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Preface

This book has grown out of the perceived need for and desire to 
promote reflectivity: reflectivity in teaching and reflectivity in learning. 
The context for this is well-defined here, that of foreign language learning 
and instruction, but its relevance and utility go far beyond this application. 
Reflectivity is required in all areas of our life, professional and personal. 
It is my deeply-held belief that teachers who think of themselves as 
continuously developing learners become more successful and in the long 
run can avoid the well-known ‘burn-out’ stage in their career. This is 
particularly so if they ‘catch the bug’ early enough and get involved in their 
own classroom-based research, that is, action research (AR) conducted for 
their own purposes.

This volume is to constitute a basic working tool both for students 
in teacher training programmes and for in-service teachers with varied 
degrees of professional experience: novices as well as experienced 
pedagogues. It introduces the idea of action research (AR) and outlines 
its various stages and procedures (“Introducing action research…”). The 
chapters that follow present the main research methods and tools in a way 
that is adapted for individual mini-scale action research projects teachers 
and students can design themselves. Each chapter is structured in the same 
way. It starts with a description of an appropriate method, which later on 
is illustrated with examples of studies based on this given method. To give 
teachers and students some practice, discussion questions and practical 
tasks are proposed in each case. As each method/tool is described in 
a somewhat synoptic fashion, additional source material is presented in the 
form of an Additional reading section in each chapter, to allow the user to 
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supplement and expand his/her knowledge in a given area. In the final part 
of the volume the reader will find a Glossary of terms, containing definitions 
of the key concepts and terminology presented in the book. The additional 
material which is included in the Appendices may be of help in designing and 
writing a research proposal and even the project itself. This book however 
is not concerned with instruction on academic writing per se nor in the 
formal side of presenting a final dissertation or project. Nevertheless, it 
does refer the reader to useful sources on the writing up of a project report 
or thesis by indicating relevant printed guides in the Appendices.

All the authors in this book, who generously agreed to participate 
in this project, are researchers and teacher trainers at the University of 
Silesia and at various teacher training colleges in the region. I would like to 
thank them for their enthusiasm for and commitment to promoting action 
research work among our trainee students and in-service teachers, who are 
still engaged in developing their professional abilities and extending their 
qualifications.

I hope that this little volume will offer encouragement and advice to 
teachers and students eager to develop their own AR projects and so 
become more reflective and, as a consequence, more autonomous in their 
teaching. I also trust that getting involved in one’s own research will 
inculcate the curiosity and enthusiasm for teaching which is a sine qua 
non for sustaining high professional standards, here sought and applied to 
the teaching of a foreign language.

Danuta Gabryś-Barker



Danuta Gabryś-Barker
University of Silesia

Introducing action research   
in the foreign language classroom

1. Action research as reflection 
on FL teaching and learning 

Becoming a professional teacher is a longitudinal process. It takes 
time to acquire knowledge in teacher training programmes. It takes time 
to understand any classroom in terms of its intricacies and interacting 
variables. This is why there are visible differences between those who have 
just started to teach and those who have been in the profession for some 
time. Ca s tejon and M a r t i nez (2001: 218) observe that

[n]ovice teachers define good teaching in terms of personal cha-
racteristics of [the] teacher, children’s involvement, and affective 
features in classroom interaction. Expert teachers define good teaching 
more in terms of lesson structure and teaching strategies […] are 
better able to take account of context and purpose […] make a deeper 
interpretation of events […] generate hypotheses about the situation in 
question.

Becoming expert teachers requires knowledge and practice, hands-on 
experience in the classroom — but experience will only count as a factor 
conducive to successful teaching if combined with reflection and controlled 
and structured inquiry about one’s own teaching, in order to become more 
aware of one’s own classroom. Action research implemented at early stages 
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of teacher training will contribute significantly to making pre-service and 
novices into expert teachers.

It is believed that the professional knowledge that prospective teachers 
develop in the course of their training

tends to be declarative, abstract and conceptual. Therefore the training 
of student teachers should integrate conceptual, procedural, pragmatic 
and theoretical ideas […]. Learning to teach involves developing various 
forms of knowledge that are acquired in different ways (Ca s t e jon and 
M a r t i ne z 2001: 128).

This volume focuses on the importance of introducing reflective teaching 
by implementing action research into the programmes of training pre-
service and novice teachers, that is FL students in various teacher training 
programmes at universities and teacher training colleges, who are at the 
beginning of their teaching career or are still involved in the process of 
gaining their professional qualifications. Action research is thus seen as 
a way of developing their autonomy in the foreign language classroom right 
from the very beginning. It also seeks to trigger their need to experiment, 
create and test their own assumptions, hypotheses and ideas about their 
teaching contexts, instead of just implementing ready-made solutions and 
prescribed procedures in teaching.

It is important to introduce inexperienced teachers to reflective 
teaching by instructing them on ways of developing it by means of their 
own classroom research, which throughout the years of teaching English 
will make them more aware of the need to keep their minds open to 
reflection, and more willing to intervene and change for their learners’ 
and their own good. Creating and developing this kind of attitude towards 
one’s own performance in a classroom will hopefully help to develop and 
keep up a teacher’s initial enthusiasm and positive attitude towards this 
very demanding profession and understanding that no change and routine 
will inevitably result in going backwards or even lead to professional burn-
out.

2. Autonomy in a teaching context

Teacher autonomy meaning openness to change results not from a blind 
following of learnt prescribed classroom procedures and teaching methods 
but rather manifests itself in
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a strong sense of personal responsibility for the teaching via continuous 
reflection and analysis and the highest possible degree of affective and 
cognitive control of the teaching process (Lit t le  1995: 175).

At the cognitive level pointed out by L it t le, teacher’s responsibility both 
for teaching and learning processes relates to his/her individual and 
idiosyncratic professional development in the field of methodology. This 
embraces an updating of one’s knowledge of empirical research in second 
language acquisition and methodology and trying out new solutions in one’s 
own classroom. The following underlying assumptions can be made about 
teacher development (Ric h a r d s and L o c k h a r t  1994: 3):

1. An informed teacher has an extensive knowledge base about tea- 
ching.

2. Much can be learnt about teaching through self-enquiry.
3. Much of what happens in teaching is unknown to the teacher.
4. Experience is not sufficient as the basis for development.
5. Critical reflection can trigger a deeper understanding of teaching.

