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Abstract—This study focuses on a Swedish Sign Language (STS) interpreting education, in which the students
learn a second language (L2) that is expressed in the visual-gestural modality instead of the auditory-vocal one.
Due to the lack of research on sign language L2 instruction, the teachers have limited scientific knowledge and
proven experience to lean on in their work. Therefore, an action research-based project was started with the
aim to enhance teachers’ knowledge about effective ways of teaching STS as an L2, and to examine how
teaching can lead to students making good progress and attaining deep knowledge in STS. The article presents
results from one of the projects’ sub-studies, Initial teaching through different primary languages, where a
hearing STS L2 teacher’s approaches are examined when teaching the hearing students the new language in
another modality than their previous language(s). The results show how this teacher uses her own knowledge
from learning STS as an L2 and how she, through using spoken Swedish, provides rich metalinguistic
knowledge that contributes to the students’ deeper theoretic knowledge about STS in addition to their
practical STS learning. This had pedagogical implications for the further development of the instruction at the
interpreting program.

Index Terms—sign language, second modality, second language, language instruction, second language teacher

I. INTRODUCTION

In Sweden, sign language interpreter training has been offered since 1986 when the Institute for Interpreting and
Translation Studies was established (Almgvist, 2013). This training has mainly been conducted in Swedish folk high
schools,® but in 2013, the first interpreter training at university level was offered at Stockholm University. This
education is now well established and is today offered in parallel with the three folk high schools that still have Swedish
Sign Language (STS) interpreting education. The university course in STS and interpreting is three years in duration,
leading to a BA in translation studies.

Because there is no prerequisite for the students to know any STS before they begin the program, the first year
mostly consists of courses in STS, including both practical training (i.e. language skills courses) and theoretical subjects
(i.e. courses in STS grammar and structure, and in Deaf culture and history, etc.). In the second year, similarly practical
and theoretical interpreting courses are introduced, while the students still receive STS practical training. Finally, in the
third year, no STS practical training is offered, but the focus is instead primarily on interpreting in theory and practice.
Figure 1 illustrates how the interpreter program curriculum is designed.

Year 1 Year 2 Year 3
Semester 1 Semester 2 Semester 3 Semester 4 Semester 5 Semester 6
- SSL1 Perspectives on __SSL5 ~ SSL6 Tactile SSL
(10 credits) language (7,5 credits) (7.5 credits) (5 credits)
(5 credits)
Linguistic /SSL3 Text Analysis Professional Ethics Linguistic variation
introduction to SSL (7,5 credits) (7,5 credits) (7,5 credits) (5 credits)
(5 credits)
'SSL 2 practical Introduction to Terminology Theory and
focus interpreting theory (5 credits) methodology
(7 credits) (7,5 credits) (5 credits)
SSL 2 theoretical Oral language
focus production
(3 credits) (5 credits)
Deaf culture and SSL4
history (7,5 credits)
(5 credits)

Figure 1. The Swedish interpreter program curriculum.

! The Swedish Folk high school is an alternate form of adult education that provides general civic education and the courses may be equated with
the upper secondary school. See further https://www.folkhogskola.nu/globalassets/dokument-och-filer/folk-high-school---eligibility-higher-education-
and-higher-vocational-education_criteria.pdf
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In Figure 1, blue boxes show STS skills training, orange boxes interpreting skills training, green boxes STS related
theory courses and yellow boxes theory courses related to spoken language. The purple colour is an internship course
and the dark yellow a course focusing on both signed and spoken language from a contrastive perspective. The red box
is a graduation course in which the students write their BA thesis. The colours indicate the main focus in the courses
although for example in the STS courses 3-6, theoretical elements are also included, and in some more theoretical
courses, practical elements are included.

With only two years of STS skills training (a total of approximately 600 hours) the students are expected to learn as
much STS as required in order to start the interpreting process. This is obviously a very short time period in which to
learn a new language at a level good enough to be able to interpret to and from it. Therefore, the STS teaching per se is
also very important. But while there is a growing body of research on sign language second language (L2) acquisition
internationally (see e.g. Bel, Ortells & Morgan, 2015; Ferrara & Nilsson, 2017; Ortega & Morgan, 2015), to a large
extent, this has not focused on the teaching of an L2 sign language. The university teachers who teach STS have
therefore (almost) no scientific knowledge of how they should conduct their instruction in the most effective way. In the
Swedish context, the government has decided that STS education will be based on both scientific knowledge and
proven experience. By ‘proven experience’, the Swedish National Agency for Higher Education intends something that
is more than just experience:

It is [experience that is] tried and tested. This requires that it has been documented, in each
case communicated in such a way as to allow it to be shared with others. It must also have
been reviewed in a collegial context, based on criteria that are relevant to the operational
content of the specific experience. It should also have been assessed based on ethical
principles: not all experience is benign and thus worth following. (Swedish National
Agency for Higher Education, 2008, cited in Skolverket, 2014, p. 12).

For STS instruction, there is no process for creating proven experience, and therefore the teachers do not have this
proven experience to rely on. According to Quinto-Pozos (2011), the lack of research and publications on pedagogical
issues in (American) sign language teaching has led to a situation where sign language teachers have had to rely on their
own linguistic intuition and cultural beliefs when they teach hearing L2 learners. This has also been the case in Sweden.
However, when the Stockholm university program in STS interpreting started, new opportunities to conduct research on
STS L2 learning and instruction appeared and two large projects were started; one with a linguistic focus through the
creation of an STS L2 corpus, the project TATE (Sch&nstrdn & Mesch, 2017), and one with the focus on teaching STS
as L2, the project UTL2 (Holmstr&m, 2018a, 2018b). This article builds on data from the latter project, UTL2, which
will be further described below.

In the UTL2 project, one sub-study examined how the students’ (practical) STS acquisition should be best facilitated
if the instruction from the very beginning was given mainly in STS through STS first language (L1) teachers (with
additional use of written Swedish through PowerPoint slides and whiteboard notes) or in spoken Swedish through a STS
L2 teacher (who was hearing and talked about STS through the medium of Swedish, but showed signs and used STS
texts in her teaching). The results from this sub-study showed no differences in the students’ STS signing skills after the
first semester, but it appeared that the students who had received their initial instruction from the L2 teacher gained
better metalinguistic knowledge of STS. Therefore, although the analysis of L1 and L2 teachers’ teaching all revealed
interesting features and patterns, this article aims to more closely examine in particular how the L2 teacher instructed
the students. More specifically, this study examines the L2 teacher’s specific teaching methods, the recurring patterns in
her classroom instruction, and how these differ from those of the L1 teachers.

Il. LITERATURE REVIEW

A. Learning a Language in Another Modality

Hearing students who only have learnt spoken language(s) before they begin STS classes not only learn a new
language (an L2), but they also have to learn to understand and express this language through another modality than in
their L1 (see e.g. Chen Pichler & Koulidobrova, 2015). The students need to learn to use their bodies in expressing the
language, not only the hands and arms, but also the head and face. Sign languages also have a different structure than
spoken languages. Characteristics of sign languages are, among other things, that they use the space in front of the body
to place signs, they can express several linguistic elements simultaneously, and the signs are highly iconic.

Woll (2013) identified seven features of sign language that impact on L2 learning of it: 1) learnability (the difficulty
of learning to use the body to express language); 2) iconicity (a large proportion of signs are visually motivated and new
strategies to aid the memory for how signs are to be expressed need to be developed); 3) phonology and motor skills
(new motor skills have to be acquired, and already developed motor dexterities have to be re-learned in order to express
them as language with the correct phonology); 4) the role of the face (facial expressions also need to be reanalysed as
linguistic features and used as such); 5) grammar (another grammar, and way to express grammar, than in spoken
language needs to be learned); 6) the role of gesture (i.e. the possibility of using pre-existing visual-spatial skills from
gesturing as transfers); and 7) social issues (the possibility of interacting with deaf people outside the classroom). Chen
Pichler and Koulidobrova (2015), similarly, mention areas for modality effects on hearing L2 learning of a sign
language: phonology (the differences between how spoken and signed languages are expressed); space in front of the
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body (which is used in another and more explicit way than in spoken languages); and iconicity. They describe hearing
learners who for the first time learn a sign language as M2-L2 learners, where M2 stands for the learning of expressing
language in a “second modality”.

The modality differences between the expression of spoken versus signed languages have consequences for the L2
learning of STS. Previous research on L2 acquisition for spoken languages cannot just be transferred onto the teaching
of sign languages, because the modality differences also have to been taken into account. It is however undoubtedly true
that certain L2 phenomena found in spoken language acquisition, such as language transfers and language universals
can also be applied to L2 sign language acquisition (Chen Pichler & Koulidobrova, 2015).

B. Teaching a Language in Another Modality

In the twentieth century, language teaching was established as a profession and became treated as such. During the
following century, many teaching methods were developed and applied, leading to sometimes competing ideologies in
language teaching (Richards & Rodgers, 2001). For example, methods such as the direct method, the audiolingual
method and the communicative language teaching approach have been used in different contexts, with their points of
departure in different teaching ideologies. However, as mentioned in the introduction, sign languages appear not to have
been a significant focus in the research on teaching methods. This perception is confirmed through an overview of
studies that have been performed recently in the field of American Sign Language (ASL) teaching by Quinto Pozos
(2011). He shows, among other things, that in general there are no studies which have empirically examined the
efficacy of the teaching strategies used in adult L2 ASL instruction, nor has the efficacy of one ASL curriculum over
another been examined. The teachers have to a large extent been forced to use a trial and error approach, continuously
adjusting and improving their lessons and activities. This is also true in the Swedish context. Linguistic research on STS
has only been conducted since the 70s and is therefore still quite sparse, and as a consequence, only a very few studies
have examined different STS contexts. For example, there are no previous studies which have examined STS L2
instruction, and therefore, teachers have had to use L2 acquisition research on spoken language in a trial and error
approach, as highlighted by Quinto Pozos (2011).

C. The Native versus Non-native Teacher

Riordan (2018) highlights the differences between native and non-native speaker language teachers when teaching
learners of a target language in non-immersion school environments. In these settings, the teacher is often the primary
source for the students regarding the target language and its culture, and according to Riordan, native speaker teachers
are often preferred by institutions. These teachers have natural and deep knowledge in the language of instruction and
can thus become role models for the students in their endeavour to learn the new language in depth. Nevertheless,
research has shown no evidence that native speakers are better language teachers for L2 learners than non-native
speaker language teachers. It may in some cases instead be the opposite: “Speakers who have learnt a language at a later
stage may... have explicit language awareness combined with metalinguistic knowledge. These skills are particularly
important for language teachers, who may be required to provide explanations of grammatical forms or usage norms to
their students.” (Riordan, 2018, p. 148). Riordan suggests that non-native speaker language teachers often have a greater
knowledge of such grammatical forms and of usage norms, and that they can explain these at a level that is
comprehensible for the students. Native speaker language teachers instead have intuitive knowledge of the language. A
native speaker often knows how the language should be expressed correctly, but an L2 language teacher may also be
consciously aware of specific aspects of the language that differ from the students’ L1, and may be more experienced
and aware of it, and thus better able to explain these aspects to students.

Non-native speaker language teachers may have different linguistic deficits, for example regarding vocabulary,
fluency and pronunciation, but for the students, they can become role-models for bilingual speakers (Medgyes, 2017;
Riordan, 2018). Through their language forms and use, and their pronunciation and grammar, they show the students
how a bilingual individual can work and act. The students may see the native speaker language teacher’s language
proficiency as unattainable, while the non-native speaker language teachers give a more attainable model for usage of
the target language. Also, students can learn from this how they can code-switch in a bilingual way and use their
bilingual competence in different ways.

In the context of sign language teaching, there is an issue of whether the teachers should be solely deaf (i.e. native
speakers of a sign language)? or whether hearing teachers (i.e. non-native speakers) can also be teachers of sign
languages — and if spoken language should be allowed or not in the teaching of the latter. For example, Quinto-Pozos
(2011) states that several institutions have decided that no spoken language is allowed in the sign language teaching
context, irrespective of the teachers’ hearing status. But he also mentions that spoken language does have a role in
teaching, for example through (deaf teachers”) sporadic use of interpreters, and through hearing teachers’ use of speech
in shorter sequences to explain things when a learner has not understood the content or signing. This issue is however
not trivial, because there is globally a long history of hearing people’s oppression of deaf people and their sign
languages. Therefore, it is important to mention that in all sign language instruction, deaf teachers are very important
because they have fluency in their signing and deep knowledge of the language. They also have the experience of being

2 Native speakers of sign languages can however also be hearing children of deaf parents.
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visual language users and know what it means to be deaf in a hearing world. This is not to say that hearing teachers
cannot teach a sign language too, in close cooperation with deaf teachers, aiming to teach from just the M2-L2
perspective. In Riordan’s (2018) description of the non-native speaker language teachers’ teaching, for example they
use both their common language and the target language in the classroom, just as bilinguals do, often with the aim of
explaining things on a metalinguistic level that may differ particularly in the target language through the use of the
language they have in common.

