Yénetim ve Egitim Bilimleri Dergisi [e-ISSN: 2980-0609]

Yonetim ve Egitim Bilimleri Dergisi Journal of Management and Educational Sciences

Sayi 5, S. 253-275, Eyliil 2026 No.5, pp. 253-275, September 2026

© Telif hakki JMEDUSCI a aittir Copyright © JMEDUSCI

Arastirma Makalesi www.jmedusci.com Research Article
e-ISSN: 2980-0609

Received/Gelis  : 2026 July/Temmuz Accepted/Kabul  : 2026 August/Agustos Published/Yayin ~ : 2026 September/Eyliil

Adaptation of the Intellectual Experience Scale to Turkish Culture: A Validity and
Reliability Study Among University Students

Atilla Ergin! Yelkin Diker Coskun?

Atif/Reference: Ergin, A. ve Diker Coskun, Y. (2026). Entelektiiel Deneyim Olgegi'nin Tiirk Kiiltiiriine Uyarlanmasi: Universite
Ogrencilerinde Gegerlik ve Giivenirlik Calismasi. Yénetim ve Egitim Bilimleri Dergisi, 5(3), 253-275.

Abstract

Intellectual experience is a multifaceted process involving both cognitive and emotional responses of an
individual. The Intellectual Experience Scale (IES), developed by Mayer and Caruso (1989), measures this
construct across three dimensions: Intellectual Pleasure, Intellectual Absorption, and Intellectual Apathy. This
study aimed to adapt the IES into Turkish and evaluate its psychometric properties. Following a rigorous multi-
stage translation and cultural adaptation process, the scale was refined to 34 items. The Turkish version was
administered to 600 university students, and the dataset was randomly divided into two statistically independent
subsamples. The first subsample (n = 300) was used for Exploratory Factor Analysis (EFA), whereas the second
subsample (n = 300) was used for Confirmatory Factor Analysis (CFA). The EFA supported the original three-
factor structure, with factor loadings ranging from .401 to .795, and the three factors explained 31.86% of the
total variance. The CFA confirmed the adequacy of the three-factor model (}*/df = 2.04, RMSEA = .059, CFI =
.94, NNFI = .93, SRMR = .097, NFI = .89, AGFI = .82). Internal consistency coefficients were satisfactory
(Cronbach’s o = .870 for Intellectual Pleasure, .834 for Intellectual Apathy, .758 for Intellectual Absorption, and
.851 for the overall scale). These findings indicate that the Turkish version of the IES is a reliable and valid
instrument for assessing intellectual experience among university students.

Anahtar Kelimeler: Intellectual experience, scale adaptation, validity, reliability, higher education.

Entelektiiel Deneyim Olcegi'nin Tiirk Kiiltiiriine Uyarlanmasi: Universite Ogrencilerinde Gegerlik ve
Giivenirlik Calismasi

Ozet

Entelektiiel deneyim, bireyin biligsel ve duyussal tepkilerini kapsayan ¢ok boyutlu bir yapidir. Mayer ve
Caruso (1989) tarafindan gelistirilen Entelektiiel Deneyim Olgegi (EDO), bu yapiy1 entelektiiel haz, entelektiiel
oziimseme ve entelektiiel ilgisizlik olmak iizere ii¢ boyutta 6lgmektedir. Bu arastirmanin amaci, EDO’yii
Tiirk¢eye uyarlamak ve psikometrik 6zelliklerini incelemektir. Cok asamali ¢eviri ve kiiltiirel uyarlama siirecinin
ardindan 6l¢ek 34 maddeye indirgenmistir. Olgek Tiirkiye'deki 600 iiniversite dgrencisine uygulanmus, veri seti
rastgele iki bagimsiz 6rnekleme ayrilmustir. ilk drneklem (n = 300) A¢imlayici Faktdr Analizi (AFA), ikinci
orneklem (n = 300) ise Dogrulayic1 Faktor Analizi (DFA) i¢in kullanilmistir. AFA sonuglari, faktor yiiklerinin
401 ile .795 arasinda degistigini ve ti¢ faktorlii yapinin toplam varyansin %31.86'sin1 agikladigint géstermistir.
DFA sonuglar ise ii¢ faktorlii modelin kabul edilebilir diizeyde uyum gosterdigini ortaya koymustur (y*/df =2.04,
RMSEA = .059, CFI = .94, NNFI = .93, SRMR = .097, NFI = .89, AGFI = .82). Olgegin i¢ tutarlilik katsayilari
Entelektiiel Haz icin .870, Entelektiiel Ilgisizlik icin .834, Entelektiiel Oziimseme igin .758, dlgegin geneli igin
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ise .851 olarak bulunmustur. Bulgular, EDO'niin Tiirk¢e formunun iiniversite dgrencilerinin entelektiiel deneyim
diizeylerini belirlemede gegerli ve giivenilir bir 6l¢me araci oldugunu gdstermektedir.
Keywords: Entelektiiel deneyim, 6l¢ek uyarlama, gegerlik, giivenirlik, yliksekogretim.

1. Introduction

Higher education serves as a vital platform for the journey of intellectual growth. During this period,
students immerse themselves in cognitive, artistic, cultural, and philosophical discussions within a stimulating
academic environment. These exchanges, alongside diverse learning experiences and cultural interactions, weave
a rich tapestry of intellectual exploration, shaping their worldview and self-perception. Essentially, higher
education provides fertile ground for the cultivation and nurturing of intellectual curiosity, leading to a deeper
understanding of oneself and the world. This underscores the transformative power of active engagement and
critical thinking inherent in the pursuit of intellectual experience within higher education.

However, not all experiences within higher education are inherently intellectual. Simply attending lectures
and passively absorbing information may not lead to significant intellectual growth. What truly distinguishes an
intellectual experience is the active engagement with ideas, the critical questioning of assumptions, and the
construction of new knowledge through analysis and synthesis. This active approach cultivates critical thinking
skills, allowing students to not only acquire information but also evaluate its validity, challenge established
perspectives, and generate unique insights (Chickering & Gamson, 1987; King & Kitchener, 1994).

Derived from the Latin "Experiencia," "experience" encompasses a set of events and activities where
individuals and groups acquire knowledge, ideas, and skills. Active participation, knowledge acquisition,
problem-solving, and the development of critical thinking skills are all crucial elements (Sloww, 2021). In
contrast, "intellectual experience," echoing the Latin "intellectualis experientia," refers to encounters requiring
active thinking, analysis, and the generation of new ideas. It encompasses learning, knowledge acquisition,
creativity, and critical thinking (Glosbe, n.d.). While experience can be passive, intellectual experience demands
active involvement. While experience provides basic knowledge, intellectual experience fosters a deeper
understanding and refined thinking skills. Intellectual experience involves an individual's overall comprehension,
background, and mental capacities. Individuals with intellectual experience not only can use technology
efficiently, but they also acquire the ability to adjust to shifting circumstances as well as to follow current
improvements (Mayer & Caruso, 1989).

Merrill (2002) further refines this understanding by emphasising the paramount importance of active
participation in educational experiences. He argues that engaging with the world through questioning, problem-
solving, and creative activities fosters not only knowledge and skill acquisition but also critical thinking and
meaningful learning. This active engagement distinguishes intellectual experience from passive information
consumption.

Intellectual experience encompasses a vast spectrum of activities and encounters. It can manifest in the
physical realm through manipulating objects and environments, or in the mental realm through intellectual
processes, thoughts, and emotions. Spiritual and religious experiences, often intertwined with personal journeys,
add another dimension to this spectrum. Educational experiences, whether formal or self-directed, provide
avenues for knowledge acquisition and intellectual growth. Professional experiences, on the other hand, offer
opportunities to hone skills and gain real-world knowledge (Brown, 2003; Interaction Foundation Design, 2021;
Nowotny, Plaice, & Neville, 1996; Paloutzian & Park, 2015; Popper, Eccles, & John, 1977)

The relationship between intellect and experience is not one of opposition, but rather of mutual
reinforcement. As Aristotle believed, experience forms the foundation of knowledge, providing the raw data upon
which our reasoning faculties can build (Aristotle, trans. 1984). Plato echoed this sentiment, arguing that true
knowledge emerges from synthesising sensory and intellectual experience, where the senses offer the raw
materials and the intellect refines and interprets them (Plato, trans. 1997). The work of Descartes and Spinoza
further exemplifies this dynamic interplay. While Descartes emphasized innate ideas and clear, distinct notions
as the basis for knowledge (Descartes, trans. 1985), Spinoza saw the intellectual experience as a fundamental
aspect of human nature, paving the way for understanding and overcoming skepticism (Fine, 2021; Gregori¢ &
Grgi¢, 2006; Shields, 2022; Spinoza, trans. 1996).

The significance of intellectual experience extends beyond personal growth, finding profound expression
in the realm of education. College students, as Chickering & Reisser (1993) point out, embark on a journey of
honing three key competencies: intellectual, manual, and interpersonal. Intellectual competence, in particular,
equips them with the tools to analyse, synthesise, and dissect complex ideas, shaping their understanding of the
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world.