L it t le  (1995) points out that it is affective control which is a factor 
conducive to development of teacher autonomy. It is often defined as 
teacher’s presence in the classroom, elaborated on by Unde rh i l l  (1993: 
197) in the following way:

Underlying all valid subjective enquiry is the aim to become more aware 
of myself and of my manifestations as they affect others and those of 
others as they affect me, so that I am more able to respond creatively 
to situations out of choice, rather than react mechanically to situations 
out of habit. Awareness is the only instrument I have that can drive this 
enquiry.

Teacher autonomy is a prerequisite condition for developing learner 
autonomy. So no teacher can promote and develop learner autonomy 
without himself/herself being autonomous in his/her classroom by 
feeling a strong individual responsibility for what happens in the 
classroom (and beyond it) and for sharing this responsibility with the 
learners. This shared responsibility is achieved in a process of negotiation 
concerning:

teacher’s roles and learners’ roles to be performed in the classroom and  —
beyond it;
shared decisions on the methods used, based on given teaching/learning  —
situations (e.g. learners’ needs and profiles);
discussing the syllabus and making decisions concerning its inter-  —
pretation, and
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teacher’s decisions on textbooks and other materials depending also on  —
learning objectives and learners’ preferences.

Teacher autonomy refers to all the aspects of the teaching process 
the teacher is involved in at the moment as well as his/her future 
professional development consisting in developing the ability to reflect 
and thus create his/her own theories of instruction (Fr e e me n  1992). 
F r ee m a n emphasises the teacher’s active attitude towards his/her own 
development and stresses the need to encourage and promote willingness 
and enthusiasm for doing one’s own research, the results of which would 
serve the teacher’s particular purposes in his/her classroom, which 
would go unsolved otherwise. It is action research which fulfils this aim 
(Ga br yś-B a rke r 2006).

3. Action research: teacher’s research

Generally, action research is understood as teachers’ individual 
research. It is defined more precisely as research initiated by a teacher 
himself/herself. It aims to develop classroom awareness: awareness of 
teaching and awareness of learning. It is seen as an enquiry which hopes to 
eliminate a diagnosed problem and which is to result in change (Ke m m i s 
and McTag g a r t  1988). As such, it has three basic features distinguishing 
it from academic research:
1. It is situational and context-grounded, by focusing on identifying and 

diagnosing problems and by designing and implementing treatment, 
finding solutions to those problems in a specific context for a particular 
group of learners in a particular teaching/learning situation.

2. It assumes cooperation between teachers and also, which needs to be 
emphasized, between the learners involved in the enquiry and the 
teacher.

3. It brings change into a classroom which ideally results in the elimination 
or at least progressive minimizing of the diagnosed problems.

It was stated earlier that the general purpose of action research is to 
contribute to reflective teaching and thus professional development of 
a teacher. The value of implementing it can be seen in the fact that:

— It brings information from the front line.
— Learners are sources of information.
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— Research is relevant to the teacher’s own classroom.
— It means learning about language learning.
— It means learning through research (teachers become researchers).
— It influences decision making (thus autonomy) (E dge 1993: 113).

Consequently, the main reasons for carrying out action research projects 
are promotion of teacher development and his/her autonomy, thus making 
him/her a more aware, effective and successful teacher. The validity of 
action research is of particular importance to individual teachers. Its 
results cannot be generalised, but they can be shared and discussed with 
other teachers and learners to involve them in the teaching/learning 
processes and thereby make them more autonomous through this shared 
responsibility for the implementation of change resulting from classroom 
enquiry (Ga br yś-B a rke r 2006).

4. The stages of AR projects

In the context of training programmes, there are usually time 
constraints in implementing a course in AR, which will often constitute 
the basis for the thesis. It is necessary to design a course in doing action 
research that is at the same time efficient and yet, gives the student-
teachers an idea of its basic objectives, data collection methods and develops 
abilities to present and analyse the collected data. This book aims to guide 
students who are trainee teachers working on their projects on the basis 
of AR methodology, i.e. research instruments employed in their classroom 
studies. It also offers an outline proposal for a two-semester course in AR 
for teachers, which can be followed at the BA level (licencjat) of teacher 
training.

According to Nu n a n (1992: 19) the AR research cycle as a basis for the 
course in designing classroom based projects comprises the following stages 
(see Table 1):
a. Initiation
b. Preliminary investigation
c. Hypothesis
d. Intervention
e. Evaluation
f. Dissemination
g. Follow-up
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Table 1. Stages of the AR cycle (based on Nu n a n 1992: 19)

Stage Objective(s)

1. Initiation — to discuss classroom problems
— to select a problem area

2. Preliminary
investigation

— preliminary observation of the classroom
— to collect initial data 

3. Hypothesis — to review the preliminary data
— to define the problem
— to formulate a hypothesis/research question(s)

4. Intervention — to design data collection tools
— to implement them in the classroom (e.g. observation, treatment, 

etc.)

5. Evaluation — to present (write up) the data collected
— to analyse and interpret the results of the intervention
— to make conclusions

6. Dissemination — to present the project and its results to a wider audience (other 
teachers, learners, in a written form as a thesis)

— to evaluate the project

7. Follow-up — to continue the inquiry with possible changes to it and improve-
ments

As an illustration of the above stages, I will use the example of such 
a course, which was implemented in one of the teacher training colleges 
in the region (discussed in-depth in Ga br yś-B a rke r 2006). Its objectives 
were defined as:

To develop reflective practices in teaching.
To be able to diagnose a classroom problem and analyze it.
To develop the need to experiment in the class.
To develop a process of negotiation with learners.
To introduce needs analysis.
To update one’s theoretical knowledge in a specific area of interest.
To be able to write a report on a project.