I1l. METHODOLOGY

A. The Project UTL2

To address the lack of scientific knowledge and proven experience in the context of STS instruction, the project
UTL2 (Teaching Swedish Sign Language as a second language to interpreter students) was started in 2016 with the aim
of enhancing teachers’ knowledge about effective ways of teaching STS as an L2. A further aim was to examine how
teaching can lead to students making good progress and attaining a deep knowledge in STS (see e.g. Holmstrdm, 2018a).
The project uses action research as its main method. The project is grounded in a desire to change, develop and
improve the teachers’ own practice, and to gain new knowledge about issues that are experienced as problematic. With
action research, connections can be made between theory and practice, as well as between reflections and actions (see,
e.g., McAteer, 2013). Action research promotes the needs and values that exist in teaching practice and provides
opportunities to examine teaching practice from the inside, in a close cooperation between teachers and researchers.

Until now, two sub-studies have been completed as a part of UTL2, and a third is ongoing. In this article, data are
used from the first of these sub-studies, Initial teaching through different primary languages. This sub-study aims to
explore the best possible way to begin teaching, for the purposes of L2 students learning a language in a new modality.
This could be through initial instruction in spoken Swedish by hearing L2 teachers, or directly in STS by deaf L1
teachers. The study examines this issue through the testing of two different teaching methods during the first three
weeks of STS instruction. The students, who had no previous knowledge of STS (except for knowing the hand alphabet
and/or a few single signs), were randomly divided into two groups, A and B, consisting of 12 and 13 students
respectively (the median age in group A was 24.5 years and group B 24 years. Only one of the students was a man). In
group A, the teaching was primarily conducted by deaf teachers in STS, while the medium of instruction in group B
primary was spoken Swedish, as used by hearing teachers. After the first three weeks, this was changed, so that all of
the students were instructed through both STS and spoken Swedish (in different lessons), although most of the teaching
was conducted in STS by deaf teachers.

B. STS Tests and Students’ Course Grades

Two tests were used in order to examine whether any differences appeared between the two groups, both initially and
in the longer term. One test was an elicited imitation task, SignRepL2, developed for the purpose of testing STS L2
global language fluency. In the test, the students watch video clips with sentences produced by a native signer and
thereafter they imitate as exactly as possible the sentence they just have viewed (see Holmstrdn, 2018a; Schéhstrém &
Holmstr&@m, 2017). For a deeper description of such sentence reproduction tests, see Hauser, Paludneviciene, Supalla &
Bavelier, (2008).

The other test developed was a phonological test in which the students watch video clips with different one- and two-
handed signs. After each clip, they try to identify the signs’ hand shape, location and movement with the help of
different pictures on a sheet of paper (see further Balkstam, 2018; Holmstr&m, 2018a).

These two different tests were first conducted before the students started the course, and were thereafter repeated
three times: after half a semester when the first STS practical training course was finished (i.e. after 100 hours,
approximately 8 weeks of instruction), after one semester when the second STS practical training course was completed
(after 200 hours), and after one year when the third and fourth STS practical training courses ended (after 400 hours).
The results from the tests however did not uncover differences between the groups, except from the second SignRepL2
session. In this, group A showed some better fluency than group B. This was also expected because group A had
received most instruction through STS until then, while group B had received much more instruction through spoken
Swedish during the first three (of eight) weeks. But the difference between the groups had disappeared in the following
test occasions.

In order to find out if there were other differences, the students’ course grades from all the five courses in the first
semester (see Figure 1) were also compared on the group level. Almost no differences between the groups from the first
semester’s two STS practical signing skills courses (the first one graduated after 100 hours of instruction, and the other
one after 200 hours) could be detected. But, in the three theoretical courses given during the first semester, it appeared
that group B received higher grades than group A, indicating that their theoretical understanding of STS was better
developed. This was the greatest difference revealed between the groups, and a control was made of the students’
previous educational background, grades from upper secondary school, experience from learning other languages, and
whether the student had Swedish as second language. This control showed that the groups had very similar backgrounds
and thus there were no background factors influencing the results. It is also important to mention that in the theoretical
course Linguistic introduction to STS, the teacher of both groups was the same hearing STS L2 teacher who also taught
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group B in the practical course the first three weeks in the sub-study. In the other two theoretical courses; Deaf culture
and history, and STS 2 theoretical focus, the teachers of both groups were deaf (not the same teachers as in the practical
courses) and taught with the help of STS interpreters.

C. The Present Study

The instruction in the two groups during the first three weeks was also captured through video recordings of four
lessons (1,5 hour each) per week for each group (in total 18 hours of video documentation), and it is these recordings
that this article focuses on. Two cameras were used in each lesson, one directed towards the teacher and one towards the
students. Because the focus in the analysis here was primarily the teacher’s instruction, it is the recordings from the
camera directed towards the teacher that primarily have been used in this study. It was supposed that group B’s greater
knowledge of STS theory may originate in the initial instruction through spoken Swedish by the STS L2 teacher, and
therefore, it was of particular interest to examine just this teacher’s instruction more closely in order to identify
recurring patterns and particular characteristics in her teaching. This STS L2 teacher is a non-native speaker language
teacher, who has a background as STS interpreter. She began to learn STS in her twenties and was in her late fifties
when the study was conducted. She worked as an STS interpreter for many years, and still does so sporadically in her
spare time. She has studied STS linguistics up to BA level but has not received her BA degree. She has worked as a
teacher in STS since the early 2000s and is very engaged in pedagogical issues together with the other teachers in the
university team, who are all deaf.

All the recordings from the STS L2 teacher’s lessons have been examined, and recurring patterns that appeared in
them have been noted. Thereafter, illustrative examples from these patterns were chosen and analysed with the help of
the annotation tool ELAN (EUDICO Linguistic Annotator), a flexible computer-based tool for analysing (sign)
language texts through linking video sequences and transcriptions. In the analysis, different tiers in this software were
used for annotating the teacher’s use of the different languages (i.e. spoken Swedish and STS), and another tier for her
use of gestures. One tier was also used for comments.

IV. RESULTS AND ANALYSIS

In this section, three illustrative examples from the teaching will be used in order to describe the STS L2 teacher’s
instruction with respect to certain features in the students’ M2-L2 learning: i) the different view of hand shape
orientations; ii) constructed action; and iii) iconicity. The extracts are displayed in blocks in tables, where the first row
consists of the Swedish spoken by the teacher. The second row, in italics, is an English translation of the spoken
Swedish, and the third one is signs from STS transcribed in capital letters.® The fourth and last row consists of
descriptions, comments and explanations of the situation or the teacher’s behaviour, between brackets. The STS signs
and the comments are placed to show where in the utterances they are used in relation to the spoken Swedish. In the text
below, shorter extracts are provided. Extended extracts can be found in Appendix A-C.

A. The Different View of Hand Shape Orientations

The L2 teacher appear as well aware of STS being in another modality, in the classroom instruction. Among other
things, she explicitly explains the different view of signs for a signer and an addressee. Because signs are produced with
the signer’s own hands, their point of view is from their own eyes while the addressee perceive the signer’s hand shapes
from the opposite point of view. For example, if the signer produces a sign in the form of a thumbs-up, he or she looks
at the palm side of the hand, while the addressee instead looks at the back of the hand (Figure 2 a,b).

Figure 2a 2b

Excerpt 1 illustrates how the STS L2 teacher makes the students aware of this phenomenon through explicitly talking
about the different views, and how the signs looks different depending on whether the students are reading or producing
the sign. She starts by using a web page, visible on the screen, with an illustration of a drawn hand shape, together with
a film clip where an actor produces the same hand shape. She points at the screen, asking the students what the
difference is between the illustration and the film. Thereafter, she points out that the hand shape is viewed from

% In the literature, it is a general convention to use capital letters for representing signs in written text. In the transcripts, sometimes there is a
hyphen between two words, indicating that several words are needed for expressing the meaning of the sign. In addition, on one occasion *@rd’ is
added after the word WALK, adding a meaning of ”long-time walking”. This reflects sign movement being reduplicated several times.
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different angles in both of them, and holds up her own hands and rotates them in the different directions in order to
make the angle differences explicit for the students. Thereafter, she went on to talk about the sign LIVE:

EXCERPT I.

Swedish S&om jag tecknar leva med tvahznder som vi kallar f& sprethand och en r&relse som g& fram&

English So, if I sign live with two hands, which we call a spread hand and a movement forward

STS LIVE

Comment/ [holds up hands in the shape of spread hands] [shows movement with her hands]
description

Swedish leva saser ju du min handrygg

English live  then you see the back of my hand

STS LIVE

Comment/ [holds up one hand and touches the back of the hand with the other hand’s fingers]
description

Swedish medans jag ser min handflata.

English while | see my palm.

STS

Comment/ [continues holding up the hand but now touches the palm with the other hand’s fingers]
description

Swedish Sadet h& med att 1&a sig ett tecken det inneb& att n& ni ser ett tecken s&mste ni

English So the thing with learning a sign is, it means that when you see a sign, you have to

STS

Swedish ténka  litegrann typ okej det ska inte vara leva,

English think  a little like, okay that can’t be live,

STS THINK

Comment/ [Holds up the hands in wrong direction]
description

Swedish jag s& ju handryggen

English | saw the back of the hand

STS

Comment/ [touches the back at the one hand with the other hand]
description

Swedish dakan jag inte g&¥a det & det hdlet f&r jag s&y ju handryggen d&jag avi&ste tecknet.

English then I can’t do it in this direction because I saw the back of the hand when I read the sign.

STS

Comment/ [continues holding up one hand in the wrong direction, then turns it inwards]
description

Swedish T&ok padet hela tiden n& ni 1& er in nya tecken att det finns en avlZeform och en egen produktionsform av ett tecken.

English Keep in mind when you learn new signs that there’s a reading form and your own production form of a sign.

The teacher here signs LIVE in its correct orientation, and thereafter in the opposite orientation while she talks about
the phenomena of different views of the hand shape orientations. During the lesson, the teacher frequently holds up her
hand(s) and explains what the students are looking at, such as the palm or the back of the hand, and sometimes she
shows the STS signs as just signs. The teacher here mentions that the students have to learn to understand both views of
all signs in order to learn both to correctly produce signs themselves, and to understand what a signer produces.

B. Constructed Action

In sign languages, a common way to represent a referent’s actions, utterances, feelings, thoughts etc. (both actual and
imagined) is to use constructed action (Metzger, 1995). This means that the signer uses the hands, head, face and body
in order to, for example, retell a dialogue or show how an action was carried out. Students who learn an L2 sign
language need to learn how such constructed action is performed and how they can understand the narratives they are
told. In excerpt 2, the teacher plays a film on the screen. She shows short sequences and repeatedly stops the film,
asking the students what they saw the actor perform. The students give suggestions, and the teacher extends and
deepens these, pointing out particular features in the narration. In particular, she mentions the common features that are
specific for sign languages, for example as in this extract, the actor’s use of constructed action in a story about a dog.
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EXCERPT II.
Swedish G&ja.  Det ha & ett fast tecken f& g& men ni ser att han g& négot ocksd med kroppen
English Walk yes. This is a lexical sign for walking, but you see that he also does something with his body
STS WALK@rd
Comment/
description
Swedish Vi har ju inte pratat sdmycket om vad resten av kroppen g&
English We haven 't talked so much about what the rest of the body does
STS [continues]------------
Comment/ [continues to move only her body]-------------
description
Swedish vi har ju bara pratat om tecknen.
English we ve just talked about the signs.
STS SIGN
Comment/ [repeating the sign movement while talking]
description
Swedish Nu ska vi b&ja titta pavad gé& resten av kroppen och framfcrallt, vad g& han med ansiktet.
English Now let’s start looking at what the rest of the body does and above all, what he does with his face.
STS
Comment/ [hands on shoulders and moves her body ][creates a circle in front of her face]
description
Swedish Vad, alltsavad & det h&? Det & en glad hund,
English What, so what was this? It’s a happy dog,
STS
Comment/ [shows a film clip in STS]
description
Swedish och nu har vi f& férsta g&ngen sett en man i grén trdda bli en glad hund.
English and now for the first time we 've seen a man in a green sweater become a happy dog.
Swedish F& det som h&nder nu i v&a huvuden & att vi omedelbart accepterar att han gestaltar en hund.
English Because what happens now in our minds is that we immediately accept that he represents a dog.
Swedish Han s&ger inte om hunden, han blir hunden.
English He doesn’t talk about the dog, he becomes the dog.

