading.
Express your agreement or disagreement with the following 30 statements, marking the
option that best reflects your opinion. Please note that 5 means that you completely agree
with the statement and 1 means that you completely disagree with it.
- Completely disagree
- Disagree
- Neither Agree, nor Disagreee
- Agree
- Strongly agree
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Correction of Reading Motivation Scale for Language and Communication
Teachers (RMSLCT)
1. Instructions:
a. The indicators that make up the RMSLCT, ordered according to the five dimensions of
motivation set out in Eccles and Wigfield’s (2000) Expectancy-Value model, can be found
below. They are the following:
For each of the statements, you must mark the score assigned. Then add up the scores
assigned to each item and put the total score obtained for each dimension in the final part
(PT). Divide the sum in each of the five dimensions by the maximum score marked in each
box and multiply the result by 100. Write the result in the corresponding space in the % row.
2. Correction:
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