The course followed all the stages as defined by Nu n a n (1992: 19) above:

a. The initiation stage
The initiation stage of the project consisted of three types of sessions:

lectures whose objective was to introduce the idea of action research to of  •
difficulty area in a theoretical way through compiling information from 
all available sources: methodology books, journals, experienced teachers, 
their college tutor and so on.
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b. The hypothesis stage
Equipped with all the necessary background information and being able 
to pinpoint the teaching/learning difficulty they wanted to confront, the 
students finally formulated either:

their research question/questions, or •
a research hypothesis. •

c. The intervention stage
Here the students were provided with the whole variety of research 
tools and methods for data collection, such as observation schemes, 
questionnaires, interviews, diaries, case studies, etc.; during:

interactive sessions in which the theoretical background was illustrated  •
with numerous examples of action research projects carried out by 
practising teachers by means of various tools — the above were discussed 
and evaluated by the students,
a session on the mechanics of writing a research paper. •

The initiation stage of the project was the longest since the students had 
virtually no experience of doing research and felt fairly insecure both 
about data collection, analysis and ‘putting it on paper’ — just to quote one 
of the students.

d. The preliminary investigation stage
The preliminary investigation stage did not seem to be any easier for 
the students than the previous one. It first of all through the initial 
brainstorming session focused on the most persistent or challenging 
problems the student-teachers encountered in their classrooms which 
either they were not able to cope with or were unaware of the possible 
variables or factors that affected them. Once the problems were defined 
and narrowed down, the learners started investigating the area. During 
the intervention stage the learners proceeded to the practical part of their 
research which took place in their classrooms. In some cases they did 
their research individually, in the others in collaboration with their peers, 
all the time being monitored by their college methodology tutor. In the 
course of the research, the students would meet either individually with 
the tutor or in whole-group sessions to share their experiences, doubts, 
worries and enthusiasm, which went on throughout the period of doing 
the project.

e. The evaluation stage
With time passing, the students became more and more involved in the 
research, however they were unfortunately working under time pressure 

2 Action…
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to complete their diploma work. At the evaluation stage the students 
were asked to report back on their projects in terms of the results they 
had obtained as well as to evaluate the importance and validity of the 
whole idea of novice teachers doing action research. The evaluation of all 
the projects was done by means of written questionnaires and informal 
interviews carried out by the methodology tutor with the students involved 
in projects.

f. The dissemination stage
The dissemination stage of the research consisted of five sessions in which 
the students presented their results individually. This was an especially 
important stage as the trainees could share their findings and compare 
their results.

g. The follow-up stage
The future will show what the follow-up of this first attempt ‘to reflect and 
change’ will be, but as one of the students said: ‘I have to deal with my 
problems myself. In future I will do similar research to analyse other areas 
of problems’.

The design of the projects, their implementation and the analysis of the 
results were first met with some inhibitions and doubts, then with growing 
confidence and finally with great enthusiasm. Since trainee students are not 
experienced in doing research and writing up reports in the form of the- 
ses there were a lot of difficulties encountered in the course of the project. 
These are commented on below. It may be assumed that those difficulties 
will be universally true of any context in which students are introduced 
to AR. That is why I affirm that these comments to be of significance both 
for teacher trainers and teacher trainees. For the former they will bring 
awareness of dangers and may make them think of ways of minimizing 
teachers’ and trainers’ fears beforehand. For the latter, the comments of 
their colleagues who have already worked on their projects will make them 
aware how natural it is to doubt and make them able to deal with doubts 
and fears of inadequacy, especially for those who are still at the pre-service 
or novice stage.
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5. Difficulties in carrying out AR projects 
at the pre-service level

The general feeling about AR projects among the trainees who followed 
the above-described course was that: ‘Quite honestly, nothing in this project 
was easy. Everything was challenging, exciting, however, by no means 
easy’. What was felt to be relatively easy, according to the students was 
the availability of theoretical sources, which gave them a firm knowledge 
background to design the study. Apart from that the students found the 
research method and tools quite straightforward to design and use in 
their classrooms for the purposes of data collection since the course they 
were involved in introduced them to the design of research instruments 
and also offered sample practice. There was one exception, however, the 
questionnaire, which in some cases had to be rewritten a substantial 
number of times finally to be comprehensible, valid and ready to administer 
in the classroom and to the teachers.

The main areas of difficulty the students encountered related both to the 
content of the study and its form. On the level of content they referred to:

formulating in a precise way a research question or hypothesis,  •
narrowing the problem down;
classification and presentation of data; •
analysis of data (a tendency to make too general comments out of too  •
small an amount of data);
implications of the preliminary data collection (defining independent  •
and dependent variables);
putting theory and practice together. •

On the level of form and writing up a report on the project, the difficulties 
were observed in:

structuring the research paper, •
presentation of data in the form of tables and figures, •
language register problems (for a detailed discussion see G a br y ś- •
B a rke r 2006).

These areas of difficulty require special attention from any teacher trainer 
wanting to implement AR to training sessions. There is vast literature which 
will help in designing appropriate tasks for the training programmes and 
in overcoming the most difficult aspects of project design and reporting 
on it. However, these activities are not the subject of this volume, which 
focuses solely on research methods and tools. Knowledge of these is one of 
the components of designing successful AR projects.

2*
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6. Additional comments

Implementing AR projects in teacher training programmes at the pre-
service level needs to be done gradually not only to avoid trainees’ feelings 
of insecurity concerning their inadequate knowledge base, but also this 
unsureness about what AR is. The trainees’ experience of research work 
generally comes from the literature presenting academic research as 
obligatory reading for their courses in linguistics and applied linguistics. 
The aims of this research are to develop models and theories and generally, 
allow for broad generalizations. In the case of AR, the aim is to introduce 
change in the well-defined context of an individual teacher’s classroom, 
hence its results cannot be generalized and cannot be evaluated on the 
basis of their external validity. That is why one of the most important 
features of AR is making the trainees fully aware of the nature of this type 
of research.