Here, the STS L2 teacher starts by mentioning how the actor uses his body in the narrative, and highlights the fact
that the class has not focused much on body movements in signing before, and it is now time to learn more about them.
She says that the class will focus in particular on what the actor does with his face, and asks the students what they
perceive from it. Thereafter, she concludes that we perceive the narration as a happy dog, despite the fact that in reality
it is a man in a green sweater that is signing. She mentions that in our mind, as addressees, we accept that the actor,
through his use of body movements and facial expressions, takes the role of the dog he is talking about, and thus
“becomes the dog.” She also mentions that this is a common feature in STS, and that it differs from how narratives are
expressed in spoken languages. This excerpt thus illustrates how the students, through looking at and discussing
different STS narratives, learn how stories etc. are told in STS and how the students will perceive them in different
ways. The students also are made aware of the nuances in body movements and facial expressions, and that they must
not only consider what the hands are doing when they read sign language. This also supports their own sign production
through their growing awareness of the importance of using the whole body in their signing.

C. Iconicity

Iconicity can be defined as a resemblance between form and meaning. That is, it is possible to figure out the meaning
of an iconic sign because it looks like what it means (Taub, 2012). For example, when performing the STS sign DRIVE,
the signer holds up her/his hand as if holding a steering wheel when driving, and moves the sign forward. Iconicity does
exist in both sign and spoken languages, but is more pervasive in sign languages “because the resources of sign
languages lend themselves to presenting visual, spatial, and motor images, whereas the resources of spoken languages
only lend themselves to presenting auditory images.” (Taub, 2012, p. 408). In the STS L2 instruction, it is important to
make the students aware of the iconicity in the language, and the student learns about it in both theory and practice. As
shown in excerpt 3, the teacher uses a narrative film about different animals that crawl into a glove, and discusses the
actor’s choice of different hand shapes depending on which animal he illustrates.
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EXCERPT IlI.

Swedish Groda Groda. Och den lilla musen den hade rét sig séné.

English Frog Frog. And the little mouse, it had moved like this.

STS FROG

Comment/ [shows with index fingers a small mouse’s movements]
description

Swedish Hur ré& sig grodan?

English How does the frog move?

STS FROG-JUMPS [with two spread hands]----------------

Comment/ [points toward the screen while the film is paused]
description

Swedish Vad & det f& handform?

English What's the shape of the hand?

STS

Comment/ [removes one hand while the other remains in front of the body in the shape of a spread hand]
description

Swedish Sprethand

English Spread hand

STS

Comment/ [moves the other spread hand back so that both hands are visible in front of the body]
description

Swedish Okej, varf& har musen en s3 eller en sén

English Okay, why does the mouse have a shape like this, or like this,

STS

Comment/ [hunch forward and uses index fingers close to each other]
description

Swedish och grodan en s&n form? Vad tror ni det beror p&

English while the frog has a shape like this? What do you think it depends on?

STS

Comment/ [places two spread hands in front of the body]
description

Swedish Varf& vdjer han den f& att gestalta en groda?

English Why does he choose this to represent a frog?

STS

Comment/ [points on the screen with a paused film, on the actor’s spread hand]
description

Swedish ja... grodfditer.

English yes ... frog feet.

STS

Comment/ [places two spread hands in front of the body, laughs
description

Swedish Grodans f&ter har den h& formen.

English The frog’s feet have this shape.

STS

Comment/ [continues]---[points on the one spread hand with index finger]
description

In this excerpt, the teacher discusses differences in how the narrative is expressed, depending on if it is a mouse or a
frog that is in focus. She shows with her index fingers how the mouse moves, indicating that it is a small animal, and
compares this signing with the use of both hands in spread hand shapes when the narrative is about the frog. In similar
ways, she shows the movement patterns that differ between the mouse and the frog, and discusses with the students why
the different hand shapes and movements are used. But it also appears in this part of the lesson that the teacher adds
theoretical knowledge to the discussion, through introducing the concept of iconicity, and what it means in STS (see
Appendix C). She tells the students that the way to choose hand shapes is an issue of iconicity, and asks the students if
they know what this concept means. The class discuss the meaning and the teacher concludes that it is something
similar to a picture that can be done by the hands, and that it is not possible in spoken languages, but is a particular
feature of sign languages. The students thereby both learn how narratives are expressed with different hand shapes and
movement, depending on what the narrative is about, and they receive metalinguistic knowledge of what this production
means from a theoretical perspective.

V. DIscussioN AND CONCLUSIONS

In this article, the STS L2 teacher’s different teaching approaches have been examined and three recurring patterns
have been analysed in depth. These patterns have revealed that the STS L2 teacher provides, to a high degree,
metalinguistic knowledge for the students in her teaching through both show signs and narratives and talk about the
features that appear in them. Just as Riordan (2018) highlights about the non-native language teacher, the STS L2
teacher appears very aware of STS linguistic structure, and she explains different features that are specific for STS in
her teaching. She also frequently compares STS and Swedish. She does not appear as a bilingual role model in the way
that Medgyes (2017) and Riordan (2018) suggest, but her experiences from being an L2 learner seem to be of great
importance. She often makes explanations about both linguistic features she herself has struggled with, and things she
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knows that many hearing students have difficulties with, particularly those that are modality specific.

The analysis of the STS L1 teachers’ instruction (which has not been the focus in this article) revealed that the
students by them got extended training in becoming more visually oriented in their communication. They were trained
to make and keep eye contact, how to get attention, how to use visual turn-taking, etc. In addition, they also were
trained to use different strategies in order to communicate with deaf people: through signs, fingerspelling, gestures and
written notices. The deaf teachers helped each student to perform signs, they went through different lists of signs, with
the teacher showing how to produce them, and the teacher gave many examples of signs and expressions. One thing that
was discovered through this analysis of the STS L1 teachers’ instruction was that the benefits from this teaching were
not mentioned in the requirements in the course goals, nor were they caught in the STS tests. It may be because of this
lack that no differences were found between the two groups that received different initial instruction regarding practical
signing.

Although the students themselves in interviews express appreciation for having deaf teachers as these are perceived
as role models for how STS should be expressed, and because they are forced to use STS when communicating with
them, the STS L2 teacher is also very much appreciated by the students, because they can ask questions and get deep
and extended explanations from her. This result, together with the other results from this action research project has
pedagogical implications: it appear that is important to allow for the use of spoken language in STS instruction, and to
give both languages their natural place. Sometimes the focus needs to be on building metalinguistic knowledge through
spoken Swedish, and sometimes the focus has to be to train to become visually oriented, and produce, read and
communicate in STS.

Action research makes it possible to take as the point of departure issues in the practice that teachers may experience
as problematic or difficult. In the education context that this study has focused on, one frequently-discussed issue has
been whether it is better to start with instruction directly in STS without use of any spoken Swedish, or vice versa. The
use of action research has made it possible to test this issue through systematic examination and documentation, with
colloquial reflections. The results revealed the importance of having both L1 and L2 STS teachers because these
contribute different values in the instruction, all of which are needed for aspiring STS interpreters. Through the study,
the teachers could also learn from each other. For example, the L1 teachers could learn from the specific L2 perspective
in the L2 teacher’s teaching, as shown in this article, and it made them more aware of modality specific difficulties for
the students. Thus, the study has led to a change in how the teaching is envisaged and planned, and the teachers’
practice has been developed and improved.

APPENDIX A. EXCERPT 1

Swedish Ar det n&gon som pérak arm kan s&ga mig vad det & f& skillnad mellan den som vi nyss s& och den h&?
English Is there anyone who can tell me off of the top of their head what the difference is between the one we just saw and this one?
SSL
Comment/ [walks to the screen and points at a paused film]
description
Swedish Den var lite omvénd, vad beror det p&
English It was a bit reversed, what'’s the reason for that?
SSL
Comment/
description
Swedish Den f&rsta bilden, den som & ritad, den & hur ni ser handen n& ni utf& tecknet.
English The first image, this one that’s drawn, it’s how you see your hand when you perform the sign.
SSL
Comment/
description
Swedish Det h& &, eftersom den & filmad hur tecknet ser ut d&ni avlZser.
English This one is, because it’s filmed the way the sign looks when you read it.
SSL
Comment/ [points at the paused film on the screen]
description
Swedish Och det h& & en sanning f& alla tecken.
English And this is true for all signs.
SSL
Comment/
description
Swedish S&om jag tecknar leva
English So, if I sign live
SSL LIVE
Comment/
description
Swedish med tvahander som vi kallar f&r sprethand
English with two hands, which we call a spread hand
SSL
Comment/ [holds up both hands in the shape of spread hands]
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description
Swedish och en révelse som g& fram&
English and a movement forward
SSL
Comment/ [shows the movement with her hands]
description
Swedish leva
English live
SSL LIVE
Comment/
description
Swedish saser ju du min handrygg
English then you see the back of my hand
SSL
Comment/ [holds up one hand and touches the back of the hand with the other hand’s fingers]
description
Swedish medans jag ser min handflata.
English while | see my palm.
SSL
Comment/ [continues holding up the hand but now touches the palm with the other hand’s fingers]
description
Swedish S&det h& med att 1&a sig ett tecken det inneb& att n& ni ser ett tecken s&m&ste ni
English So the thing with learning a sign is, it means that when you see a sign, you have to
SSL
Comment/
description
Swedish ténka litegrann typ okej det ska inte vara leva,
English think  a little like, okay that can’t be live,
SSL THINK
Comment/ [Holds up the hands in wrong direction]
description
Swedish jag s&y ju handryggen
English | saw the back of the hand
SSL
Comment/ [touches the back at the one hand with the other hand]
description
Swedish dakan jag inte g&¥a det & det hdlet f& jag s&y ju handryggen d&jag avi&ste tecknet.
English then I can’t do it in this direction because I saw the back of the hand when I read the sign.
SSL
Comment/ [continues holding up one hand in the wrong direction, then turns it inwards]
description
Swedish Té&ok p&det hela tiden n& ni 1& er in nya tecken att det finns en aviZeform och en egen produktionsform av ett tecken.
English Keep in mind when you learn new signs that there’s a reading form and your own production form of a sign.
SSL
Comment/
description
Swedish San& ni 1& er tecken frén lexikon, det ni ser & det den andra personens ska se d&ni utfér tecknet.
English So when you learn a sign from the dictionary, what you see is what the other person should see when you perform the sign.
SSL
Comment/
description
Swedish Det kanske I&er som att sl&in ¢ppna dérar men ni kommer att uppt&eka att ibland
English It may sound like pushing against an open door, but you will find that sometimes
SSL
Comment/
description
Swedish utf& man tecknet spegelvént eftersom man inte téoker pdatt det finns tvaformer.
English the sign is mirrored because you don’t consider that there are two shapes.
SSL THINK
Comment/
description
APPENDIX B. EXCERPT 2
Swedish Géaja.
English Walk yes.
SSL WALK@rd------
Comment/
description
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Swedish
English
SSL
Comment/
description

Det h& & ett fast tecken f&r g& men ni ser att han g& négot ocksd med kroppen.
This is a citation form sign for walking, but you see that he also does something with his body.

[continues]

Swedish
English
SSL
Comment/
description

Vi har ju inte pratat sdmycket om vad resten av kroppen g&
We haven'’t talked so much about what the rest of the body does

[continues]------------ [continues to move only her body]-------------

Swedish
English
SSL
Comment/
description

vi har ju bara pratat om tecknen.

we 've just talked about the signs.
SIGN
[repeating the sign movement while talking]

Swedish
English
SSL
Comment/
description

Nu ska vi b&rja titta p&vad gé resten av kroppen och framféallt,
Now let’s start looking at what the rest of the body does and above all,

[hands on shoulders and moves her body ]

Swedish
English
SSL
Comment/
description

vad g& han med ansiktet.
what he does with his face.

[creates a circle in front of her face]

Swedish
English
SSL
Comment/
description

Vad, allts&vad & det h&?
What, so what was this?

[shows a film clip in SSL]

Swedish
English
SSL
Comment/
description

Det & en glad hund,
It’s a happy dog,

Swedish
English
SSL
Comment/
description

och nu har vi f&r férsta g&ngen sett en man i grén trja bli en glad hund.
and now for the first time we 've seen a man in a green sweater become a happy dogQ.

Swedish
English
SSL
Comment/
description

F& det som hander nu i v&a huvuden & att vi omedelbart accepterar att han gestaltar en hund.
Because what happens now in our minds is that we immediately accept that he represents a dog.

Swedish
English
SSL
Comment/
description

Han s&ger inte om hunden, han blir hunden.
He doesn’t talk about the dog, he becomes the dog.

Swedish
English
SSL
Comment/
description

Det & j&testor skillnad p&hur vi vanligtvis talar n& vi talar talsprék,
That’s a big difference from how we usually speak when we speak spoken language,

Swedish
English
SSL
Comment/
description

pa svenska engelska eller oavsett, s& pratar vi inte riktigt sdhér...
in Swedish, English or whatever, we don’t really speak like this ...

Swedish
English
SSL
Comment/
description

I direkt anfé&rande, som om vi var n&gon annan eller en annan varelse.
In direct speech, as if we were someone else or another creature.