This emphasis on intellectual experience has practical implications for curriculum design and teaching
methods. Robledo's (2014) work, for example, offers a treasure trove of strategies and techniques to enhance
intellectual capacities and foster innovative problem-solving. By encouraging systems thinking, divergent
thinking, and metacognition, educators can empower students to engage with the world in a more nuanced and
insightful way.

The term "intellectual experience" itself embraces three dimensions: Intellectual absorption: A state of
complete immersion in thought, learning, or exploration, where you feel disconnected from the outside world
(Csikszentmihalyi, 1990; Schiefele & Krapp, 2008). Intellectual pleasure: A positive emotional response to an
intellectually stimulating and satisfying experience (Ainley et al., 2015; Deci & Ryan, 2000). Intellectual apathy:
A lack of interest or enthusiasm towards intellectual pursuits (Marin,1991; Skaalvik & Skaalvik, 2014). These
definitions highlight those intellectual experiences encompass any activities that actively involve our thoughts
and provide us with joy, knowledge, and understanding.

Intellectual experience is not confined to the walls of academia or the pages of a book. It's a lifelong journey
of exploration, discovery, and personal growth. It fuels our curiosity, pushes us to question and challenge
assumptions, and broadens our horizons. As we grapple with complex ideas, engage in meaningful discussions,
and confront diverse perspectives, we refine our understanding of ourselves and the world around us. Therefore,
assessing and understanding the nuanced qualities of intellectual experience requires reliable instruments.
However, while various "intellectual experience scales" exist in different languages, (Butcher, Zhang, & Hong,
2012; Mayer et al., 1989; Pascarella & Terenzini, 1991; Perry, 1970), there is currently no validated Turkish
version of the widely used scale developed by Mayer & Caruso (1989). This poses a significant challenge for
Turkish researchers and educators, hindering their ability to investigate the intellectual development of university
students and evaluate the effectiveness of educational interventions that aim to foster deeper learning and critical
thinking skills. Addressing this critical gap, this study aims to adapt the IES to Turkish while ensuring both
rigorous cultural adaptation and thorough psychometric evaluation. This comprehensive approach will involve
(1) meticulously translating the scale items to accurately reflect the nuances of the Turkish culture, and (2)
conducting robust psychometric analyses to assess the reliability, validity, and factor structure of the adapted
version. By providing a culturally appropriate and psychometrically sound tool, this research aims to answer the
question: "Can the IES be effectively adapted into Turkish culture, and what are the psychometric properties of
the adapted version?" Ultimately, this research will equip Turkish researchers and educators with a valuable tool
for measuring and understanding intellectual experience, leading to more effective educational practices and
improved learning outcomes for students.

Intellectual Experience in Higher Education

Higher education goes beyond developing cognitive skills; it also supports students' social and emotional
growth. This intellectual experience contributes to preparing individuals with various skills needed in the complex
and changing world of the 21st century.

Cognitive Development:

* Development of cognitive skills such as critical thinking, problem-solving, and analytical thinking (World
Economic Forum, 2020)

* Acquiring the ability to synthesise, interpret, and evaluate information from new perspectives (Mayer &
Caruso, 1989)

* Embracing learning as a lifelong process and being open to acquiring new knowledge (Dewey, 1933)

Social Development:

* Developing social skills such as effective communication, teamwork, adaptation, and leadership (World
Economic Forum, 2020).

» Cultivating respect for different cultures and perspectives and developing tolerance (Freire, 1970).

» Taking responsibility, acting ethically, and developing a sense of social responsibility (Sartre, 1943).

Emotional Development:

* Developing emotional skills such as self-awareness, self-confidence, and self-esteem

* Enhancing coping and problem-solving skills

* Developing empathy, emotional intelligence, and communication skills with others

21st Century Skills:

* Creativity and innovation

* Information and communication technology literacy
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* Problem-solving and critical thinking

* Collaboration and teamwork

 Adaptability and flexibility

* Leadership and entrepreneurship

Higher education is not just about acquiring knowledge; it's about cultivating intellectual skills that equip
students for the ever-evolving future. As the World Economic Forum (2020) highlights, intellectual experience,
defined as the ongoing process of learning, understanding, critical thinking, and knowledge development (Biesta,
2012), plays a crucial role in preparing students for the challenges ahead. This experience extends beyond formal
education, encompassing informal learning through conversations, life experiences, and self-reflection (Lave &
Wenger, 1991). By providing access to fresh insights and transformative learning opportunities, optimal higher
education fosters the development of these crucial intellectual skills. Illeris (2018) emphasizes how such
experiences empower students to think critically, make sound decisions, and navigate the complexities of their
future endeavours.

Intellectual experience is a critical factor influencing various aspects of human development, encompassing
learning, understanding, critical thinking, and knowledge cultivation. This journey spans formal education,
informal learning through conversations and life experiences, and self-reflection. Influential scholars in education
research have provided intriguing insights into the interplay between intellectual experience and education. For
instance, John Dewey emphasised the significance of experiences fostering a child's natural development as
integral to intellectual experiences (Paul & Feldman, 2009). Jean-Jacques Rousseau similarly believed that
childhood experiences are crucial for intellectual development (Gutek, 2013). Dewey, envisioning learning as an
active process, asserted that intellectual encounters necessitate active learner participation, advocating for a
democratic learning environment to foster the growth of intellectual experience (Dewey, 1938). This idea aligns
with the contemporary understanding of education as a collaborative and experiential process.

Clive Staples Lewis underscored the importance of reading in intellectual development, particularly for
children, to expose them to diverse perspectives and to train students to acquire skills of criticizing thinking
(Lewis, 1969). Howard Gardner's notion of multiple intelligences emphasized the various facets of intellectual
experience, highlighting the value of experiences supporting students in developing their diverse intelligences
within a specific context (Gardner, 2006).

Bruner posits that experience is the foundation of intellectual development. He identifies three modes of
representation: enactive, iconic, and symbolic, and advocates for the implementation of a spiral curriculum that
aligns with these modes (Bruner, 1966, 1973). Vygotsky emphasizes the significance of social interaction and
cultural tools, introducing the concept of "meaningful intellectual experience," which goes beyond knowledge
acquisition and cognitive processes (Vygotsky, 1978, 1987).

Csikszentmihalyi states that in the "flow" state, individuals' intrinsic curiosity for knowledge increases, and
learning becomes more efficient (Csikszentmihalyi, 1990, 1997). Rathunde claims that Montessori education
nurtures intellectual experience in children by embracing the principles of "optimal experience" such as
autonomy, competence, and challenge (Rathunde, 2001, 2004). Maslow identifies intellectual experience as one
of the higher-level needs that enable people to reach their full potential (Maslow, 1954, 1970).

Mezirow presents the "transformative learning” model, arguing that experiences transform individuals'
worldviews and knowledge structures, explaining this transformation process with a 10-step model (Mezirow,
1991, 2000). Perry studies the changes in university students' perspectives on knowledge and identity, offering a
9-stage model that captures this transformative journey (Perry, 1970, 1981).

While different theories focus on different aspects of intellectual experience, they all agree that it helps
individuals realize their potential. Diverging from the conventional usage of the term, where experience is often
associated with engaging in specific activities or events and experiencing corresponding emotions, Dewey and
Vygotsky offer a distinct perspective. In their frameworks, experience transcends individual actions and
emotions; instead, it becomes a comprehensive category of thought and a fundamental unit of analysis. This view
challenges the notion that experience is confined within individuals, asserting its extension across space and time,
unfolding through societal relations imbued with affect (Vygotsky, 1935/2001, cited in Roth & Jornet, 2014).

While they share common ground in linking activity, learning, and development, Dewey's and Vygotsky's
theories diverge in the conceptualization of the relationship between process and goals in education. Dewey
champions the process of learning itself, believing that individuals can use their experiences to question and
define what truly matters to society, whereas Vygotsky prioritizes both cultural and social circumstances for
discovering and adding the value of experience. He views cultural goals and processes as fundamental to
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education, requiring integration into the pedagogical framework.

For Vygotsky, culture serves as the raw material of thinking, shaping individuals' cognitive development
and influencing how they engage with the world. These contrasting perspectives translate into distinct classroom
strategies and curriculum designs. Dewey advocates for student-centred learning, where experiences are
prioritized and students actively participate in constructing knowledge through inquiry and exploration.
Vygotsky, on the other hand, emphasizes the role of scaffolded learning and guided interaction with mentors and
peers, leveraging cultural tools and knowledge to support cognitive development (Glassman, 2001).

John Dewey challenged the notion of isolated experiences in learning, contending that experiences
hindering further growth and exploration lack genuine educational value. For Dewey, true learning hinges on the
continuous interplay between past, present, and future experiences. Each encounter builds upon its predecessors,
enriching and shaping the quality of those to come (Dewey, 1938). This concept transcends individual mental
processes, positioning experience as a dynamic dialogue between the human being and their environment. Hohr
echoes this holistic view, emphasizing the communicative, historical, and cultural dimensions of experience,
rather than isolating it as a purely individual or mental phenomenon (Hohr, 2013).