In the chapters which follow, we introduce teacher trainees to the 
whole array of research methods and instruments that can serve as data 
collection tools in designing and implementing their first AR projects in 
their first classrooms.
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7. Questions and tasks

Q. 1. In your own words how would you define research and discuss how 
it compares with AR?

Q. 2. How can AR contribute to the development of reflective teaching 
(consider each of the stages of the cycle)?

Q. 3. Considering your teaching experience so far, can you enumerate 
problem areas observed in your classroom?

Task 1. Choose one of the above problem areas and try to define the project, 
its variables and try to formulate a preliminary research question.

Task 2. Look at the list of AR projects below. Think how you would design 
your own project in the chosen topic area:

How to increase learners’ exposure to English by developing classroom  •
English.
How to organize FL teacher’s work more effectively. How to become a  •
better manager in the classroom.
How to build learners’ motivation in the classroom. •
How to correct oral errors not to inhibit learners. •
Disruptive learners. •
On the effective use of classroom space. •
My language of instruction. •

Task 3. Imagine your teaching problem lies in the area of teaching 
grammar. Think of how you could narrow down this topic into a feasible 
theme of a classroom research project.

Additional reading

One of the major sources for students and teachers describing research 
trends and traditions and defining the major concepts in research in 
applied linguistics, as compared with AR is that of Nu n a n (1992) Research 
Methods in Second Language Learning. My article (Ga br y ś-B a rke r 2008) 
defines the concept of reflectivity and discusses its various applications in 
the classroom context.



22 Danuta Gabryś-Barker

The introduction to AR in this volume is only an outline of the main 
assumptions of AR, which is dealt with in detail in Bu r n s’s  (2005) article 
“Action research: an evolving paradigm?” which presents the origin of this 
type of research, its qualitative features and critical evaluation. It gives 
an overview of literature on action research carried out in FL classrooms. 
Also Wa l l ace’s  (1998) Action Research for Language Teachers is an excellent 
source on the ways of conducting AR. It offers a description of research 
methods and tools adapted to the level of mini-scale projects designed for 
a FL classroom. Ja mes’ (2001) Teachers in Action, on the other hand, offers 
a wide range of tasks for in-service teachers, which are meant to ‘bridge the 
gap between theoretical and practical teacher training’. Further reading 
sources on AR can be found in Appendix 3.
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Danuta Gabryś-Barker

Badania w działaniu w nauczaniu języków obcych

St r e s z c z e n ie

Rozdział stanowi wprowadzenie do głównego tematu książki, którym są podejmowane 
w różnych formach przez nauczyciela praktyka tzw. badania w działaniu (ang. action 
research). Zaprezentowane zostały podstawowe założenia badania w działaniu, czyli  
dokonywanej przez nauczyciela w jego własnej klasie ewaluacji, mającej na celu 
usprawnienie procesów nauczania i uczenia się języka obcego. Autorka skupia swoją 
uwagę na poszczególnych etapach badania, a także trudnościach, jakie napotkać może 
podejmujący je nauczyciel, oraz sugestiach dotyczących rozwiązywania pojawiających 
się problemów. Podkreślona została rola, jaką badanie w działaniu odgrywa w nauczaniu 
refleksyjnym, a tym samym w rozwoju zawodowym nauczyciela. Jest ono szczególnie istotne 
na początkowym etapie drogi zawodowej, a więc jeszcze w czasie trwania studiów, oraz 
podczas pierwszych doświadczeń dydaktycznych. W okresie tym kształtują się motywacje 
i postawy przyszłych nauczycieli. Prowadzenie badań na tym etapie rozwoju tworzy 
podstawy ciekawości badawczej oraz otwartości na innowacje w nauczaniu, jednocześnie 
pogłębiając wiedzę dydaktyka dotyczącą procesów zachodzących w klasie.

Danuta Gabryś-Barker

Aktionsuntersuchungen im Fremdsprachenunterricht 

Zu s a m me n f a s s u ng

Das vorliegende Kapitel ist eine Einleitung in das Hauptthema des Buches, d.h. 
die von einem Lehrer in verschiedenen Formen ausgeübte Praxis also so genannte 
Aktionsuntersuchungen (engl. action research). Es werden hier die Hauptvoraussetzungen 
der während der Berufspraxis durchgeführten Untersuchungen dargestellt, d. i. der von 
dem Lehrer durchgeführten Evaluation, welche zum Ziel hat, die einzelnen Lehrprozesse 
und die Fremdsprachenerlernung zu verbessern. Die Verfasserin konzentriert ihre 
Aufmerksamkeit auf einzelne Untersuchungsstadien, auf die damit verbundenen 
Schwierigkeiten und auf die Lösung von auftauchenden Problemen. Sie betont die 
Bedeutung von solchen Untersuchungen bei einem reflektierenden Unterricht und damit in 
der Berufsentwicklung des Lehrers. Diese Untersuchung ist zu Beginn des Berufswegs des 
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Lehrers, also noch während seines Studiums und in seinen ersten didaktischen Erfahrungen 
besonders wichtig. Zu dieser Zeit werden zwar alle Motivationen und Einstellungen der 
zukünftigen Lehrer gebildet. Die in dem Stadium der beruflichen Entwicklung geführten 
Untersuchungen erwecken ein Forschungsinteresse des Lehrers und seine Bereitschaft, 
im Unterricht neue Lösungen anzuwenden und dabei seine didaktischen Kenntnisse zu 
vertiefen
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Questionnaires and interviews  
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1. Introduction

Questionnaires (also known as surveys and sheets) belong to the most 
widespread tools of collecting research data perhaps because ‘asking 
questions is one of the most natural ways of gathering information’ 
(D ör nye i  2003: 5). Questionnaires may be conducted orally in the form 
of an interview. The primary focus of this chapter, however, is on the 
printed form for data collection, or so-called pen-and-pencil, questionnaires. 
Although most of the comments on questionnaires presented here is also 
valid for constructing oral interviews, additional information on oral 
interviews is also included in the final part of this chapter.