Swedish
English
SSL
Comment/
description

Det h& & vAdigt typiskt f&r teckenspr&
This is very typical for sign language.

©2019 ACADEMY PUBLICATION



670 JOURNAL OF LANGUAGE TEACHING AND RESEARCH

APPENDIX C. EXCERPT 3

Swedish Groda Groda.

English Frog Frog.

SSL FROG

Comment/
description

Swedish Och den lilla musen den hade r&it sig séhéa.

English And the little mouse, it had moved like this.

SSL

Comment/ [shows with index fingers a small mouse’s movements]
description

Swedish Hur ré& sig grodan?

English How does the frog move?

SSL

Comment/ [points toward the screen while the film is paused]
description

Swedish

English

SSL FROG-JUMPS [with two spread hands]----------=-=-=-----

Comment/
description

Swedish Vad & det f& handform?

English What's the shape of the hand?

SSL

Comment/ [removes one hand while the other remains in front of the body in the shape of a spread hand]
description

Swedish Sprethand

English Spread hand

SSL

Comment/ [moves the other spread hand back so that both hands are visible in front of the body]
description

Swedish Okej, varf&r har musen en s3 eller en sén

English Okay, why does the mouse have a shape like this, or like this,

SSL

Comment/ [hunch forward and uses index fingers close to each other]
description

Swedish och grodan en s&n form?

English while the frog has a shape like this?

SSL

Comment/ [places two spread hands in front of the body]
description

Swedish Vad tror ni det beror p&

English What do you think it depends on?

SSL

Comment/
description

Swedish Varf& vdjer han den f& att gestalta en groda?

English Why does he choose this to represent a frog?

SSL

Comment/ [points on the screen with a paused film, on the actor’s spread hand]
description

Swedish

English

SSL

Comment/ [places two spread hands in front of the body, laughs---------------- 1
description

Swedish ja... grodfdter.

English yes ... frog feet.

SSL

Comment/ [continues]-------------
description

Swedish Grodans fdter har den h& formen.

English The frog’s feet have this shape.

SSL

Comment/ [continues]---[points on the one spread hand with index finger]
description

Swedish Det & ocksatypiskt att n& man v&jer att gestalta n&gonting s&v&jer man en form

English 1t’s also typical that when you choose to represent something, you choose a form

SSL

Comment/
description
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Swedish
English
SSL
Comment/
description

som pand sat kan appellera till det vi upplever & den riktiga formen i verkligheten.
that in some way can appeal to what we experience as the actual form in reality.

L]

Swedish
English
SSL
Comment/
description

Det h& satet att v&ja n& man visar det & ndgot teckenspréket har
This way to choose when you show it’s something sign language has

Swedish
English
SSL
Comment/
description

som kallas teckenspr&kets ikonicitet.
that's called sign language iconicity.

Swedish
English

SSL
Comment/
description

Vad betyder det ordet?
What does that word mean?

Swedish
English

SSL
Comment/
description

Ikonicitet.
Iconicity.

Swedish
English

SSL
Comment/
description

N&gon som vet vad en ikon &?
Does anyone know what an icon is?

Swedish
English

SSL
Comment/
description

Vad & en ikon?
What is an icon?

Swedish
English
SSL
Comment/
description

En symbol f& n&yonting och det & en bild.
A symbol for something and that’s a picture.

Swedish
English
SSL
Comment/
description

Det & en symbol f&r ndyot och det & bildlikt och det kan man géra med hznderna.
1t’s a symbol for something and it’s similar to a picture and you can do it with your hands.

Swedish
English
SSL
Comment/
description

Det utnyttjar man med teckensprk, man kan inte g&ra det s@bra med résten,
1t’s used in sign language—you cannot do it as well with the voice,

Swedish
English
SSL
Comment/
description

allts&har vi inte den mgligheten i talspr& pasamma sat.
so we don 't have this ability in spoken language in the same way.

Swedish
English
SSL
Comment/
description

Séateckenspr&kets mdlighet till ikonicitet avspeglas i hur vi v&jer handformer
So sign language's capacity for iconicity is reflected in how we choose hand shapes

[points towards the screen with the paused film and moves her hand in a circle around the actor’s hand]

Swedish
English
SSL
Comment/
description

davi f& vaja fritt,
when we can choose freely,

Swedish
English
SSL
Comment/

Daf& man v&ja en s&h& handform f& en grodfot,
Then you can choose such a hand shape for a frogs’ foot,

[places two spread hands in front of the body and gesticulates around with them]

©2019 ACADEMY PUBLICATION



672

JOURNAL OF LANGUAGE TEACHING AND RESEARCH

description
Swedish och s&& eller &nu mindre om man pratar om ett djur som har en typisk liten tass.
English and like this, or even smaller if you talk about an animal that has a typical little paw.
SSL
Comment/ [cowers and uses the bent hand in front of the body and then changes to index fingers]
description
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Abstract—The study was conducted to explore the factors of motivation of teacher educators of the
departments of Education at universities of Sindh province of Pakistan. The data was collected and analyzed
through narrative analysis technique, the qualitative research design. The total sixteen factors of motivation
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setting to support their students’ to work for the betterment of society.
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. INTRODUCTION

Motivation word is a part of any popular organizational culture depending on physiological and psychological
concepts to activate the behavior or a drive of individuals or process of moving to achieve the goal and incentive
especially the inducement of a desired behavior (Han & Yin 2016) with subordinates. It is an act of involvement and
commitment with himself or herself to perform any assignment honestly and actively for the benefit of all stakeholders.
It is a theoretical construct to explain the behavior of individual that provides the reason of any actions, desires and
needs of a concern, based on the reality and truth directed by one’s behavior, causes of the repetition of the behavior
and vice versa (Elliot & Covington 2001). Motivation is complexed term and considered as energy or drive to do
something by nature that is differentiated through two aspects i.e. reasons for deciding to do something and sustain
motivation that refers to the effort to do something. D&nyei and Ushioda (2011) identified two dimensions of the
definition of motivation to make researchers agree such as direction and magnitude of human behavior, as the teacher
motivation (TM) is defined in terms of attraction, retention and concentration (Sinclair, 2008), which can be described
as the motivation to teach and to remain in the profession (D&nyei & Ushioda, 2011).

The teacher motivation (TM) has been proved a crucial factor that closely related to student motivation, educational
reform, teaching practice and teachers’ psychological fulfillment and well-being (Han et al. 2016), depending on the
interaction of both conscious and unconscious factors; needs and desires; incentives and rewards; value the
organizational goals to achieve and the fulfill the expectations of the individuals and their peers. Research on TM
developed and expanded quickly and vastly during late 1990s, which marked high increase in existing literature across
various social and cultural contexts. Even though, some special issues were published on TM in 2008 focuses on the
latest motivational theories, known as zeitgeist of interest means the spirit of the time or age (Watt & Richardson, 2008).
FIT-Choice model was based on the expectancy value theory to guide the systematic investigations to explore the
factors influencing pre-service teachers’ choice to teach (Watt et al. 2012). The first part of the model comprises a
context, second intrinsic, personal and social utility values and third concerned with outcomes. The FIT-Choice model
has a good explanatory ability and provides an integrated approach to study the diverse samples and settings (Fokkens-
Bruinsma & Canrinus 2013; Watt et al. 2012) in different organizations.

A. Purpose of Research

The purpose of this study was to investigate the TEs perception about motivation and explore the specific
motivational factors that enhance their job activities and engagement. As motivation is positively and strongly
correlated with class choice, academic achievement (Legault et al. 2006), and student responsibility (Daniels &
Arapostathis, 2005).

B. Research Questions
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Two research questions were made to find out the answers from the recorded narratives of TEs such as (a). What
Intrinsic and extrinsic factors affect the motivation of TEs? (b). How TEs perceive and experience the process of
motivation?

Il. LITERATURE REVIEW

The literature review of the research study is consisting of two main areas such as intrinsic and extrinsic motivation.
The details of both are as follows:

A. Intrinsic Motivation

Intrinsic motivation is a derive of actions from inside the person or from the activity itself, which positively affects
the behavior, performance and well-being (Ryan & Deci, 2000a) of employees. It increases the behavior of an employee
to perform properly and actively for its own sake rather than to obtain material or social reinforcers. Intrinsic motivation
is an expression and feeling of personal desires or values, which refers to do an activity for internal self-satisfaction
(Lashway, 2001) based on the behavior of the employees towards their work. Intrinsic motivation can be encouraged
through giving free hand to employees and appreciating their efforts and abilities (Ryan & Deci, 2000b). Because,
autonomy-supportive teachers catalyze their students to work through intrinsic motivation, curiosity and the desire for
challenge, which create strong links between intrinsic motivation and satisfaction of the needs for autonomy,
competence and relatedness (Ryan & Deci, 2000a) as intrinsic motivation factors play a vital major role in TM in China
primarily derived from intrinsic values of teaching. Whereas, the teacher attrition is identified in many European
countries especially in Australia, England, New Zealand and USA (Dinham & Scott, 2000; Watt & Richardson, 2008),
which is labeled as teacher demotivation and concerned with negative factors (D&nyei & Ushioda, 2011). As the
negative influence may be related to particular events, experiences and factors related to any particular social
environment, which demotivated the teachers who were once motivated in their past with their job but lost their interest
due to some unforgettable reasons (Kiziltepe, 2008). Performance approach, goal orientation, graded performance
trajectories; reflective thinking, intrinsic motivation and control-expectancy belief were associated with mastery goal
orientation and achievement among Finnish and Swedish school teachers (Malmberg, 2008).

B. Extrinsic Motivation

Extrinsic motivation is the attainment of externally administered rewards such as salary, material possessions,
prestige and positive evaluations, free accommodation, free meals, weekly duty, extra teaching allowances, advance
payments in case of financial problems, leave of absence and free medical (Sansone & Harackiewicz, 2000). The value
of extrinsic motivation can be seen that money in the form of pay is the most obvious extrinsic reward, provides the
means to achieve a number of different ends and outcomes. As the salaries of workers should be paid promptly and a
corresponding increase in the salary should be increased to create and enhance the satisfaction and motivation among
workers, which influence their performance directly. Because, pay has a strong positive affect on the employees’
performance and is a powerful motivating tool (Bratton & Gold, 2003). Whereas, extrinsic motivation is connected
with the employee performance to achieve required results through some rewards and awards i.e. salary. Although the
activity might be difficult, boring and unpleasant, but it can be made valuable and stimulating through rewards. Raise in
workload increase the dissatisfaction and demotivation among teachers, while in private organizations the financial
incentives are given to teachers for teaching their extra classes to increase their job satisfaction and motivation. As per
application of Maslow’s hierarchy of needs theory, employees dedicate their energy and time to their organizational
duties and responsibilities if they are given sufficient payment to feed, shelter and protect their families well, which
provide them an assurance of sustainability of above basics to pursue their organizational goals for further development.

I1l. RESEARCH METHODOLOGY

The qualitative research design was employed, revolving around epistemological and ontological assumptions of
philosophy, supported by interpretivism and epistemological constructionism means the reality is multiple and
multidimensional and the knowledge is constructed and a subjective in nature (Creswell, 2009) respectively. The data
was collected through semi-structured interviews from the sample of TEs, who were approached through their heads of
department and organizations. The short explanation of the research topic was made and shared with the recruited
sample before interview. The list of characterizing traits was used as the criteria for judgement of the quality for
reliability, validity and usability of the study (Sparkes & Smith, 2014), which includes the topic richness; the significant
contribution in literature; rich thoroughness and objectivity; selection of appropriate sample size and method,;
significant claims generated from the data; soundness and rationality; requirement and nature of topic (Tracy, 2010).
Finally, the identical numbers as a code numbers were alloted to every TE to keep the interviewee identity and data
confidential and secrete.

A. Research Approach of the Study

The narrative inquiry and analysis was extensively used for this study to collect and analyze the data, as narrative
inquiry is suitable and strong tool to employ as an analysis tool. It has a capacity to records the correct and different
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human dimensions of experience and relationship concerned with cultural context (Clandinin & Connelly, 2000),
focuses on the details of stories with meaning depending on reality, inspired socially and culturally constructed
knowledge and texture of experiences (Polkinghorne, 1995). It convert the said narratives in to the real meaning through
analysis (Riessman, 2008), which constitutes the social reality of a narrator (Etherington, 2004), considered a powerful
method to use for summative studies (Muylaert et al. 2014) with the criteria consisting of preparation, initialization,
main narration, questioning and small talk conducted with one’s own (Etherington, 2000) or with other’s clients
(Etherington, 2007).

B. Participants of the Study

Forty participants were recruited for the study through multiple perspectives such as the Snowball and convenience
sampling techniques in order to collect the in-depth and real data. As, the number of research participants were ranging
from 1 to 30 or 40, as to report their details properly (Creswell, 2012). The recruited sample of (n=40) TEs was further
divided as (19 male; 21 female), six professors (1 male; 5 female); one male associate professor, nineteen assistant
professors (8 male; 11 female); and fourteen were lecturers (9 male; 5 female). The age group was stared from 28 to 58
years with an average mean of 44.65.