In this section, we have focused on how higher education contributes to intellectual experience. Higher
education not only contributes to the development of cognitive skills but also supports students' social and
emotional development. In cognitive development, it is important to develop skills such as critical thinking,
problem-solving, and analytical thinking (Mayer & Caruso, 1989; World Economic Forum, 2020). Socially, it is
important to acquire skills such as effective communication, teamwork cohesion, and leadership (Freire, 1970;
World Economic Forum, 2020). Emotionally, skills such as self-awareness, self-confidence, and self-esteem need
to be developed. However, in terms of 21st-century skills, it is also vital to acquire skills such as creativity,
problem-solving, cooperation, and flexibility (World Economic Forum, 2020).

The theoretical frameworks discussed in this study emphasize the different perspectives of John Dewey and
Lev Vygotsky on the role of experience in education. While Dewey argues that experience is central to learning,
Vygotsky emphasizes the importance of cultural and social context. However, both perspectives agree that
experience in education, especially intellectual experience, should be used effectively.

In conclusion, intellectual experience in higher education contributes to the cognitive, social, and emotional
development of students. The development of an intellectual experience scale can enhance our understanding of
its effects and guide future research, contributing to making educational practices more effective.

2. Method

2.1. Participants

This study included 600 university students enrolled in various faculties across state and foundation
universities, including Yeditepe, Istanbul Technical, Medipol, Istanbul, Mehmet Akif Ersoy, Dicle, Cukurova,
Harran, Mersin, Ankara, Gazi, and Diizce in Turkey, throughout the spring term of the school year 2022 and
2023. ‘The method of convenience sampling has been employed for selecting respondents, where a researcher
chooses environments that are easily reachable.”” (Bliylikoztiirk, 2022, p. 150; Ekiz, 2013, p. 12; Yildirm &
Simsek, 2016, p. 189). By investigating various aspects of the respondents through the demographic survey, a
large amount of data is shown in the next table.

Table 1. Demographic Characteristics of the Exploratory and Confirmatory Factor Analysis Samples

Variable Category EFA (n =300) CFA (n=300)
n % n %
Gender Female 159 53.0 159 53.0
Male 141 47.0 141 47.0
Grade Level First Year 69 23.0 70 23.3
Second Year 68 22.7 68 22.7
Third Year 79 26.3 80 26.7
Fourth Year 84 28.0 82 27.3
Department Preference First Preference 146 48.7 146 48.7
2nd—5th Preference 85 28.3 84 28.0
6th—10th Preference 35 11.7 35 11.7
Above 10th Preference 34 11.3 35 11.6
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Variable Category EFA (n=300) CFA (n=300)

GPA Below 1.00 8 2.7 7 23
1.00-2.00 21 7.0 20 6.7
2.01-3.00 129 43.0 130 433
3.01-4.00 142 47.3 143 47.7

Faculty 25 Faculties 300 100 300 100

The demographic characteristics of the participants included in the exploratory and confirmatory validation
samples are presented in Table 1. Following data screening, the full sample of 600 university students was
randomly divided into two statistically independent subsamples of equal size. The first subsample (n = 300) was
used to conduct the Exploratory Factor Analysis (EFA), whereas the second independent subsample (n = 300)
was reserved for the Confirmatory Factor Analysis (CFA). The distributions of demographic characteristics,
including gender, grade level, department preference, grade point average (GPA), and faculty representation,
were similar across the two subsamples, indicating that the random assignment procedure produced comparable
participant groups. The use of independent samples for EFA and CFA is recommended in psychometric validation
studies because it minimizes capitalization on chance, reduces sample-specific bias, and provides stronger
evidence for the construct validity and cross-validation of the proposed measurement model (Worthington &
Whittaker, 2006; Brown, 2015; Kline, 2016).

2.2. Research instrument

This study aimed to adapt the Intellectual Experience Scale developed by Mayer & Caruso (1989) into
Turkish and examine its psychometric properties. The scale, initially designed to explore intelligence and
intelligence-related personality traits (Mayer et al., 1989), measures individuals' intellectual experiences across
three dimensions: Intellectual Absorption, Intellectual Apathy, and Intellectual Pleasure.

The scale is administered using a 5-point Likert-type scale, ranging from "Strongly Disagree" to "Strongly
Agree" for each item. The scale scores are calculated by summing the participants' responses for each subscale.
There are a total of 51 items, with some items being assigned to multiple subscales. The psychometric properties
of the scale were assessed in terms of validity, reliability, and factor structure. The psychometric properties of
the original scale were analysed by Mayer et al. (1989).

The scale's internal consistency, assessed using Cronbach's alpha coefficient for each subscale, was
evaluated. According to Mayer & Caruso's (1989) study, acceptable internal consistency coefficients were
obtained for each subscale. For instance, the alpha values were reported as 0.78 for the Intellectual Absorption
dimension, 0.80 for the Intellectual Apathy dimension, 0.78 for the Intellectual Pleasure dimension, and 0.80 for
the total score. Based on this information, it can be said that the scale is quite reliable in terms of internal
consistency. In the original study, Mayer and Caruso (1989) reported that a three-factor solution obtained using
Principal Components Analysis (PCA) explained 52% of the total variance. In the present study, Principal Axis
Factoring (PAF) was employed as the extraction method, resulting in a lower explained variance (31.86%), which
is expected because PAF estimates only the common variance among observed variables while preserving the
original three-factor structure. In the present Turkish adaptation, the original three-factor structure was retained;
however, the final version consisted of 34 items following the psychometric analyses.

The Turkish adaptation of the scale was conducted through a multi-stage translation and adaptation process.
Following a pilot study, the scale was reduced to 34 items. The adapted scale was then administered to 600
university students in Turkey during the spring semester of 2022-2023.

Findings suggest that the Turkish version of the Intellectual Experience Scale is a reliable and valid
instrument for measuring intellectual experience among Turkish university students. This scale could be utilised
in future research to investigate the relationship between intellectual experience and various factors.

2.3. Procedure

The Intellectual Experience Scale (IES) was selected for assessing university students' intellectual
experience skills after a comprehensive review of existing literature, including studies by Mayer et al. (1989),
Mayer & Caruso (1989), Gonyea et al. (2003), and Mandeville et al. (2018). Mayer & Caruso (1989) highlighted
the suitability of the IES for college students following an examination of various scales. The researcher who
carried out the study granted permission to utilise the scale. Necessary consents were obtained for adapting the
scale into Turkish. The scale items, guidelines, and response alternatives were translated into Turkish to account
for cultural and linguistic differences. To create a culturally and linguistically suitable version, this procedure
followed the stages indicated by Sinaiko & Brislin (1973), Hambleton & Patsula (1999), and Kiling, Biiyiikoztiirk,
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& Akbaba-Altun (2014). The adaptation process involved ensuring that the concept measured by the scale is
culturally relevant and meaningful for comparison between the two countries.

The adaptation process consisted of three key stages. First, a group of experts from Istanbul Technical
University's School of Foreign Languages English Preparatory Program, proficient in both languages and
culturally aware, translated the scale into the target language. This group, skilled in the linguistic and cultural
nuances of both languages, accurately translated the scale items, scoring guidelines, and response options.
Initially, the researchers attempted to consolidate the translated versions into a single form. Then, the translations
were compared to identify similarities and differences. This comparative analysis laid the foundation for a unified
Turkish version of the scale, ensuring its cultural and linguistic appropriateness for the target audience.
(Hambleton & Patsula, 1999)

After creating the Turkish version, a back-translation process was conducted. In this step, a different set of
experts, who were unaware of the original English version, retranslated the Turkish version back into English.
This reverse translation was compared with the original English version to check for any discrepancies or meaning
shifts, ensuring that the Turkish version conveyed the same concepts and intent as the original. This process
helped verify the accuracy and consistency of the translated scale. (Hambleton & Patsula, 1999).

To ensure the translation's accuracy and cultural relevance, a pivotal meeting was convened, bringing
together three subject matter experts. Before the meeting, experts received both the original scale and its translated
adaptations, allowing for a comprehensive review. Additionally, a crafted document highlighting similarities and
differences between translations was provided, guiding the experts' deliberations. During this intensive session,
the original scale, translated forms, the combined translation, and a form showcasing additional items were
thoroughly examined. Each item and response option underwent rigorous scrutiny to select the most optimal
translation. Discrepancies in translation choices were openly discussed, with the overarching goal of achieving
clarity and consistency. Expert opinions took centre stage in this collaborative process, ultimately leading to the
finalisation of the translation form (Yalcin, 2021).