There are several justifications for the continuing popularity of 
questionnaires as research instruments. Apart from their relatively little 
time consuming administration, they are useful in gathering information 
about phenomena which are not straightforwardly observed, such as 
attitudes, propensities and self-concepts. They are also convenient to 
collect data on personal, social and linguistic background (Se l ige r  and 
Shoh a my  1989: 172). Interviewing the same number of people orally 
would require far more time and personal engagement on the part of 
a researcher. In comparison, written questionnaires gather large amounts 
of information, which can be obtained in a short period of time, the results 
can be relatively easy to calculate, and the costs of the questionnaires’ 
production and administration may be kept low. The data are more standard 
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and accurate because the same questionnaire format is administered to 
all the informants at the same time. In addition to that, questionnaires 
are suitable for various groups of people in different situations and they 
may cover a number of issues, i.e. they are extremely versatile. Despite 
these early advantages, certain limitations of questionnaires must be 
recognised. First of all, they are not a suitable device to measure the depth 
of a problem. This is dictated by the fact that respondents (also known 
as participants, subjects or informants) are generally not interested in 
completing lengthy surveys with complex statements. Sophisticated 
questions may trigger misinterpretations and misunderstandings and, 
as a consequence, contribute to the collection of unreliable data. For this 
reason, questionnaires should be straightforward and user-friendly. Yet 
another pitfall that a researcher may fall into is potentially caused by the 
psycholinguistic phenomena, to which subjects may be susceptible when 
producing their answers. It must not escape notice that some informants 
will intentionally provide misleading answers, and others will attempt 
to compensate for their lacks of knowledge by responding to questions to 
which they do not know the answer. Dör nye i  (2003: 12—14) enumerates 
further disadvantages of the questionnaire as a research device stemming 
from the psychological considerations on the part of the respondents, i.e.:

Social desirability/prestige bias •  is a tendency to provide false statements 
about oneself, e.g. one’s education, social background, race, bad habits, 
etc., so that to present oneself in a positive light to the researcher.
Transparent  • questionnaire items leave the respondent with an exact idea 
of what answers are desired or expected by the researcher. 
Acquiescence bias •  is a tendency to agree with the questionnaire entries 
which are ambivalent or sound correct.
Halo effect  • refers to the respondents’ positive or negative impression of 
the topic, or the researcher’s personality, which may influence the type 
of response, e.g. over-generalized positive or negative reactions.
Fatigue effect •  is the feeling of monotony, especially when completing the 
final sections of questionnaires, which contributes to inaccurate answers, 
neglecting statements, missing things out, etc.

Furthermore, as Nu n a n  (1992) points out, researchers should be 
careful to avoid culturally biased questions, for example, when the cultural 
backgrounds of the researcher and the informants are different. Thus, the 
researcher must consider factors such as:

— the willingness of respondents to make critical statements and to 
discuss personal topics, for example, salary, age, social and political 
issues,
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— the shared values and attitudes which can be assumed, such as the 
concept of freedom of the press (Nu n a n 1992: 145).

Finally, questionnaires are not to be used with people who have low 
proficiency in the language in which the questionnaire is composed 
for obvious reasons, such as inability to comprehend and provide 
accurate responses. As may be concluded, questionnaire design ought 
to be knowledge-driven since it may be quite simple to construct 
a questionnaire in search for answers to absorbing research questions and 
end up with dubious results. Therefore, apart from a careful planning of the 
questionnaire construction, it is strongly advised to combine questionnaires 
with other research methods described in this volume, depending on the 
research subject and the intended depth of problem analysis.

2. Description of the tool

Despite its name, a questionnaire rarely consists of solely standard 
questions with a question mark at the end but, more often than not, of a 
variety of statements either to mark or evaluate according to the provided 
scale. Nevertheless, these questionnaire items are, partially for the 
sake of brevity, referred to as ‘questions’. According to D ör nye i  (2003), 
questionnaires elicit three kinds of information:

1. Factual data reveal who the informants are, i.e. age, education, social 
background, language learning history, etc.

2. Behavioural data deal with the respondents’ actions, habits, experiences, 
learning strategies, etc.

3. Attitudinal data refer to attitudes, opinions, beliefs, interests and values 
(D ör nye i  2003: 8).

The researcher must consider a number of factors during questionnaire 
design, such as length, layout, content, structure, sequencing, instructions, 
etc. As previously stated, the primary premise of questionnaire construction 
is to keep it relatively short, as it is not a proper device for elicitation of 
lengthy personal insights. No matter how tempting it may be for the 
researcher to ask more, it must be remembered that ‘in questionnaire 
design less is often more because long questionnaires can become 
counterproductive’ (Dör nye i  2003: 18). Dör nye i  (2003) suggests that the 
length of a questionnaire depends on the degree of relevance of the topic 
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to the respondents, however, in general terms it should not be longer than 
4—6 pages and should not take more than 30 minutes to complete.

Any research tool, questionnaire included, has to be checked for its 
validity and reliability. The former means that it ought to measure what 
it has been designed to measure. For example, if a test is supposed to 
measure receptive skills but in fact focuses only on reading (while ignoring 
the listening aspects), the results may not be regarded as valid. The tool is 
reliable when it is free from errors of measurement. Questionnaires provide 
three types of data for analysis: nominal (categorical), ordinal and interval 
(metric). Nominal data help to categorize subjects or pieces of information 
according to some attribute, for instance, according to gender, nationality 
and other subject characteristics (e.g. type of motivation to learn). Nominal 
data may not be subject to mathematical manipulation, such as computing 
averages because it is impossible to talk about the sample in terms of 
average gender or average nationality. Ordinal data, similarly to nominal 
data, divide the sample into groups, however, according to the ranking 
order. This means that some hierarchical system exists, such as a level of 
proficiency, according to which the data are ranked. Finally, the interval 
data are measurements, which may be mathematically manipulated, such 
as e.g. proficiency test scores (cf. S e l ige r  and Shoh a my 1989, Nu n a n 
1992, Dör nye i  2003).