IV. RESULTS AND DISCUSSIONS

The results of this study show the sixteen factors, which have been explored from the collected data of the TEs about
their motivation. All explored factors are settled down in table (1) with their description and definition in order to
understand the phenomena well and comprehensively. These descriptions highlighted and provided the explanations of
a researcher, which is prime work in qualitative research. Because qualitative researcher’s position is looking like a
bridge between the participants and readers, data collection and analysis and its sensible interpretations, which suits the
areas from which the data collected, its culture, routines, rules and regulation. Qualitative researchers and its knowledge
about any culture, system, phenomena, etc plays a vital role to explain the problems and their solutions properly and
authentically for the betterment of the majority of the stakeholders.

The professional stories of sixteen TEs were found impressive to produce primary data for this study to analyze, as
interviewees expressed their life experiences well supported by authentic reasons to quote as informative statements and
narratives.

A. Interesting Work

The male TE (3), working as lecturer and having a more than seven years teaching experience, focused on interesting
work and commented as “Interesting work increases my motivation and makes me energetic to perform my duties well.
Especially when | get subjects as per my qualification and research areas to teach in different classes”. The statement
shows interesting work helps people a lot and make them cheer and joy on performing their task especially when they
get the assignments matching with their research interest, qualification and experience. As the interesting work was
found the pivotal factors, which significantly contributed in propelling employee motivation at their workplace (Hossain
& Hossain, 2012) concerned with their interests to increase the performance in order to get identification and respect in
their particular organizations.

B. Appreciation, Recognition and Achievement (Rewards & Awards)

The female TE (8), working as assistant professor and having a more than eleven years teaching and research
experience, focused on appreciation, recognition and achievement as “My interest of work increased when I get
appreciation on my work performance that makes me prominent among my colleagues and become my recognition in
my institute and organization. It provides me the peace and rest of mind to work hard. The awards and rewards give me
immense pleasure and increase my motivation to work more. To teach well with practical approaches and research
based techniques”. The narrative explained that how appreciation is created, maintained and enhanced. Interest of work
was connected as a strong factor of appreciation on performance, which is the deepest desire in human nature, to be
appreciated and valued (Ndungu, 2017) tends to have higher self-esteem, more confidence and willingness to take on
new challenges and more eagerness to be innovative substantially. As performance of TEs became their identification
and respect in the sight of their heads of departments and organizations, which create pleasure and encourage them as
an employee and human being to achieve the highest in their life.
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TABLE. I.
FACTORS OF TEACHER MOTIVATION

Factors or Themes

Description

Interesting work.

Work that suits to the qualification, experience and willingness of the TE.

Appreciation, recognition and achievement.

Rewards and awards given to TEs based on their hard work and performance
transparently.

Feeling involved in work progress.

Responsibility, progress and product made by any TE when he or she was given any
involvement to work in any team.

Job security.

Confident and security about job that will be long last.

Financial and fringe benefits.

Any financial and other benefits such as salary / good wages, medical, house and other all
allowances, etc.

Teamwork (being a part of team).

Active participation to fulfil the responsibilities and duties with in any group of team.

Help with personal problems.

Support acquired from colleagues and heads whenever face any personal problems.

Trust building and management.

Showing confidence and surety about any skills and capability of TEs that they will
complete the given work and assignment.

Mentoring, inspiration, commitment and
passion.

The process of checking the activities by heads, which depends upon the leading and
guiding attitude to support them to be skilled and experienced.

Status and respect.

Any designation needs and acquire the respect during working hours as give and take
respect beyond any status and grade.

Career advancement and job enrichment.

Learning of new knowledge, skills and dispositions in order to become an expert to lead
the upcoming employees for future endeavours.

Employees’ participation, and

empowerment.

support

Making surety that every employee has been given proper participation as per its
responsibility, duty, skills and expertise to empower himself or herself with support in
initial years of job.

Home city posting.

Posting in that city where the TEs families and relatives are living and they have sound
social relations.

Transparent and tactful discipline.

Same treatment or discipline as per rules and regulation for everyone in the organisation

to deal with the maters of the TEs.

Support students through keeping and maintaining the social relations and provide them
the good opportunities for learning and grooming inside and outside the class and
organisation.

Making and availing all necessary facilities with proper system for work and performance
of duties with special reference to social and ethical support to each other.

Students’ satisfaction and motivation, fair
dealing and mutual respect.

Good working conditions and environment.

C. Feeling Involved in Work Progress (Responsibility, Progress and Product)

The male TE (14), working as assistant professor and having a more than nine years teaching and research experience,
focused on direct involvement in work and its progress as the key factor of motivation as “The given responsibility
makes me motivated to fully involve in work all time. The active involvement gives me an insight of work and its
progress, betterment and quality”. The feeling involved in work progress consists on responsibility, progress and
product, which enable the employee to progress well. This progress can be done by producing good products through a
degree of freedom to make employees capable to take and implement their own decisions and ideas with liberty to take
on the responsibility (Ruthankoon & Ogunlana, 2003). As the responsible employees perform their job, based on their
knowledge and try to learn new things to be done better, faster and cheaper.

D. Job Security

The female TE (18), working as professor and having a more than twenty years teaching and research experience,
focused on job security as the key factor of motivation expressed as “Job security is like the heart in human body. The
feeling of job security is like blood and oxygen to keep heart functional and active to live a healthy life. Job security is
the only fundamental factor, which makes employees relax and motivated”. Job security works as safeguard to protect
human beings to increase the functioning through maintaining the healthy life and environment in different
organizations especially at educational institutions. Pleasant work environment, friendly management, attractive salary
package, organisational justice, career opportunities and job security (Okpara & Wynn, 2008) were the topmost factors
of job satisfaction and motivation. Because, job security make them strong to face different types of issues and
problems through effective and positive impact to become a more productive human resource. On the other side, job
insecurity creates an atmosphere of fear, worry and uncertainty that decreases the job performance as the lack of job
security, organizational justice and satisfaction can be a cause of decrease in organisation productivity (Imran et al.
2015).

E. Financial and Fringe Benefits (Salary / Good Wages, Medical, House and Other All Allowances)

The male TE (4), working as lecturer and having a six years teaching experience, focused on financial and fringe
benefits as the dominant key factor of motivation that minimizes and converts the issues and problems in to a happy life
as “Market based salary or good wages minimize many problems in day-to-day life routines. Minimization of the
problems, make TEs happy and motivated to fulfill their duties and responsibilities, which are visualized in overall
progress and achievement of organizational goals to earn respect in society”. The financial and fringe benefits i.e. salary
or good wages, medical, house and other allowances support employees to fulfill the needs of their family members to
live a happy life. As the prime goal of human resource management (HRM) strategies and reward management is to
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identify and satisfy the needs of employees through organizational reward system, which contains fringe benefits to
make connection between motivations and rewards (Olsen, 2006). The motivated and high productive employees are to
be paid through good wages according to their ability and performance otherwise the best employees can be stolen by
your competitors in the markets.

F. Teamwork (Being a Part of Team)

The male TE (1), working as associate professor and having fourteen years of teaching and research experience,
focused on team work such as “To be a part of any team, working on same project, training and activity make TEs
motivated. Especially when they observe and experience mutual interest and help to other as one-team members.
Mutual respect, consent, discussion and decision making make the project successful that strongly motivate the team
members”. Being a part of team, all members have to respect each other except any designation, grade and experience
in all perspectives, which are important across multidisciplinary groups (Bruce & Ricketts, 2008) to create collaboration.
Because teams are built to learn from each other’s expertise and experiences through supporting the phenomenon of
team science, discipline structure, boundary work, challenges of interdisciplinary research, the direction of research and
leadership in interdisciplinary teams (Adams et al. 2012) to bring positive change. The team members are attached
emotionally with the goal and aim of the team, which make them social enough and bring them closure to each other in
order to listen, respect and implement the instructions, objective-based team training, voluntarily formed teams, team-
based leadership and communication system (Jiang, 2010). Listening carefully, respecting with heart and properly
implementing the instruction is a guarantee of the success of whole team.

G. Help with Personal Problems

The female TE (20), working as assistant professor and having eight years of teaching and research experience,
focused on help with personal problems as “TEs get motivation when their heads and colleagues help them in their
personal problems. Especially when they need financial, physical, social and psychological help. To face any
emergencies, illness, familial, and other societal”. Receiving help from colleagues in the shape of financial, physical,
social and psychological aspects to solve the personal problems is considered as the blessing as extrinsic motivators that
help those who experience very low intrinsic motivation due to belief that they are unable to learn and work (Park,
2011). This blessing help TEs to face and solve the emergencies, illness, familial and societal problems, which re-
energize and motivate them to back to their work with more social feelings about their coworkers and bosses.
Employees’ needs are to be known well by their heads through using different tactics to motivate each of them based on
their personal wants and needs (Ganta, 2014). It can be vice versa, when the smart managers and heads do not help any
of their colleagues to deal with the personal problems.

H. Trust Building and Management

The male TE (33), working as professor and having twenty-one years of teaching, training and research experience,
focused on trust building and working relation management as “Trust building and development increase the level of
motivation among TEs because trust increase their confidence level that appreciate them to work with high interest and
responsibility, dedication, commitment, curiosity, trustworthy and honesty”. Trust building and management were
discussed and described as an important tool, which increase the confidence level of TEs, their colleagues, heads and
students to develop positive exchange relationships (Bernerth & Walker, 2009). Trust building increases the interest and
responsibility among TEs, which create the dedication, commitment (Han et al. 2016), curiosity and trustworthy for
their work to manage conflict and avoid trouble (Ertirk, 2010) in their department and organization. As, trust forms the
foundation for effective communication, associate retention, motivation and contributions of discretionary energy. Five
steps are important for creating and maintaining trust such as form teams to solve real work issues and processes;
review projects and progress through meetings; build fun and shared experiences; do introduction as exercise to
familiarize to all members of team; and celebrate group successes publicly.

I. Mentoring, Inspiration, Commitment and Passion

The female TE (23), working as assistant professor and having a more than eight years of teaching and research
experience, focused on mentoring, inspiration, commitment and passion as “Heads and senior faculty members being
mentors are the sources of inspiration for junior and newly appointed TEs. Inspiration motivates TES to work out of the
way to benefit their students to get success, commitment and passions for quality education”. The heads, seniors and
other colleagues help a lot as mentor and inspire their juniors to have commitment and passion towards their job,
organization, colleagues and students for successful professional life, as passionate teachers are distinguished by their
commitment (Han et al. 2015) to achieve their goals. The best leaders adopt, practice and coach for better performance
through proper investment of time and energy (Carbonneau et al. 2008). They have an ability to sit down, mingled with
their colleagues as team member and have an open and honest discussion about their issues and problems in order to
increase the performance through their essential leadership skills concerned with emotional event requires receptiveness
and awareness of social interdependence, which mentor to inspire others for achieving organisational goals and visions
(Hudson, 2013).

J. Status and Respect
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The male TE (11), working as assistant professor and having a more than twelve years of teaching and research
experience, focused on status and respect as “Status counts a lot and respect is given to every TE at administrative
offices in educational institutions and universities. Respect inspires, motivates and makes TEs to feel proud about their
profession, as it is a prophetic profession to preach the humanity”. Status describes the position or rank of a person in an
organization, community and society based on the responsibilities fulfilled for the benefits of other members. Desire for
status is a fundamental motive (Anderson et al. 2015). People respect a lot the person, who fulfilled his or her
responsibilities to benefit the majority of the individuals in the society. Whereas, the rank of an employee especially the
TE is directly linked with his or her authority, power, responsibility and other facilities to utilize it properly and
authentically to benefit the people as they receive the respect and perceive to have higher status and power. Every TE
wants and struggles for a higher status to be respected by the majority of the people as financial success, power and
physical attractiveness and subjective well-being or self-esteem (Kahneman et al. 2006).

K. Career Advancement and Job Enrichment

The female TE (31), working as professor having more than nineteen years of teaching, training and research
experience, focused on career advancement and job enrichment as “Attending various trainings and workshops,
scholarships and study leave with all benefits and leniency motivate TEs. Trainings, workshops, research study in MS
and Ph.D are the core areas to advance the career through skill development to enrich the job”. Career advancement and
job enrichment found the high need and priority requirement of the employees of majority of the educational
organizations, which attract, motivate and retain talented people to remain responsible in order to arrange, organize and
design the work to produce finishing product (Robbins & Judge, 2011). An authentic example of advancement is to
enhance the employees’ performance by increasing their satisfaction level through enhancement, enrichment and
enlargement of job in their organization. The training and career development programs and organizational commitment
have a partial effect on job satisfaction and motivation of employees, which facilitate a good ground and opportunity to
get their promotion in their particular field and organization through getting help from their managers, heads and
leaders by disclosing and announcing the avenues and positions for promotion. Whereas, the career advancement, job
enrichment and job enlargement are the prime techniques of job design that increase the motivational level of
employees (Sushil, 2014), which are essential for achieving work life balance and sustainability.