The second stage delved deeper into linguistic equivalence through a carefully constructed expert opinion
study. This logic-driven approach aimed to assess the translated scale's equivalence on four key levels: semantic,
idiomatic, conceptual, and experiential. To facilitate this, an 'Expert Evaluation Form for Equivalence' was
distributed to four seasoned field experts. After consulting an expert, the Scope Validity Ratio was calculated in
order to make the decision to remove the items from the scale. Since the opinions of the experts we consulted to
ensure scope validity were subjective, different methods were developed in the literature to obtain more reliable
results. The most widely known and used of these methods is the Lawshe method (Ayre & Sclally, 2014). After
calculating the scope validity ratio and scope validity index, it was compared with the criteria and it was decided
whether the items would continue to be included in the scale. Having received the translated scale, these experts
were tasked with identifying potential inaccuracies and suggesting improvements, ensuring every item aligned
with the original in meaning, idiom, concept, and experience while considering the target audience's specific
characteristics.Although no formal statistical analysis was conducted on the expert ratings, the expert evaluation
form was a crucial tool for ensuring the conceptual and experiential equivalence of the translated scale. By
soliciting expert opinions from individuals deeply knowledgeable in the field, we were able to identify and
address potential issues that might have been overlooked by a purely statistical approach. The experts' insights
provided a valuable qualitative assessment of the scale's equivalence, complementing any quantitative analysis
that may have been conducted (Campbell et al., 2013; Kline, 2013). Following a thorough review of the experts'
feedback detailed in the Equivalence Tally Sheet, the analysis revealed overall semantic, idiomatic, conceptual,
and experiential consistency with the original scale, albeit with some recommended corrective measures. Over
three collaborative sessions, the researchers integrated the experts' valuable insights, finalising the scale with 51
items, mirroring the original version. Before initiating the implementation process, the revised scale, including
its instructions, was presented to two additional field experts (outside the thesis monitoring committee) for their
final evaluation. Using a rigorous two-pronged expert opinion approach, insights from Sinaiko & Brislin (1973),
Hambleton & Patsula (1999), and Kiling, Biiyiikoztiirk, & Akbaba Altun (2014) have been combined to ensure
the language proficiency and cultural suitability of the translated scale for the target audience.

The third stage focused on evaluating the psychometric properties of the Turkish version of the Intellectual
Experience Scale through pilot testing and subsequent validity and reliability analyses. Prior to the main study, a
pilot study was conducted with 155 university students who were not included in either the Exploratory Factor
Analysis (EFA) or Confirmatory Factor Analysis (CFA) samples. Consistent with the commonly recommended
guideline of including at least five participants per item for preliminary instrument evaluation, the pilot sample
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was considered adequate for assessing the clarity, comprehensibility, and cultural appropriateness of the
translated instrument. Feedback obtained during the pilot administration indicated that the items were generally
understandable; therefore, only minor linguistic refinements were made before the main data collection.

Following the pilot study, the revised Turkish version of the scale was administered to 600 university
students from 12 Turkish universities using an online questionnaire. After data screening, the total sample was
randomly divided into two statistically independent subsamples of equal size (n = 300 each). The first subsample
was used exclusively for Exploratory Factor Analysis (EFA), whereas the second subsample was reserved for
Confirmatory Factor Analysis (CFA) to provide cross-validation of the factor structure.

During the exploratory factor analysis, item retention and deletion decisions were based on both statistical
and theoretical considerations rather than solely on numerical criteria. Items with factor loadings below the
commonly accepted minimum threshold of .30, items exhibiting substantial cross-loadings on multiple factors,
and items that failed to contribute meaningfully to the conceptual structure of the scale were identified as
candidates for removal. Each candidate item was subsequently evaluated with respect to its conceptual relevance
to the original Intellectual Experience Scale. Consequently, only items demonstrating inadequate psychometric
performance together with conceptual redundancy were excluded, whereas items that contributed to preserving
the theoretical integrity and content coverage of the original instrument were retained despite showing relatively
modest statistical indicators. This iterative evaluation process resulted in the removal of 17 items, yielding a final
Turkish version consisting of 34 items while preserving the original three-factor structure.

The final 34-item version was subsequently validated through confirmatory factor analysis using the second
independent subsample. This sequential validation procedure provided empirical evidence supporting the
construct validity and internal consistency of the Turkish adaptation of the Intellectual Experience Scale.

2.4. Data Analysis

Prior to the psychometric analyses, the complete dataset (N = 600) was randomly divided into two
statistically independent subsamples of equal size (n = 300 each). The first subsample was used for Exploratory
Factor Analysis (EFA), whereas the second independent subsample was reserved for Confirmatory Factor
Analysis (CFA). Employing independent samples for EFA and CFA is recommended in psychometric validation
studies because it minimizes capitalization on chance and provides stronger evidence for construct validity
(Worthington & Whittaker, 2006; Brown, 2015; Kline, 2016).

Descriptive statistics, item analyses, and reliability analyses were conducted using IBM SPSS Statistics 24
(IBM Corp., 2016), whereas confirmatory factor analysis was performed using LISREL 8.80 (Joreskog &
Sérbom, 2006).

Prior to factor extraction, the suitability of the data for factor analysis was evaluated using the Kaiser—
Meyer—Olkin (KMO) measure of sampling adequacy and Bartlett's Test of Sphericity. Exploratory Factor
Analysis was conducted using Principal Axis Factoring (PAF) because this extraction method is recommended
for identifying latent constructs by estimating the common variance shared among observed variables (Fabrigar
et al., 1999). Since the dimensions of intellectual experience were theoretically expected to correlate, Promax
rotation with Kaiser normalization was employed.

The number of retained factors was determined by considering eigenvalues greater than one, examination
of the scree plot, the interpretability of the factor solution, and the theoretical structure of the original scale. Item
retention decisions were based on both statistical and theoretical considerations. Items with factor loadings below
.30, substantial cross-loadings, or conceptual redundancy were considered for removal during the exploratory
factor analysis.

Subsequently, the factor structure identified through EFA was cross-validated using Confirmatory Factor
Analysis (CFA) on the second independent subsample. Model fit was evaluated using y*/df, RMSEA, GFI, CFI,
NNFI (TLI), SRMR, NFI, and AGFI. Internal consistency and convergent validity were evaluated using
Cronbach's alpha, McDonald's omega, Composite Reliability (CR), and Average Variance Extracted (AVE).

2.5. Research Ethics

This study was conducted under ethical standards and guidelines for research involving human participants.
Informed consent was obtained from all participants before data collection, ensuring voluntary participation and
confidentiality. The research design and procedures adhered to the principles of respect, privacy, and protection
of participant rights. Approval from the relevant ethics committee was obtained, and the specific details of the
approval will be provided after the manuscript is accepted.
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3. Findings

3.1. Psychometric Properties of the Intellectual Experience Scale

The psychometric properties of the Turkish version of the Intellectual Experience Scale (IES) were
evaluated through a two-stage validation procedure involving Exploratory Factor Analysis (EFA) and
Confirmatory Factor Analysis (CFA). To ensure methodological rigor, the complete dataset was randomly
divided into two statistically independent subsamples. The first subsample (n = 300) was used to explore the
latent factor structure of the scale through EFA, whereas the second independent subsample (n = 300) was used
to verify the obtained factor structure by CFA.

3.2. Exploratory Factor Analysis

Exploratory Factor Analysis was conducted on the first independent subsample (n = 300). Prior to factor
extraction, the suitability of the data for factor analysis was evaluated using the Kaiser—Meyer—Olkin (KMO)
measure of sampling adequacy and Bartlett’s Test of Sphericity. The KMO value was .878, indicating good
sampling adequacy, while Bartlett’s Test of Sphericity was statistically significant (y*> = 5770.41, df = 1275, p <
.001), demonstrating that the correlation matrix was appropriate for factor analysis.

Because the purpose of the analysis was to identify the latent structure underlying the observed variables,
Principal Axis Factoring (PAF) was selected as the extraction method. Since the dimensions of intellectual
experience were theoretically expected to be correlated, Promax rotation with Kaiser normalization was
employed.

Item retention and deletion decisions were based on both statistical and theoretical considerations rather
than solely on numerical criteria. During the exploratory factor analysis, items with factor loadings below the
commonly accepted minimum threshold of .30, items exhibiting substantial cross-loadings on multiple factors,
and items that failed to contribute meaningfully to the conceptual structure of the scale were identified as
candidates for removal. Each candidate item was subsequently evaluated with respect to its conceptual relevance
to the original Intellectual Experience Scale. Consequently, only items demonstrating inadequate psychometric
performance together with conceptual redundancy were excluded from the Turkish version, whereas items that
contributed to preserving the theoretical integrity and content coverage of the original instrument were retained,
even when their statistical indicators were comparatively modest. This iterative evaluation process resulted in the
removal of 17 items, yielding a final 34-item scale while preserving the original three-factor structure.

Three factors with eigenvalues greater than one were extracted. Examination of the scree plot together with
the theoretical framework of the original instrument supported the retention of a three-factor solution. The three
factors jointly explained 31.86% of the total variance. Specifically, the first factor explained 16.99%, the second
factor 11.63%, and the third factor 3.23% of the total variance. Figure 1 presents the scree plot obtained from the
exploratory factor analysis.