3. Questionnaire design

The questionnaire design, apart from some differences in the order 
of item organization that different researchers introduce, consists of at 
least three broad sections: introduction, main body and closing part. The 
introduction is the source of basic information about the questionnaire 
for the respondent. It consists of several elements:

The opening greeting or general instruction should address such 
issues as (cf. Gr u szc z y ń sk i  2001, Dör nye i  2003):
1.    The purpose of the study (the reasons for which it is so important).
2. Assuring confidentiality. Anonymous questionnaires invite more sincere 

statements, especially when they concern sensitive issues, such as 
evaluation of a FL teacher. However, if anonymity may not be preserved 
for the purposes of, for instance, longitudinal study, it is worthwhile 
to confirm the confidentiality of the contents and names by enclosing 
a notice, such as:
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The contents of this form are absolutely confidential. Information 
identifying the respondent will not be disclosed under any circumstances 
(Dör nye i  2003: 23).

3. Reasons for which the particular group of respondents was chosen for 
the study.

4. Instruction how to deal with the questionnaire items if the researcher 
does not plan to enclose separate instructions to every single 
questionnaire item.

5. Appeal for serious and sincere answers.
6. Assuring respondents that there is no one correct answer (all honest 

answers are correct).
7. The way the questionnaire should be returned if it is not self-

administered.
8. Expressing appreciation, e.g. saying ‘Thank you’ for the participation.

Finally, the title of the questionnaire should identify the area of 
investigation and activate the respondents’ schemata, i.e. the existing 
knowledge about the topic. The title is usually highlighted with the aid of 
various font styles and sizes and separated by spaces.

The main body contains a variety of closed and open questionnaire 
items and specific instructions, which explain and illustrate how to use 
the different scales and criteria when dealing with the content questions. 
According to Gr u szc z y ń s k i  (2001), the main body should include the 
personal information section. D ör nye i  (2003), however, recommends 
to attach it after the main body of items, for reasons such as seeking 
information on sensitive topics, which are reluctantly approached by the 
majority of respondents, may inhibit answers to the remaining items. 
Whatever the decision, the items enquiring about the personal background 
must be planned with the utmost caution.

The closing part may contain a request to the respondent to check 
whether all the fields have been completed. Some questionnaires close 
with additional space for further remarks concerning the questionnaire. 
It must not escape notice that the questionnaire design is not fixed but 
depends on the author to a large degree. For instance, D ör nye i  (2003), 
unlike Gr u s z c z y ń s k i  (2001), suggests that it is the last part of the 
questionnaire that should include additional information, such as contact 
details, instructions on how to return the questionnaire, an invitation to 
participate in similar surveys, and/or, what is considered a kind gesture — 
a promise to send the summary of the obtained results to the respondent 
if they are interested in the outcomes of the study. Gr u szc z y ń sk i  (2001), 
on the other hand, advises to place the contact details at the top left corner 
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of the sheet. A clearly indicated institution or person responsible for 
conducting the study gives the survey credibility. Last but not least, the 
final Thank You for the co-operation should not be overlooked.

4. Questionnaire construction

It is probably common among inexperienced researchers to have a rough 
idea of the questionnaire design, but still be uncertain of how to commence 
its construction. The procedure of questionnaire production takes four basic 
steps outlined below. Let us take a closer look at them.

Step 1. Content specification

The very first element which must be regarded when constructing 
a questionnaire is its content. The procedure adopted by the researcher 
must consist of specifying the primary focus/problem and selecting the 
areas of the problem which the questionnaire is supposed to measure. For 
example, if the general research focus is on the successful FL teacher, what 
still needs to be identified is what critical areas of the research problem will 
be addressed by the questionnaire, e.g. the teacher’s personality, teaching 
style, knowledge, attitudes to learners, etc. Initially, one may create an 
item pool, which is simply a collection of the researcher’s own ideas as 
well as ideas retrieved from one’s observation notes, group brainstorming, 
discussions, interviews, etc., and items which have often/always been used 
in the similar questionnaires so far.

Step 2. Production of questionnaire items

Once the content is clarified, we may move on to designing the 
questionnaire items. The questions employed to elicit the data may be of 
varied types; however the broadest typology distinguishes between open-
ended questions and closed-ended questions (Nu n a n 1992: 143), also known 
as open and closed, which differ in the degree of control the researcher 
decides to maintain over the results. Open questions invite respondents 
to produce longer answers of their own, whereas closed questions ask 
for specific information, such as age, or provide a respondent with ready 
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options to choose from. There are various types of both open and closed 
questions (which are discussed below in this section). Questionnaires 
can be constructed with the aid of entirely open or closed questions or 
a combination of both. Closed questions are subject to quantitative analysis, 
i.e. they may be statistically calculated. Open-ended questionnaire 
items provide qualitative data, which are subject to the researcher’s 
individual and subjective interpretation. It must not escape notice here, 
that the requests for lengthy answers may have a counterproductive 
effect. Demands for long and detailed answers discourage the majority 
of respondents from providing comments and even from completing 
the questionnaire at all. Therefore, if the researcher is interested in 
retrieving personal insights, other, ‘supporting’ research method(s) 
need to be employed apart from a questionnaire. Yet, the questionnaire 
should be constructed with thought and care so that its completion is 
not a monotonous task but engages the informants’ interest as much as 
possible. Let us now consider the different varieties of open-ended and 
closed-ended questions that are of particular use when producing the 
questionnaire:

A. Open questions

Open questions do not provide the respondent with a series of options 
ready to choose from but invite individual statements. An open-ended 
question may be easily recognised by the blank spaces, usually marked 
with regular or dotted lines which are to be filled in with the informants’ 
ideas. Yet, keeping in mind the fact that the completion of the questionnaire 
should be minimally time consuming and because of the risk of obtaining 
unreliable and hard to interpret data, professional questionnaires 
rarely include truly open questions at all. Or, if they are included in 
the questionnaire, there are no more than a few. It may be thoughtful 
to conclude the questionnaire with open-ended questions rather than 
commencing it with them. If the respondents are short of time or unwilling 
to provide their own insights, the unanswered open questions will not 
impact the previous quantitative items. What is more, some respondents 
may put more effort to completing open questions knowing that it is the 
last task in the questionnaire. D ör nye i  (2003) also suggests making use 
of guided open questions, such as:

Specific open questions  • elicit short and concrete data, e.g. foreign 
languages learnt so far, range of subjects within a language course, etc.
Clarification questions •  are employed whenever there is a need for 
explanation or specification of the previous answer. Such questions ask 
why the respondent chose the particular option.
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Sentence completion items  • refer to the incomplete sentences where 
only the beginning of the sentence is supplied and the remaining part is 
left to be finished by the respondent.
Short-answer questions •  ask for responses not longer than a paragraph 
and not shorter than a phrase. The focus is still not general but reduced 
to certain aspects. Short answer questions are usually exploited when 
designing an evaluative questionnaire regarding a course, course book, 
teacher or particular lessons. For instance, short-answer questions may 
ask about activities the learners found particularly motivating in the 
course book, or activities which were the least absorbing, how they would 
change the book design to make it more attractive, etc.