L. Employees’ Participation, Support and Empowerment

The male TE (28), working as lecturer with more than seven years of teaching and training experience, focused on
employees’ participation, support and empowerment as “Giving and ensuring appropriate participation of TEs in policy
designing, implementing and decision making process create trust between administration and faculty. Trust ensures the
real participation of TEs and makes them empower to work well as an effective and beneficial employee.
Empowerment can be ensured through giving appropriate participation to TEs at all matters and levels that ensures trust
and motivation of TEs to work with free will”. In modern concept of HRM and industrial democracy, the employees’
participation means the employees’ empowerment. As the higher level of participation in decision making of employees
are associated with significantly higher competence, meaning, impact and self-determination (Emamgholizadeh et al.
2011). This realization of ownership supports them throughout their stay with the organization to work with high
interest. High interest and confidence make them empower to work with freedom to take decisions with in the required
time for the better execution of the matters and issues. The confidence, trust, belief, commitment, dedication,
trustworthy, motivation, satisfaction and innovativeness can be increased among employees through decision-making
power and empowerment.

M. Home City Posting

The male TE (35), working as assistant professor with more than ten years of teaching, training and research
experience, focused on home city posting as “I am working in the university situated in my home city, where I am
living and settle down since many years. Due to posting in home city, | look after my children and parents very well.
The life in this city goes on excellently as per previous routines such as to go for sports, meet relatives and friends
regularly. The social life and work go parallel and smooth, which highly motivate me to work well”. Home city posting
provides the opportunity to the TEs to fulfill their duties and responsibilities regarding their parents, brothers, sisters,
friends, relatives and other members of society on social and humanitarian basis. Posting and housing play a pivotal role
as a motivating factor to improve the performance of teachers through saving their time and fatigue (Okino, 2008). As a
practice of assigning posts and transfers in many countries, do weaken the system’s functioning and the core social
values of the institutions (Schaaf & Freedman, 2015). The quite frequent transfers are done in the public sector in
Balochistan, Pakistan, which affect negatively (Collins et al. 2000) on the personal and family life of employees,
administration and the system especially the ongoing projects. As mentioned by different authors in their studies about
medical projects that frequent transfers hindered the particular health project (Barker et al. 2007). Living at one place
especially at home town became a great opportunity for them to play different games with their old friends on regular
basis and make new friends during their engagements with sports and recreational activities, which make them fresh
and strong to work well.

N. Transparent and Tactful Discipline
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The female TE (37), working as lecturer with more than eight years of teaching and training experience, focused on
transparency and tactful discipline as “Transparency in dealing with matters and assignments increase the justice, equity
and equality system in an organization, which make TEs satisfy and happy to accept responsibility of their work.
Feeling responsibility of work create discipline among them to complete their assignments within given time. The
routine practice of fulfillment of responsibilities creates the techniques of discipline among TEs and increase their sense
of duty”. Transparency and tactful discipline is a process, which attract the majority of employees to work without
having any fear about injustice, unethical manners, illegal support, inequality and inequity. As, transparency considers a
fundamental driver of efficiency to value in any organization (Berggren & Bernshteyn, 2007), which enables the
workers to achieve the goals to promote successful execution of the transparency strategy (Kaplan & Norton, 2006), but
tactful discipline was kept on last choice explored by the studies of Kovach (1995) and Pia DiPaola (2010). Whereas,
tactful discipline was found less important in the professional life of teachers but highly important in the practice of
management.

O. Students’ Satisfaction and Motivation, Fair Dealing and Mutual Respect

The male TE (30), working as lecturer with more than eleven years of teaching and training experience, focused on
the students’ satisfaction and motivation, fair dealing and mutual respect as “The quality of teaching-learning process,
availability of resources and the dealing of TEs make students satisfy and motivated. Fair and transparent dealing of
TEs with all students motivate the both stakeholders to have good working relations that create mutual understanding to
motivate and respect each other for interactive and supportive learning environment”. Students’ satisfaction and
motivation is directly interrelated, intermingled and interacting with the TM, connected and concerned with collective
benefits and target awareness, which has an interfering effect on job motivation. Chinese culture prioritizes the
collective or group benefits, and organizational roles or missions are viewed as greater than personal needs as the
students’ satisfaction was found connected directly with TM, which has a rich and diverse history of fair dealing and
mutual respect. Because, motivations drive individuals’ behavior (Porter et al. 2003), which is not a static psychological
construct, but a dynamic process to be a successful member of the organization and society. Students discuss their
matters with their teachers in order to get suitable suggestion about their issues and problems. Students’ do teacher
evaluation and highlight their pedagogy, andragogy, management and organization of their courses, facilitation, support,
fair dealing and mutual respect to their students.

P. Good Working Conditions and Environment

The female TE (32), working as professor with more than twenty-three years of teaching, training and research
experience, focused on good working conditions and environment as “Good working conditions and environment
provide most of the material resources and peace of mind to work well with intellectual colleagues to learn from them.
The instructions, suggestions and freedom able them to discuss and make effective decisions”. Good working
conditions and environment provides a good material and human resources to faculty members, which help them a lot to
complete their assignments well in time. As the study of Jayaweera (2015) explored the importance of working
conditions that has a strong positive effect on work motivation, which appreciate the employees to improve their
performance. The main resources of good working environment and conditions are comprise of availability of human
resources and their support, all time availability of electricity, computers, printers, offices, multimedia and high-speed
internet facility that support the TM and their performance (Vischer, 2008), success and achievement. Whereas, the
environment comprises of both physical and psychosocial components to increase performance with incentives at
workplace because they have positive impact on employee’s motivation and performance. Furthermore, a safe, clean
and well-managed sanitary building also help the employees to take pride in their workspace that can be an office,
cubicle or workstation, which feel and like them that they have a place belongs solely to them.

The explored factors are divided and settle down as intrinsic and extrinsic factors of motivation. Where intrinsic
factors comprise of five explored factors such as interesting work; appreciation, recognition and achievement (rewards
& awards); feeling involved in work progress (responsibility, progress and product); employees participation, support
and empowerment; and students satisfaction and motivation, fair dealing and mutual respect. While, extrinsic factors
comprise of eleven explored factors such as job security; financial and fringe benefits (salary / good wages, medical,
house and other all allowances); team work (being a part of team); help with personal problems; trust building and
management; mentoring, inspiration, commitment and passion; status and respect; career advancement and job
enrichment; home city posting; transparent and tactful discipline; good working conditions and environment. The
majority of the explored factors support the finding and the theories of Maslow’s Hierarchy of Needs Theory,
Alderfer’s Modified Need Hierarchy Theory, Herzberg’s Two Factor Theory and McClelland’s Achievement
Motivation Theory. Because, the conditions of employees and the systems of educational organizations in developing
countries just support and struggle for the basic needs and requirement of human beings. Even though in 21% century,
the employees are still searching and working hard to get a good job and salary for the survival of their families. There
is a great need to create the social welfare system in order to eradicate the unemployment and the fears of snatching of
job of employees especially teachers like developed countries to focus and work sincerely without any fears for the
betterment of the society. Because the performance of every teacher or TE or employee is important and necessary for
any organization to progress that can be achieved through employee motivate, their positive attitude and reinforcement
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(Sahito & Vaisanen, 2018).

The findings of the study conducted on TEs by Sahito & Vaisanen (2018) are highly concerned, reliable and sound in
this regards. Because, the conducted study is counted among important research conducted on the TEs, whose results
were found authentic and reliable. It is an excellent addition in to the available literature of motivation to understand the
available phenomenon of teacher motivation, its needs and requirements, its process and causations to make teachers
relax through maintaining the working environment and social relationships safe. Their findings consists of the
perception and experience of TEs that have been dealt with in their organizations such as motivation as: respect and
personal initiative; the discipline in life; need fulfilment; self-realization and self-satisfaction; model consideration and
inspiration; social services; job security; readiness; work and time management; dedication, commitment, delivery and
performance; students’ satisfaction and their support; social relationship and interaction; responsibilities and duties;
professional growth and development; cognitive competence, scholarship and authority; and self-assessment and self-
evaluation (Sahito & Vaisanen, 2018). These results show the great importance of the findings of motivation study in
the life of TEs.

V. CONCLUSION

Based on the findings of the study we conclude that the extrinsic factors of motivation played vital role to motivate
the TEs. Because, extrinsic motivation factors provide a suitable platform and the high way to the intrinsic factors of
motivation. Without the will, permissions and notifications of the heads of the organization no TE would be able to do
any effective input for the betterment of any organization and its all stakeholders. Without visionary leadership, nothing
would be done at any level to motivate the employees of any organization because it is the greatest job of visionary and
active leadership who work hard to know the professional, psychological, social and physical needs of the employee for
better-required results. As the material resources, policies and planning, instructions and guidelines are to be developed
by the will of the heads of the organization. The extrinsic factors have a more power and energy to infuse and create the
interest among the employees to get work done for quality education in a proper and authentic way to progress well at
national and international level through the improvement of the standards of education especially in Pakistan (GOP,
2009).

The results can be generalized, as each employee’s performance is important for the progress of an organization,
which motivate the employees through positive attitude and reinforcement to strengthen their behavior based on
consequences (Wei & Yazdanifard, 2014) in the organization. As Hinkin and Schriesheim (2004) explore that
employees who received their feedback may be positive, negative or corrective showed improved performance in their
daily routines. Because, employees do their work well when the high level of motivation is available for them
(Fagbohungbe & Longe, 2011) as rewards and punishment (Kohn, 2004), appreciation and sense of belonging to
achieve the required goals of the organization. While, no or less appreciation on good performance diminished
employees’ effectiveness and reduced their satisfaction (Hinkin & Schrieshem, 2004) and motivation. Therefore, it can
be said that both the extrinsic and intrinsic factors of motivation are important to create the interest among TEs to work
well for the betterment of their organization and concerned stakeholders such as students and faculty.

VI. FUTURE DIRECTIONS

The findings of the study could be researched further through quantitative methods for more understanding of the
phenomenon of motivation of TEs.
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Abstract—The study investigated the effect critical reflection exerted on students’ motivation of learning EFL
critical reading. In this respect, the present study conducted quasi-experimental research design. 32
participants were involved in the control group while 31 were in the experimental one. According to the pre-
intervention questionnaire results by using independent samples T-test test of data analysis, participants of the
control and the experimental groups were almost homogeneously motivated while learning critical reading
although random assignment was not possible. In similar with the pre-intervention questionnaire, 30 questions
were also asked to participants (control and experimental groups) as post-intervention questionnaire to
evaluate to what extent participants improved their motivation of learning EFL critical reading after
practicing critical reflection. The post-intervention questionnaire results proved that critical reflection has the
effect in enhancing students’ motivation of learning EFL critical reading regarding independent samples T-
test test of data analysis.

Index Terms—critical reflection, learning critical reading, motivational strategy

. INTRODUCTION

In the twenty-first century, education needs to keep pace for the rapid changes of the world and for educational
settings in a variety of socio-cultural, political and economic aspects. In this respect, teaching and learning at different
levels of education needs to provide opportunity to students to be engaged in a complex and dynamic world deeply
(EUCIS-LLL, 2012; Bolstad and Gilbert, 2012; Freire, 1974 and 1985). To be responsive for a complex and dynamic
world, educators have planned to have open design for critical, collaborative and team teaching and learning that
matches with the social and cultural aspects of EFL classes (Bolstad and Gilbert, 2012). To this fact, students and
teachers need to be involved on critical reflection in and/or outside teaching and learning classes (Bolstad and Gilbert,
2012) because it responds for a situation of fluidity, unpredictability and complexity (Bolstad and Gilbert, 2012).

Similarly, teaching and learning critical reading needs situational and flexible strategy that can answer
multidimensional questions of students, teachers and overall society in the context of the study. The situation of EFL
teaching and learning is not static by its nature, particularly at teaching and learning critical reading. Therefore, in
reading classes, students from different contexts do not need similar or water-flow like teaching and learning classes
because they come to school from different social, cultural, political and economic dimensions. To address those
students, students and teachers need to reflect their reading classes’ experiences critically while and/or after critical
reading teaching and learning proceeds. If practicing critical reflection provides opportunity to students to analyze, to
reconsider and to question what is going on in classes, their motivation may be enhanced to learn critical reading in an
effective way

A. Critical Reflection

Different educators have provided their views on the concept of critical reflection in their own perspectives although
the common sense of it stated by them is similar. Schén (1983), Redmond (2004) and Dewey (1933) defined critical
reflection as it is the term “critical” broadens the perspectives of reflection by bringing into focus the socio-cultural
context and historical events of classes. Freire (1972, 1974) also states that instead of the term reflection, critical
reflection is thought to deal socio-cultural factors and subjectivities teachers and students face in classes. Moreover, in
view of Richards (1990), the terms ‘reflection’ and ‘critical reflection’ can be used interchangeably in teaching and
learning classes. In addition, Bartlett (1990), Calderhead (1989), Jay and Johnson (2002) in Al-Kalbani (2007) revealed
that critical reflection can be defined into five directives: reflective teaching from a technical perspective, a contextual
perspective, an experiential or a deliberative perspective and a critical perspective. Brookfield (1990) also states that
critical reflection is a way of analysis on teaching and learning strategies, methods, or overall aspects of teaching and
learning experiences including social and cultural aspects of teaching and learning classes.