Scree Plot
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Figure 1. /ES Scree Plot

The factor analysis revealed three factors with eigenvalues greater than one, indicating a three-factor
structure for the Intellectual Experience Scale. Together, these three factors explained 31.86% of the total
variance. Although this percentage is relatively modest, explained variance between 30% and 40% is generally
considered acceptable for multidimensional psychological constructs measured using exploratory factor analysis
(Hair et al., 2019).
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Table 2. Exploratory Factor Analysis and Reliability Results for IES

Sub-dimensions Number of Items KMO  Bartlett's y> Variance Explained (%) Lowest Highest Cronbach's Alpha
IES Overall 34 .878 5770.41, p <.001 31.86 401 795 .851
Intellectual Pleasure 17 16.99 401 739 .870
Intellectual Apathy 10 11.63 405 795 .834
Intellectual Absorption 7 3.23 421 .663 758

) <.001.

The exploratory factor analysis was conducted on the first independent subsample (n = 300) using Principal
Axis Factoring (PAF) with Promax rotation. Prior to factor extraction, the suitability of the initial 51-item pool
for factor analysis was evaluated using the Kaiser—Meyer—Olkin (KMO) measure of sampling adequacy and
Bartlett's Test of Sphericity. The KMO value was .878, indicating good sampling adequacy, while Bartlett's Test
of Sphericity was statistically significant (y*> = 5770.41, df = 1275, p < .001), confirming that the correlation
matrix was appropriate for factor analysis. Following the exploratory factor analysis, 17 items were removed
based on statistical and theoretical criteria, resulting in the final 34-item Turkish version of the scale.

The exploratory factor analysis yielded a three-factor solution consisting of 34 items. Together, these three
factors explained 31.86% of the total variance. Specifically, the first factor (Intellectual Pleasure) explained
16.99% of the total variance, the second factor (Intellectual Apathy) explained 11.63%, and the third factor
(Intellectual Absorption) accounted for 3.23% of the variance.

Table 2 summarizes the exploratory factor analysis and reliability results. Factor loadings ranged from .401
to .795 across the three dimensions. Specifically, factor loadings ranged between .401 and .739 for Intellectual
Pleasure, .405 and .795 for Intellectual Apathy, and .421 and .663 for Intellectual Absorption. According to Hair
et al. (2019), standardized factor loadings of .40 or higher indicate acceptable item-factor relationships,
suggesting that all retained items made meaningful contributions to their respective latent constructs.

The internal consistency analyses also supported the reliability of the Turkish version of the scale.
Cronbach's alpha coefficient was .851 for the overall scale, indicating good internal consistency. The reliability
coefficients for the subdimensions were .870 for Intellectual Pleasure, .834 for Intellectual Apathy, and .758 for
Intellectual Absorption, all of which exceeded the recommended minimum threshold of .70 (Hair et al., 2019;
Kline, 2016). Overall, the findings provide evidence that the Turkish adaptation of the Intellectual Experience
Scale possesses an interpretable three-factor structure together with satisfactory construct validity and internal
consistency.

Confirmatory Factor Analysis (CFA) was conducted using the second independent subsample (n = 300) to
validate the three-factor structure identified through the Exploratory Factor Analysis. The CFA was performed
on an independent validation sample to provide cross-validation of the measurement model and to reduce the risk
of sample-specific solutions. Model fit was evaluated using multiple goodness-of-fit indices, including the chi-
square statistic (*), chi-square/degrees of freedom ratio (y*df), Root Mean Square Error of Approximation
(RMSEA), Goodness-of-Fit Index (GFI), Comparative Fit Index (CFI), Non-Normed Fit Index (NNFI/TLI),
Standardized Root Mean Square Residual (SRMR), Normed Fit Index (NFI), and Adjusted Goodness-of-Fit
Index (AGFI).

Table 3. CFA Results of the IES
© df x2/df RMSEA GFI CFI1 NNFI (TLI) SRMR NFI AGFI
(865.81) (425) 2.04 .059 .84 .94 93 .097 .89 .82

The confirmatory factor analysis supported the three-factor structure identified in the exploratory phase.
The proposed measurement model yielded a chi-square value of 865.81 with 425 degrees of freedom, resulting
in a y*/df ratio of 2.04, which indicates a good overall model fit. According to Kline (2016), y*/df values below
3.00 generally reflect an acceptable fit between the hypothesized model and the observed data.

The approximate fit indices also supported the adequacy of the measurement model. The RMSEA value
(.059) indicated a good approximation of the model to the population covariance matrix, remaining below the
recommended threshold of .08 (Brown, 2015; Hu & Bentler, 1999). Incremental fit indices further demonstrated
satisfactory model fit, with CFI (.94) and NNFT (.93) exceeding the recommended criterion of .90. Similarly, the
GFI (.84), AGFI (.82), and NFI (.89) values indicated acceptable model fit for a multidimensional measurement
instrument. The SRMR value (.097) was below the recommended upper limit of .10, suggesting an acceptable
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level of residual error.

Overall, the goodness-of-fit indices demonstrated that the proposed three-factor model adequately
represented the observed data. These findings provide empirical support for the construct validity of the Turkish
version of the Intellectual Experience Scale and confirm that the factor structure identified through the
exploratory analysis was successfully replicated in an independent validation sample.
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Figure 2. CFA results for the Path Diagram of the IES: Path analysis

Figure 2 presents the standardized measurement model obtained from the confirmatory factor analysis. All
retained items loaded significantly on their respective latent constructs, and the standardized factor loadings
supported the three-factor structure identified through the exploratory factor analysis. The covariance estimates
among the latent variables further confirmed that the three dimensions represent related but distinct components
of intellectual experience.

Item discrimination analysis was conducted to evaluate the extent to which each item contributed to the
measurement of the overall construct. Corrected item-total correlation coefficients were calculated for each item
retained in the final Turkish version of the Intellectual Experience Scale. The results are presented in Table 4.
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Table 4. Item Discrimination Table for the IES

Item Corrected Item-Total Correlation
ED3 ,360
ED7 ,288
ED9 ,377
EDI13 ,379
EDI19 ,481
ED21 ,494
ED22 ,430
ED27 412
ED28 ,355
ED32 ,346
ED38 413
ED39 ,495
ED49 ,465
EDI0 ,379
EDI1 ,362
EDI14 ,249
EDI16 ,383
ED17 ,267
ED23 ,323
ED24 ,195
ED25 215
ED33 ,296
EDS51 228
ED6 ,280
EDI18 ,383
ED26 ,309
ED34 ,395
ED36 415
ED40 ,424
ED46 ,438
ED47 ,361

Item discrimination analysis was performed to examine the extent to which each retained item contributed
to the overall construct measured by the Turkish version of the Intellectual Experience Scale. Corrected item—
total correlation coefficients for the 34 retained items are presented in Table 4.

As shown in Table 4, the corrected item—total correlation coefficients ranged from .195 to .495. According
to Biiyilikoztiirk (2022), coefficients of .30 or higher indicate acceptable item discrimination, whereas values
above .40 reflect good discrimination. In the present study, 17 items exceeded the recommended threshold of .30,
and 8 of these items demonstrated strong discrimination with coefficients greater than .40. Several items yielded
corrected item—total correlations below .30, ranging from .195 to .296. Although these items showed relatively
lower discrimination, they were retained because they demonstrated acceptable factor loadings in the exploratory
and confirmatory factor analyses and contributed to preserving the theoretical content coverage of the original
instrument. Overall, the corrected item—total correlation results provide additional evidence supporting the
internal consistency of the Turkish version of the Intellectual Experience Scale.

This section presents the descriptive statistics for the Turkish version of the Intellectual Experience Scale
and its sub-dimensions.

Table 5. Descriptive Statistics of The Scale and Its Sub-Dimensions

Subdimension N Minimum Maximum Mean SD Skewness Kurtosis
Intellectual Apathy 300 1 5.00 3.01 0.75 0.203 -0.409
Intellectual Pleasure 300 1 5.00 4.08 0.62 -1.042 1.199
Intellectual Absorption 300 1 5.00 3.35 0.69 -0.141 -0.006
IES Overall 300 1 5.00 3.44 0.48 0.381 1.117

Table 5 presents the descriptive statistics for the Turkish version of the Intellectual Experience Scale and
its three subdimensions. The overall mean score for the scale was 3.44 (SD = 0.48), indicating that participants
generally reported a moderately high level of intellectual experience.
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Among the three dimensions, Intellectual Pleasure had the highest mean score (M = 4.08, SD = 0.62),
suggesting that participants generally experienced enjoyment and satisfaction during intellectually stimulating
activities. Intellectual Absorption yielded a mean score of 3.35 (SD = 0.69), indicating a moderate tendency to
become deeply engaged in intellectual activities. Intellectual Apathy had the lowest mean score (M =3.01, SD =
0.75), reflecting a comparatively lower level of indifference toward intellectual experiences.