B. Closed questions

In contrast to open questions, closed questions do not invite free 
writing on the part of the respondent. Closed questionnaire items contain 
a set of answer options either to tick, cross or circle. A slight exception 
may be seen in the ‘other’ option which is often included in case the 
subjects have other ideas than those devised by the researcher. However, 
such options do not require writing longer than a single phrase. As in the 
case of open questions, closed questions may take various shapes, such 
as:

Rating scales •  are answer options arranged in a scale according to 
their intensity. For example, if the question asks about the degree of 
importance of the particular concept, the rating scale may range from: 
very important — quite important — rather important — not very important 
— unimportant.
In a similar vein, if the question regards frequency of performing some 
activity, the scale will range from always to never (or from never to 
always), etc. The most widely known and applied scale is the Likert 
scale, named so after its inventor. The Likert scale is a multi-item scale in 
which the subjects indicate how strong their beliefs about the presented 
series of statements are. The original version contains five answer options 
as follows: strongly agree — agree — not sure/neither agree nor disagree — 
disagree — strongly disagree.
This basic pattern of answer options may be either expanded to six or 
seven options scale, contracted to three options (e.g. agree — unsure — 
disagree) or altered (e.g. in some scales the middle ‘unsure’ response 
is eliminated and in surveys for children the answer options may 
be replaced with smiley signs) depending on the research needs. For 
statistical analysis, the answer options may be coded with numbers 
1—5, e.g. 1 for strongly disagree and 5 for strongly agree. Then, the 
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scores concerning the same content area may be calculated and 
averaged.
Semantic differential scales  • are a variation of the standard rating 
scales. Here, the researcher provides only two opposite directions and the 
respondents are asked to mark their feelings between the two extremes, 
just like in the example:
Important /......../......../...X.../......../......../ Unimportant.
Numerical rating scales •  ask for evaluation of the concept in a chosen 
numerical scale, e.g. in a scale from 1 to 10.
Yes/No, True/False items •  evaluate ideas according to the bipolar scale. 
The ideas to be assessed should not be debatable as they are to be judged 
only with the two extreme options. However, because of the fact that the 
respondents may feel uncomfortable with the absence of intermediate 
options, some surveys also contain the I don’t know or I’m not sure 
option.
Multiple-choice questions  • are questionnaire items with a set of ready 
ideas to choose from, often marked with letters of the alphabet. The ideas 
should be clearly ordered either according to their popularity or in an 
alphabetical order. Multiple-choice questions may ask to mark one or 
a few responses depending on the question type. Since it is sometimes 
impossible to predict all the ideas to be developed by respondents, it is 
common practice to include a free entry, such as the Other category or at 
least leave room for some doubt in the form of I don’t know/Not applicable/
No response category.
Rank order items •  are one of the most challenging questionnaire items 
not only for the researcher because of the difficulty of interpretation but 
also for the respondent for the fact that each category has to be ‘weighed’ 
against the other(s). Therefore, it is not recommended to design more 
than five options to be numbered from the least to the most important/
necessary/useful, etc.
Numeric items •  are short-answer questions about the number (as the 
name suggests) of something or instances of the occurrence of something, 
e.g. age, English learning history in years, number of visits to the English 
speaking countries, etc. They are regarded as closed-ended items since 
theoretically the researcher might include the scale with all the necessary 
numbers, however this would be highly impractical in terms of the pen-
and-pencil sheets in question.
Checklists  • provide the subjects with a list of items to tick. Checklists may 
be in regards to teacher characteristics, learning styles and strategies, 
memorisation techniques, and the like. The conclusions are drawn upon 
summing the scores for each item and comparing the most frequently 
marked options with the least popular ideas.

3 Action…
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The wording of questionnaire items is very important as has been 
shown that the use of different vocabulary can elicit various responses 
by the same subjects (Opp e n he i m 2004). Therefore, it is not sufficient to 
measure one area of the research problem with one question only because 
it will not be reliable. In other words, more than one questionnaire item 
is necessary to address the same content area. Thus, a questionnaire 
should consist of multi-item scales, also referred to as summative scales, 
i.e. a set of differently worded questions which focus on the same target. 
D ör nye i  (2003: 34) claims that one should include not less than 3—4 
items per each sub-area of investigation so that it is possible to collate 
the answers for similar questions and obtain the average of scores. This 
largely limits the problem of inconsistency of responses stemming from 
the individual interpretation of questions. It is obvious that in the case of 
straightforward questions concerning age, gender, education, etc., where 
one questionnaire item serves its purpose, using multi-item scales is 
pointless. In order to assure the quality of the questionnaire items, the 
internal consistency reliability is measured. The internal consistency of 
the scales indicates that the items building the various multi-item scales 
within the questionnaire are homogeneous, i.e. they belong together. In 
order to ensure the internal consistency reliability, the Cronbach Alpha 
coefficient is obtained with the aid of modern statistical computer programs, 
such as SPPS. The Cronbach Alpha coefficient is a figure ranging from 0 to 
+1 and for short questionnaire scales made up of 3—4 items, the coefficient 
should not drop below .60 (cf. S e l ige r  and Shoh a my  1989, Dörnyei 
2003).