The concept of critical reflection has ancient origins (Nussbaum, 1997 in Fook and Gardner, 2007). The origin of
critical reflection goes back to the philosophy of Socrates (Bartlett, 1990). “Socrates, for example, stressed the
centrality of critical self-examination, or living the ‘examined life’, for ethical, compassionate, humane engagement
with the world and its moral dilemmas™ (Nussbaum, 1997 in Fook and Gardner, 2007, p. 8).
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Educators, then after, often acknowledge the US educationalist, Dewey as the originator of the modern concept of
reflection although he took the ideas of classic educators, such as Aristotle, Plato, and Confucius (Gibbs, 1988; Rolfe et
al., 2001; Driscoll, 2007; John, 2009). Mezirow (1990) and Redmond (2004) also suggested that the original and
innovative assumption of Dewey (1916, 1933) has a cornerstone value to the development of the current notions of
reflection. Meaning, practical insight of reflective practice for teaching and learning was originated from the views of
US educationalist Dewey in 1910, 1916 and 1933 (Bartlett, 1999; Samuel, 1999; Carter et al., 2013). In relation to this,
Carter et al. (2013) states Dewey, considered the father of modern education, “wrote about reflective teaching over a
century ago” (P. 16). In view of Carter et al. (2013), then after, reflective practice has been supported by Kolb and Fry
(1975), Schén (1983, 1987), Gibbs (1988), Rolfe et al. (2001), Driscoll (2007) and John (2009) in their own aspects of
learning theories.

In a particular context, a single theory of learning is not possible to make the process of learning challenge free
because different aspects of learning need responses from different theories of learning (Mezirow, 2000, Brookfield,
1995; Carter et al., 2013). A variety of models, sets of assumptions and principles, theories, and explanations in a single
context of learning can be viewed as bases of knowledge and skills (Knowles, 1980; Cross, 1981; Freire, 2000 in
Mezirow, 2000). To this end, teachers and students need to be familiar on these integrated learning theories those can be
viewed in a single context of learning (Mezirow, 2000, Brookfield, 1995; Carter et al., 2013) because the more
educators are familiar with these theories, the more effective their practice can be, and the more responsive their
practice can be to the needs of students (Freire, 2000). Therefore, in most cases, three major theories: andragogy, self-
directed learning and transformational learning together with their practices are expected in the twenty first- century
teaching and learning classes (Knowles, 1980; Cross, 1981; Mezirow, 2000).

In a similar vein, critical reflection has different theoretical backgrounds: constructivism, socio-cultural theory,
experiential learning, critical theories and postmodern thought (Driscoll, 2007; Fook, 2010; Kolb and Fry, 1975; Schdn,
1983; Freire, 1974, 1992; Brookfield, 1995; Mezirow, 2006). These theories in one and the other way grouped under
three major theories: andragogy (the art and science of helping students learn but not the art and science of teaching
students) (Knowles, 1980), self-directed learning (Cross, 1981), and transformational learning (Freire, 2000 in Mezirow,
2000). Having had a common sense about reflective practice and critical reflection, theorists theorized different models
and frameworks which are applicable and practicable to run teaching and learning in a progressive manner:
transformational learning (Mezirow, 2006), consciousness-raising and critical pedagogy (Freire, 1974), experiential
learning (Kolb, 1984) and the learning organization (Sch&n, 1983).

Critical reflection in the thought of constructivists’ theory allows students to construct their own understanding and
knowledge of the world through experiencing things and reflecting on these experiences (Lowenthal and Muth, 2008).
The process of EFL teaching and learning is also grounded in the socio-cultural theory of Vygotsky; this provides a
room for meaningful interaction one another among teachers and students to critically reflect on difficulties or best
practices of teaching and learning classes (Murphy, 2009; Lantolf, 2000). And, experiential learning facilitates language
learning in the process of transforming experience through critical reflection in view of the learning cycle of Kolb (1984)
originated from Dewey, Piaget, and Lewin’s views of integrated philosophy of reflection, interdependent/interactive
psychological perspectives, and individual inner mental processing respectively display a special insight in facilitating
teaching and learning (Ghaye, 2001; Walker et al., 2013).

Brookfield (1995), Freire (1992) and Mezirow (2006) argue that critical theory contributes to have deep reflection to
promote teaching and learning processes a step forward. In the thought of critical pedagogy, students and teachers are
considered as facilitators of changes through their active participation about the world to view their education as a
practice of freedom (Brookfield, 1995; Freire, 1992). In view of critical theory of learning, students are not the founders
of wisdom in the process of received knowledge; rather education is an active process in which the learners actively
involved through critical reflection for the sake of determining logical and reasonable rationales (Brookfield, 1995;
Freire, 1992). Students and teachers have a tendency to reject any ideas that do not correspond to their particular values,
associations and concepts. In a total sense, critical reflection, stemming from critical social theory, has played a role in
emancipator and transformational practice development (Brookfield, 1995; Freire, 1992).

Kumaravadivelu (2001) also stated that critical reflection is the perspective of postmodern deconstructive teaching
and learning assumption. Postmodern thought permits students and teachers to critically reflect on the experience of
teaching and learning to obtain convenient strategies as well as new unpredictable assumptions for immediate classes
(Kumaravadivelu, 2001). In this sense, critical reflection in view of postmodern thought permits to have socio-cultural
analyses which enable transformative change for the immediate teaching and learning classes (White et al., 2006).

B. Critical Reflection as Motivational Strategy of Learning Critical Reading

EFL Teaching and learning is challenging in a foreign language setting, where authentic language input is not readily
accessible outside classes and it is subject to a number of external and internal issues in the societies where critical
reflection is the best option to reduce the challenge (Gardner, 1985, 2006; Gardner and Lambert, 1972). If a number of
external and internal issues of EFL reading classes are critically reflected, students’ critical reading learning motivation
can be enhanced because critical reflection can handle positive attitudes of students to learn (Wheeler, 2007; Dornyei,
2001). To this end, educators and educational psychologists like Gardner and his colleagues have searched how students
can be motivated to their learning through consistent practice of critical reflection.
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Gardner and Lambert (1972), Gardner (1985, 2006), Brookfield (1995), Freire (1972), Mezirow (2006) and Larrivee
(2000) viewed that motivation for learning can be enhanced if students’ social, cultural, political, economic questions
are responded. Students in classes may not be motivated only through responding technical and practical challenges of
EFL classes; rather students’ socio-affective natures need to be analyzed critically (Gardner, 2006; Brookfield, 1995;
Freire, 1972). To analyze socio-affective natures of teaching and learning classes, teachers and students need to practice
critical reflection as a strategy (Freire, 1972; Brookfield, 1995; Mezirow, 2006; Larrivee, 2000) because critical
reflection helps to analyze students’ and teachers’ beliefs and attitudes including socio-cultural components in order to
motivate students to their learning. In relation to this, Gardner and Lambert (1972) revealed that EFL students need to
have a knowhow towards the linguistic-cultural community of the target language to create positive attitude among EFL
students to have an influence on the success of English as foreign language learning with a high motivation.

In view of Gardner (1985, 2006), Dornyei (2001) and Brown (2001), motivation is a combination of different issues
in teaching and learning classes: students’ desire, positive attitude, critical judgment of students about learning, the way
the teacher teaches, and the way learning activities presented. To analyze students’ desire and positive attitude and other
learning motivation issues, critical reflection needs to be practiced before and/or after classes (Locke and Latham, 1990;
Deci et al., 1999; Ryan and Deci, 2000). EFL teachers’ and students’ involvement on critical reflection leads to choose
appropriate contents in relation with the socio-cultural aspects of teaching and learning classes that can enhance
students’ motivation to learn (Dornyei, 2001; Brown, 2001; Gardner, 1985, 2006). Although basic principles of learning,
motivation, and effective instruction are applied to all students, students have different performances, capabilities, and
preferences of learning and strategies (Brown, 2001; Ryan and Deci, 2000). Brown (2001) emphasizes that these
diversified students’ learning motivation can be encouraged through critical reflection because critical reflection as an
aspect of meta-cognitive and students’ motivation has significant correlation (Martin, 2008; Linnenbrink and Pintrich,
2002; Mezirow, 2006; Larrivee, 2000).

However, Icemez (2005), Granville (2003), AbdKadir et al. (2014), Al-Oqaili (2007) and EI-Maleh (2006) state that
many EFL teachers and students have not practiced critical reflection in teaching and learning critical reading
effectively due to minimum extent of students’ motivation. Inappropriate uses of strategies for motivation leads
students to minimum arousal to learn critical reading, unable to link their own realities and reading lessons and unable
to control their learning (Icemez, 2005; Granville, 2003); to this end, students have poor ability to use the critical
reading skills satisfactorily. Likewise, EFL teachers and students at secondary schools have numerous constraints that
limit practicing effective teaching and learning (Midraj et al., 2008). In a specific manner, teaching and learning critical
reading in reading classes is not also a challenge free process. To overcome the observed gaps of teaching and learning
critical reading in EFL reading classes, academic, social, emotional interests of students need to be into considered by
using critical reflection (Midraj et al., 2008).

To this fact, the current study is proposed to reveal the effect critical reflection exerts on students” motivation of
critical reading that can make the study original. Therefore, the project is eager to provide awareness for unfamiliar EFL
teachers and students about the effect of critical reflection as motivational strategy of learning critical reading through a
research question stated below:

1. Does the use of critical reflection exert any effect on students’ motivation of learning critical reading?

Il. LITERATURE REVIEW

A. What is Learning Motivation?

Motivation is defined as “students’ energy and drive to engage, learn, work effectively, and achieve to their potential
at school and the behaviors that follow from this energy and drive” (Martin, 2008, p. 239). Thorkildsen (2002) also
referred that motivation is important motive that activates, guides, and maintains behavior through the process.
Motivation is an important condition for students who are potentially weak to upgrade their learning achievement.
Pinder (1998) also defined motivation:

a set of energetic forces that originates both within as well as beyond an individual’s being, to initiate work-related
behavior, and to determine its form, direction, intensity and duration. Motivation is thusly manifested by attention,
effort, and persistence (P. 11).

In view of Gardner (2006), defining the term motivation is challenging because “the term motivation has been
viewed differently by different schools of thought” (P. 142), but Gardner (1985, p. 10) defined motivation as “the
combination of effort plus desire to achieve the goal of learning the language plus favorable attitudes toward learning
the language”. Gardner (2006) also argues that motivation involves answering the question "why does an organism
behave as it does?” Brown (2000, p. 152) defined on motivation for learning that “motivation is commonly thought of
as an inner drive, impulse, emotion, or desire that moves one to a particular action”. Pintrich and Schunk (2002);
Dornyei (1998) provided their view on motivation that it is the way to be used for the success of language learning.

B. Theories of Motivation

In view of behaviorists, motivation is used as a reward and punishment as the way of enhancing learning.
Behaviorists’ theory of motivation encourages extrinsic motivation type (Deci et al., 1999). However, in the assumption
of cognitivists, the term motivation linked with learner's decisions as Keller (1983, p.389) in Glasersfeld (1989) stated
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"the choices people make as to what experiences or goals they will approach or avoid, and the degree of effort they
exert in that respect”. Social cognitive theory emphasizes on three interactive motivational considerations:
“cognitive/emotional factors, like beliefs of capabilities, environmental factors, and behavior or performance” of
students (Alderman, 1999, p. 16 in Benson, 1991). Cognitive theory of learning overviews motivation as it is internal in
its nature. Meaning, cognitivists stated that students can be motivated intrinsically being this theory focuses on mental
processes of learning rather than social aspects.

On the other hand, constructivists argue that motivation is placed under emphasis on social contexts including
individual's decisions (Alderman, 1999 in Benson, 1991; Glasersfeld, 1989). Social interaction may enhance motivation
and prolong engagement with the task. Meaning, extrinsic and intrinsic motivation types can activate students’ learning
under constructivists’ view. The way how students can be motivated by the three paradigms of teaching and learning is
somewhat different, but the three thoughts of school have a common concept on motivation that motivation reveals the
desires of students in learning. Motivation emphasizes for the fulfillment of needs is rewarding, requires choices and be
interpreted in a social context (Deci et al., 1999).