The observed skewness values ranged from —1.042 to .381, whereas kurtosis values ranged from —0.409 to
1.199. These values fall within the commonly accepted ranges for univariate normality (Hair et al., 2019; Kline,
2016), indicating that the distributions of the scale scores did not substantially deviate from normality.

Overall, the descriptive statistics suggest that the Turkish version of the Intellectual Experience Scale
exhibits an appropriate distribution of scores and provides sufficient variability for subsequent psychometric
analyses.

To provide additional evidence for the reliability and convergent validity of the Turkish version of the
Intellectual Experience Scale, Composite Reliability (CR), Average Variance Extracted (AVE), and McDonald's
omega (®) coefficients were calculated based on the confirmatory factor analysis results. Composite Reliability
evaluates the internal consistency of each latent construct, whereas AVE reflects the proportion of variance
captured by the construct relative to measurement error (Fornell & Larcker, 1981).

Table 6. Composite Reliability, Average Variance Extracted, and McDonald's Omega for the Turkish Version
of the Intellectual Experience Scale

Composite Reliability Average Variance Extracted

Construct Items Cronbach'sa McDonald's ® (CR) (AVE)
Intellectual Pleasure 17 .870 .895 .867 .345
Intellectual Apathy 10 .834 871 .846 .366
Intellectual Absorption 7 758 .826 761 289
IES Overall 34 .851 831 — —

Note. CR = Composite Reliability; AVE = Average Variance Extracted; ® = McDonald's Omega.

As presented in Table 6, the Composite Reliability coefficients ranged from .761 to .867, exceeding the
recommended threshold of .70 and indicating satisfactory construct reliability (Hair et al., 2019). McDonald's
omega coefficients also demonstrated acceptable to good internal consistency, ranging from .826 to .895 across
the three latent constructs.

The AVE values ranged from .289 to .366, remaining below the conventional criterion of .50. Although
these findings indicate that the constructs explain less than half of the variance of their indicators, the satisfactory
Composite Reliability coefficients suggest that the latent constructs possess acceptable reliability despite
relatively low convergent validity. As noted by Fornell and Larcker, convergent validity may still be considered
acceptable when Composite Reliability exceeds .60, even if AVE is below .50. Therefore, the overall pattern of
results provides additional support for the psychometric adequacy of the Turkish version of the Intellectual
Experience Scale.

4. Discussion and Conclusion

The findings of this study provide evidence for the validity and reliability of the Turkish version of the
Intellectual Experience Scale (IES) as a measure of intellectual experience in university students. The scale has
been shown to be an appropriate scale, including acceptable levels of normality, construct validity, and reliability.
The findings also suggest that university students in Turkey generally report high levels of intellectual experience,
which is characterised by absorption, pleasure, and apathy. The scale's internal consistency was assessed using
Cronbach's alpha coefficient for each subscale. According to Mayer & Caruso's (1989) study, acceptable internal
consistency coefficients were obtained for each subscale. For instance, the alpha values were reported as 0.78 for
the Intellectual Absorption dimension, 0.8 for the Intellectual Apathy dimension, 0.78 for the Intellectual Pleasure
dimension, and Cronbach's alpha for the total score was reported as o = 0.81. Based on this information, it can
be said that the scale is quite reliable regarding internal consistency. In the original study, Mayer and Caruso
(1989) reported that the three-factor solution explained 52% of the total variance, indicating that the scale captures
intellectual experience across three distinct dimensions. In the present Turkish adaptation, the exploratory factor
analysis also supported the same three-factor structure; however, the explained variance was 31.86%.

The Turkish adaptation of the scale was conducted through a multi-stage translation and adaptation process.
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Following a pilot study, the scale was reduced to 34 items. The adapted scale was then administered to 600
university students in Turkey during the spring semester of 2022-2023. The results supported a three-factor
structure consistent with the original scale. Both exploratory and confirmatory factor analyses indicated an
acceptable model fit. Internal consistency values also demonstrated that the scale possesses adequate reliability
across its subdimensions as well as overall.

Findings suggest that the Turkish version of the Intellectual Experience Scale is a reliable and valid
instrument for measuring intellectual experience among Turkish university students. This scale could be utilised
in future research to investigate the relationship between intellectual experience and various factors.

These findings contribute to research indicating that intellectual experiences play a crucial role in student
achievement and personal development. There is evidence to suggest that intellectual experience can help
students become more engaged in their learning, achieve higher levels of academic achievement, and have a more
satisfying college experience (Astin, 1993; Baxter Magolda, 2004; Kuh, 2001).

The findings of this study provide valuable insights into the assessment and understanding of intellectual
experience among university students, particularly in the Turkish context. By establishing the validity and
reliability of the Turkish version of the Intellectual Experience Scale (IES), this research not only contributes to
the field of psychology and education but also informs educational practices and interventions aimed at enhancing
students' intellectual engagement and development (Jackson & Leffingwell, 1999).

This study's emphasis on the psychometric properties of the IES underscores the importance of rigorous
measurement tools in educational research (Cronbach and Meehl, 1955; DeVellis, 2016). Valid and reliable
instruments like the IES are crucial for accurately assessing complex constructs such as intellectual experience,
facilitating more nuanced investigations into their correlates and outcomes.

Moreover, the observed high levels of intellectual experience among Turkish university students highlight
the significance of fostering an intellectually stimulating environment within educational institutions.
Recognising and promoting intellectual engagement can not only enhance students' academic performance but
also contribute to their overall personal and cognitive development (Baxter Magolda, 2004; Chick & Karis, 2016).

However, as with any research endeavour, it is essential to acknowledge the limitations of this study. The
restricted sample of university students in Turkey calls for caution when generalising the findings to broader
populations. Future research efforts should aim to replicate these findings across diverse cultural and
demographic contexts to ascertain the robustness and universality of the observed patterns (Duran & Extremera,
2016; Hayes & Coutts, 2020).

Furthermore, while this study establishes the groundwork for understanding intellectual experience, there
remains a need for more comprehensive investigations into its implications for student success and well-being.
Exploring the interplay between intellectual experience and variables such as cognitive ability, personality traits,
and academic achievement can offer deeper insights into the mechanisms underlying student development and
performance (Ackerman & Heggestad, 1997; Richardson et al., 2012).

Longitudinal studies are particularly valuable in elucidating the trajectory of intellectual experience over
time and identifying the factors that influence its evolution. Such research can inform targeted interventions and
educational strategies aimed at fostering a conducive environment for intellectual growth and engagement
throughout students' educational journeys (Alexander et al., 2017; Vansteenkiste et al., 2012).

The findings of this study also suggest that the Turkish version of the IES is a valuable tool that can be used
to research intellectual experience in Turkish-speaking countries. The scale can help researchers and educators
better understand and develop students' intellectual experiences.

In light of the findings of this study, future research is recommended to:

1. Examine the validity and reliability of the IES in other populations, such as high school students or

adults.

2. Investigate the relationship of intellectual experience with other relevant variables, such as student

success, cognitive ability, and personality traits.

3. Conduct longitudinal studies that examine how intellectual experience changes over time and what

factors contribute to these changes.

4. Additionally, it is suggested that the IES can be used to help educators develop interventions that will

help students develop their intellectual experiences.

This study demonstrates that the Turkish version of the IES is a valid and reliable instrument for measuring
intellectual experience in university students. The findings suggest that intellectual experience may play an
important role in student success and personal development. Future research will help us better understand how
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intellectual experience manifests itself in other populations and how it affects student success and personal
development.

In conclusion, the findings of this study underscore the importance of intellectual experience in shaping
students' educational experiences and outcomes. By establishing the validity and reliability of the Turkish version
of the IES, this research opens avenues for further inquiry and intervention, ultimately contributing to the
enhancement of student learning and development on a global scale.

Limitations

This study has a few limitations to consider. First, since the research was conducted exclusively with
university students in Turkey, the findings may not be fully generalizable to other age groups or cultural settings.
Additionally, the use of self-reported data means there is a possibility of response bias from participants. Finally,
due to the cross-sectional design, it is not possible to make definitive conclusions about cause-and-effect
relationships. Future studies could overcome these limitations by including more diverse samples and employing
longitudinal designs.
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EXTENDED ABSTRACT

Entelektiiel Deneyim Ol¢egi'nin Tiirk Kiiltiiriine Uyarlanmasi: Universite Ogrencilerinde Gegerlik

ve Giivenirlik Calismasi

Giris

Entelektiiel deneyim, bireylerin bilissel ve duyussal tepkilerini kapsayan ¢ok boyutlu bir yapidir. Bireylerin
fikirlerle aktif etkilesime girmesini, varsayimlart sorgulamasini1 ve analiz ile sentez yoluyla yeni bilgiler inga
etmesini igerir. Yiiksekogretimde entelektiiel deneyim, 6grencilerin bilissel, sosyal ve duygusal gelisiminde kritik
rol oynar. Mayer ve Caruso (1989) tarafindan gelistirilen Entelektiiel Deneyim Olgegi (EDO), bu yapiy1
Entelektiiel Haz, Entelektiiel Oziimseme ve Entelektiiel Ilgisizlik olmak iizere ii¢ boyutta 5l¢gmektedir.

Entelektiiel Haz, bireylerin entelektiiel uyarict etkinliklere katildiklarinda deneyimledikleri olumlu
duygusal tepkileri ifade eder. Bu boyut, bireylerin yeni fikirler kesfettiginde, karmasik problemleri ¢ozdiigiinde
veya derinlemesine diisiinme siireglerine katildiginda hissettikleri memnuniyet ve keyfi kapsamaktadir.
Entelektiiel Oziimseme, diisince veya &grenme siirecinde tamamen kendini kaptirma durumudur
(Csikszentmihalyi, 1990). Bu durumda bireyler zamanin nasil gectigini fark etmezler ve dis diinyayla
baglantilarini kaybederler. Entelektiiel ilgisizlik ise entelektiiel ugraslara yonelik ilgi eksikligini yansitir (Marin,
1991). Bu boyut, bireylerin diisiinmeyi gerektiren etkinliklerden kaginma egilimini ve bu tiir etkinliklere karsi
duyarsizligini 6lger. Bu ii¢ boyut, bireylerin entelektiiel etkinlikleri nasil deneyimledigini anlamak i¢in kapsamli
bir ¢ergceve sunmaktadir.

EDO c¢esitli kiiltiirlerde kullanilmasina ragmen Tiirkgeye uyarlanmis versiyonu bulunmamaktaydi. Bu
eksiklik, Tirk arastirmacilarin Universite Ogrencilerinin entelektiiel gelisimini incelemesini ve bu alanda
yapilacak ¢alismalar1 sinirlandirmaktaydi. Tiirk kiiltiirlinde entelektiiel deneyimin nasil algilandigi ve hangi
boyutlarin 6ne ¢iktigr konusunda yapilmis kapsamli bir ¢alisma bulunmamaktadir. Bu nedenle, bu ¢alisma
EDOQ'yii Tiirk kiiltiiriine uyarlamay1 ve psikometrik zelliklerini incelemeyi amaglamustir.

Yontem

Katilimcilar: Aragtirmaya 2022-2023 bahar déneminde 12 Tiirk tiniversitesinde 6grenim goren 600 6grenci
katilmistir. Uygun 6rnekleme yontemi kullanilmistir (Biiyiikoztiirk, 2022). Veri taramasi sonrast 6rneklem iki
esit alt 6rnekleme (n=300) béliinmiistiir. ik alt 5rneklem A¢imlayici Faktdr Analizi (AFA), ikinci alt drneklem
ise Dogrulayict Faktor Analizi (DFA) i¢in kullanilmistir. Bu yaklasim, 6rnekleme 6zgii yanliliklar azaltmak ve
Olglim modelinin ¢apraz gecerlemesini saglamak amaciyla psikometrik c¢aligmalarda Onerilmektedir
(Worthington & Whittaker, 2006; Brown, 2015; Kline, 2016). Demografik 6zellikler her iki 6rneklemde
benzerdir: Katilimeilarin %53'i kadin, sinif diizeyi dagilimi %23 ile %28 arasinda degismekte ve not ortalamasi
cogunlukla 2,01-4,00 araliginda bulunmaktadir.

Olgme Araci: EDO, 51 madde ve 5'li Likert tipi derecelendirmeden olugmaktadir. Orijinal dlgek Cronbach
alfa degerlerini .78 ile .80 arasinda gostermis ve ti¢ faktorlii yap1 toplam varyansin %52'sini agiklamistir (Mayer
& Caruso, 1989).

Islem: Uyarlama siireci, Sinaiko ve Brislin (1973), Hambleton ve Patsula (1999) ile Kiling ve arkadaslar
(2014) tarafindan 6nerilen agamalar izlenerek ii¢ asamada yiiriitiilmiistiir. Birinci asamada, dil ve kiiltlir uzmanlari
tarafindan geviri ve geri ceviri islemleri gerceklestirilmistir. Ikinci asamada dort alan uzmani ile Lawshe yontemi
kullanilarak kapsam gegerligi degerlendirilmistir (Ayre & Scally, 2014). Ugiincii asamada 155 6grenciyle pilot
calisma yapilmis ve 6l¢egin anlasilirlhigr ile kiiltiirel uygunlugu test edilmistir. Pilot ¢aligmanin ardindan dlgek
600 6grenciye ¢evrimici olarak uygulanmustir.

Veri Analizi: AFA, Promax dondiirme ile Temel Eksen Faktorlemesi kullanilarak gergeklestirilmistir
(Fabrigar vd., 1999). DFA, LISREL 8.80 programi ile yapilmistir (Joreskog & Sorbom, 2006). Model uyumu
v*/sd, RMSEA, CFI, NNFI ve SRMR indeksleri ile degerlendirilmistir (Brown, 2015; Hu & Bentler, 1999; Kline,
2016). Glivenirlik analizleri Cronbach alfa, McDonald omega, Bilesik Giivenirlik (CR) ve Ortalama Aciklanan
Varyans (AVE) ile incelenmistir (Fornell & Larcker, 1981; Hair vd., 2019).

Bulgular

AFA: Kaiser-Meyer-Olkin (KMO) &l¢iisii .878 ve Bartlett kiiresellik testi anlamlidir (p <,001). Ug faktorlii
yap1 dogrulanmis, faktor yiikleri .401 ile .795 arasinda degismektedir. Toplam varyansin %31,86's1 agiklanmigtir
(Entelektiiel Haz %16,99; Entelektiiel Ilgisizlik %11,63; Entelektiiel Oziimseme %3,23). Istatistiksel ve teorik
kriterlere dayanarak 17 madde ¢ikarilmis, nihai 6l¢cek 34 madde olarak belirlenmistir.

DFA: Model uyumu 1iyi diizeydedir (y*/sd=2,04; RMSEA=,059; CFI=94; NNFI=93; SRMR=,097;
GFI=,84; AGFI=,82; NFI=,89). Tiim maddeler ilgili gizil yapilarina anlamli diizeyde yiiklenmistir. Bu bulgular,
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ti¢ faktorlii modelin gozlenen verilerle yeterli diizeyde uyum gosterdigini ve Tiirkge versiyonun yapi gecerligini
desteklemektedir.

Giivenirlik: Cronbach alfa katsayis1 6lgegin geneli i¢in .851 olarak hesaplanmistir. Alt boyutlara iligskin
giivenirlik katsayilar1 Entelektiiel Haz i¢in .870, Entelektiiel Ilgisizlik icin .834 ve Entelektiiel Oziimseme i¢in
.758 olarak bulunmustur. McDonald omega katsayilar1 .826 ile .895 arasinda, Bilesik Giivenirlik degerleri .761
ile .867 arasinda degismektedir. AVE degerleri .289 ile .366 arasindadir.

Betimsel: Genel ortalama puan 3,44 (SS=,48) olarak bulunmustur. En yiiksek ortalama Entelektiicl Haz
boyutunda (Ort.=4,08, SS=,62), ardindan Entelektiiel Oziimseme (Ort.=3,35, SS=,69) ve Entelektiiel ilgisizlik
(Ort.=3,01, SS=,75) gelmektedir. Carpiklik ve basiklik degerleri, 6lgek puanlarinin dagilimmin normal
dagilimdan anlamli diizeyde sapmadigin1 gostermektedir.

Tartisma ve Sonug¢

Bulgular, EDOiin Tiirk¢e versiyonunun {iniversite &grencilerinin entelektiiel deneyim diizeylerini
belirlemede gegerli ve giivenilir bir lgme arac1 oldugunu gostermektedir. Ug faktorlii yap: basaryla korunmus,
i¢ tutarlilik katsayilar1 kabul edilebilir diizeyde bulunmustur. Agiklanan varyansin orijinal ¢alismaya gore daha
diisiik olmasi, bu calismada Temel Eksen Faktorlemesi yonteminin kullanilmasi ve kiiltiirel farkliliklar nedeniyle
bazi1 maddelerin farkli islev gostermesiyle agiklanabilir. Tiim uyum indeksleri kabul edilebilir diizeydedir (Hu &
Bentler, 1999; Kline, 2016).

Katilimeilarin en yiiksek puani Entelektiiel Haz boyutunda almasi, Tiirk tiniversite Ogrencilerinin
entelektiiel etkinliklerden zevk aldigini ve bu tiir etkinliklere olumlu duygusal tepkiler verdigini gostermektedir.
Entelektiiel Ilgisizlik boyutunun en diisiik ortalamaya sahip olmasi, dgrencilerin entelektiiel ugraslara kars
kayitsiz olmadigini ve genel olarak entelektiiel deneyime agik olduklarini diisiindiirmektedir. Bu bulgular, Tiirk
yliksekogretim sisteminde entelektiiel deneyimin olumlu bir sekilde yasandigini gostermektedir (Astin, 1993;
Kuh, 2001).