C. Constructivists’ Theory of Motivation and Strategic Critical Reading Learning

There are many motivation theories in preceding EFL teaching and learning in a good manner. Among these theories,
Gardner (1985) established an influential motivation theory. Gardner (1985, p. 10) recommends that “motivation to
acquire a foreign language is a mixture of factors including effort, desire and a positive attitude toward the language
under consideration”. In the assumption of Gardner (1985), these different factors of motivation at foreign language
learning can be viewed differently in different paradigms of learning theories.

In the concern of constructivism view, sustaining motivation to learn is dependent on the students’ confidence in
their potential of learning (Glasersfeld, 1989). The experience of mastery of solving problems through critical reflection
leads students to be confident on what they did. The feeling of confidence among students can make them motivated in
their independent learning (Glasersfeld, 1989). Similarly, in view of constructivists, critical reflection can encourage
students to be motivated to their critical reading learning in reading classes. Students critically reflect their views on the
experience of teaching and learning classes to solve challenges they face and to sustain best practices (Glasersfeld,
1989). To sum up, constructivists thought that students’ enthusiasm in completing challenging tasks leads them to be
confident and motivated in embarking more complex challenges (Vygotsky, 1978).

D. How Is Critical Reflection Actually Practiced as Motivational Strategy of Learning Critical Reading?

Different strategies can be used to practice critical reflection in EFL reading classes Leijen et al (2011). Critical
reflection goes to the level of informal discussions to highly structured type of analysis through writing and
conversation (Leijen et al., 2011; Zalipour, 2015). Students and teachers critically reflect what they feel on the
experiences EFL reading classes individually or in pair or in group (Zalipour, 2015; Osterman and Kottkamp, 1993)
because of their diversified nature (Reflective Practice CD ROM, 2007). Osterman and Kottkamp (1993) magnified that
the learning “begins with a problem, unexpected event or a troublesome experience” (P. 20).

As a strategy of critical reflection, different activities can be performed (Brookfield, 1988): assumption analysis,
contextual awareness, imaginative speculation and reflective skepticism. Critical reflection in the step of assumption
analysis, critical practitioners think about the challenges their beliefs, values, cultural practices, and social structures in
order to assess their impact on their day to day happenings, while in the step of contextual awareness, critical
practitioners realize their assumptions are socially and personally created in a specific historical and cultural context
(Brookfield 1988; Reflective Practice CD ROM, 2007). At critical reflection in the steps of imaginative speculation and
reflective skepticism, critical practitioners imagine alternative ways of thinking about phenomena in order to provide an
opportunity to challenge their prevailing ways of knowing and acting and raise questions of universal truth claims or
unexamined patterns of interaction through the prior three activities as a strategy of critical reflection (Brookfield, 1988;
Zalipour, 2015).

In view of Surbeck et al. (1991), critical reflection can also be practiced by considering three different levels:
reacting, elaborating, and contemplating. At critical reflection, in the level of reacting, critical practitioners commenting
on feelings towards the learning experience, such as reacting with a personal concern about an event and in the level of
elaborating, students and teachers compare reactions with other experiences, such as referring to a general principle, a
theory, or a moral or philosophical position in needing further improvement (Surbeck et al., 1991). In the level of
contemplating, students and teachers critically reflect on how to construct personal insights or on problems or
difficulties, such as focusing on education issues, training methods, future goals, attitudes, ethical matters, or moral
concerns in creating convenient teaching and learning classes (Surbeck et al., 1991). The nature of the reaction initially
provided by teachers and students as well as the feedback they give or/and receive after the initial reflection can
determine the extent to which they reach the contemplation level of reflection (Surbeck et al., 1991). EFL teachers and
students in reading classes can be engaged in critical reflection though the following strategies: goal setting for
identified weaknesses or strengths, reflective journaling, writing reflections for implemented or observed lessons,
creating a growth portfolio, coaching and conferencing after teaching a lesson, and writing a reflective summary for the
whole course’s experiences as it is stated by Ryan and Cooper (2006).

©2019 ACADEMY PUBLICATION



JOURNAL OF LANGUAGE TEACHING AND RESEARCH 687

I1l. METHOD

Quasi-experimental research design was employed in the present research project. Pre- and post-intervention
questionnaires were conducted to confirm the difference of the effect critical reflection exerted on students’ motivation
of learning EFL critical reading among participants in the experimental and control groups. In the present research
project, quantitative data analysis method was employed to check motivation variations of pre- and post-intervention
questionnaires among students in the experimental and in the control groups because of critical reflection while learning
critical reading.

A. Participants

Sixty three English major 1% year students at Finote Selam Teachers” Education College were participants of the
study because critical reading to those students was assumed to be challenging and de-motivating. Out of sixty three
participants, thirty were female students while the other thirty three were males. These participants were attending
reading course in two groups: thirty one in group one and thirty two were in group two. The researcher assigned group
one as experimental group while group two was as control group as they were in their naturally organized sections.

B. Instruments

To examine whether or to what degree the effect critical reflection exerted on students’ motivation of learning EFL
critical reading, standardized pre- and post-intervention questionnaires were conducted. Questionnaires helped to
simplify and quantify participants’ behaviors and attitudes in relation with their motivation to learn critical reading
effectively (Leedy and Ormrod, 2001). Therefore, to measure the level of intrinsic and extrinsic motivation of
participants before and after experimental intervention in reading classes for critical reading, the researcher used
standardized questionnaires devised by Vallerand et al. (1992): cognitive consequences (concentration while learning
critical reading), affective consequences (psychological wellbeing in reading classes) and behavioral consequences
(behavioral intentions of learning critical reading) as sub-scales.

Vallerand’s et al. (1992) subscales of motivation contains 15 items, focusing on intrinsic motivation, were provided
to participants in the experimental and the comparison groups, while 15 items on extrinsic motivation were for
participants in both groups before and after intervention. In other words, the questionnaires contained 30 items before
and 30 items after intervention on a five point Likert Scale, consisting of five options strongly disagree, disagree, no
opinion, agree, and strongly agree.

C. Procedures

In the present quasi-experimental research design, the following steps were performed sequentially: administration
pre-intervention questionnaire to students in the control and experimental groups, practicing critical reflection as
motivational strategy of learning critical reading in the experimental group, administration of post-intervention
questionnaires to participants in both groups to confirm the effect critical reflection exerted on students’ motivation of
learning critical reading. On the side of the teacher, audio-recordings were used to make critical reflection easy to
enhance students’ motivation of learning critical reading. On the bases of what was recorded, practitioner teacher could
critically reflect on the previous happenings teaching critical reading. After listening repeatedly what was recorded by
taking some time, the practitioner teacher could critically reflect on what was taken as best practices to go ahead and
filled gaps for further improvement of students’ motivation of learning critical reading. During and after class, ten to
fifteen minutes was provided to students to forward their feelings about the pervious teaching and learning situations of
critical reading individually or in groups via interviews, formal or informal conversations, and questionnaires.

Forty eight sessions were permitted to provide a reading course to first year English major students. Out of forty
eight sessions of the course, twenty five was adjusted to manipulate the treatment to participants in the experimental
group but not for the controlled ones. The treatment was focused on scaffolding students’ motivation of learning critical
reading via critical reflection. The treatment was performed by the teacher and the students at experimental group.

To create awareness about critical reflection and how to practice critical reflection in reading classes for critical
reading, practitioner teacher and students of the experimental group were provided training. Practitioners used different
techniques for critical reflection: diaries, informal and formal conversations, interviews, and questionnaires. By using
the aforementioned techniques of critical reflection, the practitioner teacher and the students at experimental group
endeavored to enhance students’ motivation of learning critical reading. In each experimental session of teaching
reading for critical reading, new learning assumptions found from critical reflection were used to enhance students’
motivation of learning EFL critical reading skills. The gaps assumed by the practitioner teacher via critical reflection
and feedback given by students in the experimental group through conversations, interviews, and questionnaires were
the focus of the next reading classes to enhance students’ motivation of learning critical reading skills.

Experimental treatment, practicing critical reflection, was manipulated in the first semester between October and
December 2017 at Finoteselam Teachers’ Education College on the course of reading. Every session treatment was
evaluated each day to overcome gaps observed and to provide attention for best practices to continue further. During
the intervention, extraneous variables were provided serious attention. Except the identified issue of treatment, in all
cases, students in the experimental and control group were similarly treated. Even, the teacher for two groups was
similar to reduce the impact of teacher variation. And, the course modules, the time given for the sessions, course
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contents of the curriculum were the same for students in both groups. However, the researched treatment given for
students in the experimental group was different from the controlled one.

However, the degree of controlling extraneous variables in the present study was not this much sensitive like
experimental research design because the study was quasi-experimental research design. Participants were simply taken
as they were in a natural setting without mixing via random sampling method. Without any parameter, group one was
taken as experimental group while group two was for control group by assuming the two groups students can have
similar extent of motivation of learning critical reading because all participants are first year English major students.

IV. RESULTS

To analyze the results of the present quasi-experimental research, independent samples T-tests were used as tests of
data analysis. The results of the pretest and posttest were analyzed on the bases of independent samples (students from
the control and the experimental groups).

A. Pre-intervention Questionnaire Results

To confirm whether or not the results of pre-intervention questionnaire significantly different, the pre-intervention
questionnaire results of the two group’s samples were analyzed below:

TABLE I.
DESCRIPTIVE STATISTICS FOR PRE-INTERVENTION QUESTIONNAIRE
Groups N Mean Std. Deviation Std. Error Mean
Experimental 32 12.62 1.581 .280
Control 31 12.68 1.739 312
TABLE II.
INDEPENDENT SAMPLES T-TEST (PRE-INTERVENTION QUESTIONNAIRE)
Levene’s Test | t-test for Equality of Means
of Equality of
Variances
F Sig T Df Sig Mean Std. error | 95% confidence
(2- differenc | Difference | interval of  the
tailed) | e difference
Lower Upper
Equal variances assumed .624 463 125 | 61 901 .052 419 .889 785
Equal Variances not assumed 125 | 60.038 901 .052 419 .891 .786

The pre-intervention questionnaire mean and standard deviations for the experimental and control groups were 12.62,
1.581 and 12.68, 1.739 respectively. According to the results analyzed from independent samples T-test, there was no
significant difference between the two groups regarding their motivation of learning critical reading before the
treatment was manipulated (t= 0.125, p= 0.463).

B. Post-intervention Questionnaire Results

To search the effect critical reflection exerts on students’ motivation of learning critical reading, post-intervention
questionnaire was employed to participants of experimental and control groups. Before comparing the post-intervention
questionnaire results of students in the control and experimental groups, the researcher need to analyze descriptive
statistics.

TABLE Il
DESCRIPTIVE STATISTICS FOR POST-INTERVENTION QUESTIONNAIRE
N Minimum | Maximum Mean Std. Deviation
Experimental Group 63 1 2 1.48 404
Control Group 63 11 32 16.67 5.682
Valid N (listwise) 63
TABLE IV
INDEPENDENT SAMPLES TEST (POST-INTERVENTION QUESTIONNAIRE)
Levene’sTest t-test for Equality of Means
for Equality of
Variances
F Sig T Df Sig (2- | Mean Std. error | 95%  confidence
tailed) difference | Difference interval  of the
difference
Lower Upper
Equal variances assumed 6.304 | .012 5.541 61 .00 3.484 .629 4.741 2.227
Equal Variances not assumed 5.488 44212 | .00 3.484 .635 4.763 2.205
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The aforementioned stated result of the table was calculated with independent samples T-test. As confirmed from the
given result of quasi-experimental study, significance difference was observed between the students in the experimental
and control groups. The result of independent samples T-test indicated that the experimental group performed
significantly better than the control group (t= 5.54, p= 0.012).

V. CONCLUSION

The main focus of the study was to confirm the effect critical reflection exerts on students’ motivation of learning
critical reading skills. First, pre-intervention questionnaire was conducted to students in the experimental and control
groups. Having checked the homogeneous nature of participants in both groups, intervention was taken place on the
side of students in the experimental group to overview the effect of critical reflection on students’ motivation of
learning critical reading skills.

To practice critical reflection in reading classes, different techniques were employed: diaries, conversations,
interviews, and questionnaires, lesson recordings and journal writing. After intervention, post-intervention questionnaire
was administered to students to overview motivation variations of learning critical reading among participants in the
experimental and control groups.

When the post-intervention questionnaire results of the participants of both groups compared, students in the
experimental group had better motivation than the controlled ones to learn critical reading. From the data analyzed, it
can be concluded that practicing critical reflection in reading classes has considerable positive effect in motivating
students while learning critical reading skills. Students’ post-questionnaire results, in the experimental group after
treatment was provided regarding standardized motivation questionnaire questions, can prove that critical reflection can
affect positively on the students’ motivation of learning critical reading skills in reading classes.
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