Siirhiliklar: Aragtirma yalnizeca tiniversite 0grencileriyle yiiriitiilmistiir; bu nedenle bulgular diger yas
gruplarina veya farkli kiiltiirel ortamlara genellenemez. Oz bildirime dayal1 veriler, katilimcilarm yanit verme
egilimlerinden kaynaklanan olas1 yanliliklar1 igerebilir. Kesitsel tasarim nedeniyle entelektiiel deneyim ile diger
degiskenler arasinda nedensel iliskiler hakkinda kesin ¢ikarimlar yapilamamaktadir.

Oneriler: Gelecek arastirmalarda EDO'niin lise 6grencileri, yetiskinler veya farkli meslek gruplari gibi
diger popiilasyonlarda da gecerlik ve giivenirliginin incelenmesi Onerilmektedir. Entelektiiel deneyimin
akademik basari, biligsel yetenek ve kisilik 6zellikleri ile iliskisi arastirilmalidir. Ayrica, entelektiiel deneyimin
zaman i¢indeki degisimini inceleyen boylamsal ¢alismalar yapilmalidir.

Sonug olarak, EDO'niin Tiirkge versiyonu, iiniversite grencilerinin entelektiiel deneyimini 6lgmede gegerli
ve giivenilir bir aragtir. Bu caligma Tiirk yiiksekogretiminde entelektiiel deneyim alanindaki 6nemli bir boslugu
doldurmus, arastirmacilar ve egitimciler i¢in degerli bir 6l¢gme aract sunmustur.

Anahtar Kelimeler: entelektiiel deneyim, dl¢ek uyarlama, gecerlik, giivenirlik, yliksekdgretim
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Ek 1. Entelektiiel Deneyim Olcegi Uygulama Formu

Asagida diisiinme, problem ¢dzme, yeni fikirler gelistirme, entelektiiel etkinliklerden hoglanma ve diisiinsel
deneyimlerinize iligskin ¢esitli ifadeler yer almaktadir. Liitfen her bir ifadeyi dikkatlice okuyarak sizi en iyi
yansitan segenegi isaretleyiniz. Her ifade igin yalnizca bir segenegi isaretleyiniz.
Olgek 5'i Likert tipindedir: Kesinlikle Katilmiyorum (1), Katilmiyorum (2), Ne Katiliyorum Ne
Katilmiyorum (3), Katiliyorum (4), Kesinlikle Katiliyorum (5). Kaynak formda toplam 34 madde bulunmaktadir.

18 Gergekten ilgilendigim bir konuda diisiinmek ¢cok hoguma gider.

19 Bir konu ilgimi ¢ektiginde, zaman ¢ok hizli akar.

20 Bir konuyu hayatinin amact haline getirmek veya onun {izerine bir kisilik imaj1 inga etmek anlamsizdir.
21 Bir konu ilgimi ¢ektiginde o konuyla ilgili her seyi okumak ihtiyaci hissederim.

22 Bir sorunu ¢ozdiikten sonra, geri doniip problemi nasil bir mantikla ¢6zdiigiimii bulurum.

23 Ca

24 Fikirlerimi yazmak ya da baskalarina anlatmak i¢in zahmete girmem.

25 Ba
26 Ba:
27 Eg

listigim seyi anlamam hem konuyu hem de kendimi daha derinden anlamami saglar.

zen nefesim kesilir ve aniden yeni bir fikir kesfettigimi ve bir konuyla ger¢ekten ilgilendigimi fark ederim.
zen odaklanmay1 ¢aba gerektirmeyen bir enerji akisi gibi hissederim.

er bir konuyla ilgili yeni bir diisiinme tarz1 gelistirirsem kendimi ¢ok iyi hissederim.

No Madde 1 2 3 4 5
Bazen bir sorun lizerinde ¢alisirken kendimi “Bundan hoslandim” ya da “Bu gercekten eglenceli” derken

! bulurum. OooOonoao

2 “Entelektiiel” diisiinme sadece bir angaryadir; hayatta ondan daha 6nemli seyler vardir. I O I B

3 Fazla enerji harcamadan bir konuya kolayca odaklanabilirim. [ R I O I

4 Bir konuya yogunlagtigimda, dikkatimi tamamen oraya veririm. Oo0ooOooOoao

5 Entelektiiel sorun ¢6zme konusunda ¢ok iyi degilimdir. OoOoooaod

6 Soyut entelektiiel tartigmalarla ilgilenmem. [ R I O I

7 Bazen bir sorunu ¢dzerken zihnim tamamen kendi iradesiyle dogru yone yonelir. [ R I O W

8 Bir fikir beni ¢ok heyecanlandirdiginda diger insanlar genellikle heyecanimi anlar. N O I B

9 Odaklandigimda, bazen sanki diger insanlar yokmus gibi hissederim. Ooo0Oooaod

10 Tarihteki biiyiik diisliniirlerin iizerinde ¢alistiklart seye olan ilgilerini nasil kaybetmediklerini anlamakta Oooooo

zorlanirim.

11 Zor bir problemi kavradiktan sonra kendimi ¢ok iyi hissederim. Oooooaod
12 Eie;z:ge?ii;l .sorunu o kadar canli hayal ederim ki neredeyse sorunun tam ortasinda yasityormusum gibi Oo0o0oo0
13 Yeni fikirler edinmek beni heyecanlandirir. Oooooaod
14 Cogu entelektiiel sorunu bagka insanlardan daha iyi ve daha hizli ¢ézebilirim. Ooo0Oooaod
15 Entelektiiel tartismalar hicbir zaman hicbir seyi ¢cdzmez, sikici ve zaman kaybidirlar. ooooano
16 Entelektiiel agidan kendime nadiren giivenirim. Oo0OoOooOoaod
17 Bazen bir sorun iizerinden ¢alisirken, onu ¢6zmek degil anlamak bile mutlu eder. N O I B
Oo0OooOooOoao

OoOooOooOoao

O0Oo0ooOoao

OoOooOooOoao

OoOooOooOoao

O0Oo0ooOoao

OoOooOooOoao

OoOooOooOoao

O0Oo0ooOoao

OoOooOooOoao

OoOooOooOoao

Elimden gelenin en iyisini yapabilmek i¢in bir seyi milkemmel bir sekilde yapana kadar bir konunun

iizerinde ¢aligmak hosuma gider.

Bir sorun iizerinde ¢alismak benim icin sadece entelektiiel bir seydir ve bu konuyla ilgili hayal kiriklig
yasamam ya da mutluluk hissetmem.

30 ilg

31 Hayat amagclarim ve gelecek ile ilgili planlarim benim i¢in pek ac¢ik degil.

32 Bir i insan1 ve miihendis toplum i¢in bir sanat¢1 ya da bilim insanindan daha énemlidir.

33 Su

34 Hayat iizerine diisiinmek ¢ok 6nemlidir.

imi ¢eken konular tizerine diiglinmek i¢in belirli zaman dilimleri ayirmaya ¢aligirim.

an ne yaptigima o kadar ¢cok odaklanirim ki bazen gegmis ya da gelecek ile ilgili pek diigiinmem.

Oood0ooo d
ooooo o

ooooo o

ooooo o

Oood0ooo d
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X4

Olcegin Boyutlar1 ve Maddeleri:

Entelektiiel Haz (17 madde): 1, 5, 8, 11, 13, 15, 17, 18, 19, 21, 23, 25, 27, 28, 30, 33, 34. Maddeler;

Entelektiiel ilgisizlik (10 madde): 2, 6, 10, 14, 16, 20, 22, 24, 29, 31. Maddeler;
Entelektiiel Oziimseme (7 madde): 3, 4, 7, 9, 12, 26, 32. maddelerden olusmaktadir.

Olgek 5'li Likert tipindedir ve Entelektiiel Ilgisizlik alt boyutundaki maddeler ters puanlanmaktadir.

274



Yénetim ve Egitim Bilimleri Dergisi [e-ISSN: 2980-0609]

% Giivenirlik: Olgegin Tiirkceye uyarlanmasina iliskin yapilan gegerlik-giivenirlik ¢alismasinda (n=600)
elde edilen ig¢ tutarlilik katsayilart su sekildedir.

Entelektiiel Haz: Cronbach o = .870, McDonald ® = .895, CR = .867;

Entelektiiel Ilgisizlik: oa=.834, ®» =.871, CR = .846;

Entelektiiel Oziimseme: o =.758, @ = .826, CR = .761;

Olgek geneli: o = .851, w = .831.

¢ Dogrulayict Faktor Analizi sonuglari {i¢ faktorlii yapiy1 desteklemektedir (y*/sd = 2.04; RMSEA = .059;
CFI=.94; NNFI = .93; SRMR =.097).

NOT: Bu o6lgek bilimsel ¢caligmalarda kaynak gosterilerek izin alinmaksizin kullanilabilir.
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