Useful tips

Here are some tips how to write good questionnaire items:

1. Design questionnaire items which will engage the respondents’ interest 
in the research problem.

2. Create short and simple questions. Avoid metaphors, colloquialisms, 
double-barrelled/compound questions (i.e. addressing more than one 
issue/person in a question while expecting one answer, e.g. Do you read 
books and like reading? Do your parents work?), negative question types (e.g. 
prefixes -un, -ir, -im, etc.) ambiguous and complex statements, etc.

3. Structure the items in a logical order.
4. Use natural language (as opposed to the literary one) so that the 

items sound as if they had been said by someone in order to make the 
questionnaire meaningful and interesting. Refer the questions to the 
subjects’ opinions, beliefs and feelings.
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5. Avoid loaded/transparent phrases and sentences which give the 
respondent a clear idea of the researcher’s expected and desired answer, 
e.g. Don’t you think that the government should spend more money on the 
National Health Service?

6. Do not form questions which assume possessing knowledge of certain 
facts/issues/affairs, etc.

7. Measure one content area with more than one item (3—4 items are 
preferable).

8. In order to reduce the incidence of respondents’ reacting with 
reluctance and dishonesty when seeking confidential data, try to 
reduce the number of these items to minimum and apply techniques 
which allow to:

present the tendency as common ( • It is a common practice to…),
assume things instead of asking whether they actually take place  •
(How often do you decide to skip the pronunciation section in the course 
book?),
draw upon scientific findings and other researchers’ opinions ( • Do you 
agree with the opinion of some scientists that…),
formulate questions so that they seem to contain excuses for particular  •
behaviour (e.g. In the time of the economic crisis, can you afford buying the 
new version of the English book required for the course?).

9. Remember to give justification for the personal questions and provide 
reassurance of confidentiality of the questionnaire. Do not include 
questions about private issues which are irrelevant to your study. You 
may arrange the questions seeking confidential information at the end 
of the questionnaire.

10. Ensure attractive questionnaire design.
  11. There are a number of computer programs to use for statistical 

calculation of the collected data. The on-line databases, such as the 
Research Software Central database and the database of the Association 
for Survey Computing for description provide listings of such programs 
(Dör nye i  2003: 62).

Step 3. Organization of questionnaire items

Having decided upon the content and designed the questionnaire items, 
the researcher now has to arrange all the items in a way that produces 
the impression of a well-structured survey sheet with the different sections 
and subsections for different clusters of question types clearly separated 
and embedded with instructions. The first one or two questions should 
be formulated in a way which attracts the subjects’ interest in the area of 

3*
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study. Sequencing of the questionnaire items becomes a dilemma for the 
researcher. To give an example, O pp e n he i m (2004: 132) recommends to 
arrange open questions before the structured ones as a more secure way 
of not suggesting answers to the respondents. Quite contrary, D ör nye i 
(2003: 133) claims that leaving the open-ended questions toward the end 
of the questionnaire is less intrusive. The eventual decision depends 
on the researcher. The sequence, however, must be logical and well 
structured. Thus, drilling the respondents with non-applicable questions, 
such as enquiring about the frequency of contacts with native speakers 
of English after the respondent has already stated that he/she has no 
such contacts whatsoever, misses the point. It is important to bear in 
mind that the layout is an essential element contributing to the success 
or failure of the survey. As well as being short in terms of the content, the 
questionnaires must also be concise in appearance. Thus, they can take 
the form of smaller booklets instead of full sized separate pages. The study 
by B eeb e et al. (2007) showed that a small questionnaire booklet in A5 
format on white paper produces higher return rates than similarly sized 
booklet in blue colour or larger booklet sizes. The font styles and sizes 
are used to distinguish between the different parts of the questionnaire. 
So is marking the different sections and subsections of the questionnaire 
with Roman numerals, Arab figures and letters of the alphabet. To obtain 
more space for the questionnaire items one may decide to reduce the 
margins and print the answer options horizontally next to the questions. 
It is not advisable to eliminate the spaces between the instructions and 
questions as it produces the impression of a careless and chaotic layout 
and may work to discourage the respondent. It is rather suggested that the 
instructions and questionnaire items need to be clearly separated, not only 
by spaces but also by different font styles and sizes. The quality of the 
paper increases the attractiveness of the questionnaire, which, coupled 
with the careful design, should hopefully contribute to the compilation of 
reliable data.

Step 4. Piloting

Every aspect of the questionnaire, beginning with the choice of sample 
to texture of paper needs to be pre-tested before it is applied (Oppe n he i m 
2004). Testing, or in other words, piloting the questionnaire should be 
performed on a sample (i.e. a small group of people chosen to represent 
the population, i.e. the larger group to which they belong) which is similar 
to the target sample. The questionnaire pre-testing helps the researcher to 
decide:
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whether the investigated problem actually concerns the sample, •
which statements are ambiguous, unclear or too difficult to answer, •
which questionnaire items do not measure what they are supposed to  •
measure,
which questions are too difficult for further analysis, •
what items have been missed, •
which questions are left unanswered by the majority of the res-  •
pondents and what implications may be drawn for the questionnaire 
construction,
the actual time needed for questionnaire administration and comple-  •
tion,
the costs of the survey, and •
any other unforeseen problems concerned with the questionnaire  •
instructions, implementation, sample, data, etc.

Piloting of the first draft of the questionnaire may be initially conducted 
on a few (3 or 4) people who are willing to help the researcher (they may 
be friends, family members, colleagues). They might be a valuable source 
of feedback on the questionnaire concerning its clarity, user-friendliness, 
suggestions for improvement and other comments. The proper piloting 
should be carried out on a larger group, which is in every aspect similar 
to the target sample. The outcomes of the pilot testing should be presented 
in the form of a report containing information about modifications of the 
questionnaire items and their final form. According to O ppe n he i m (2004: 
80), doing research without pre-testing the research tool is a waste of time 
and effort for asking unclear questions which in turn elicit unreliable 
and difficult to interpret results. Rarely does it happen that the research 
instrument reaches perfection in every aspect. Nevertheless, carefully 
planned piloting helps to approach such an ideal.

5. Questionnaire administration

The sample on which the questionnaire is carried out must in every 
aspect resemble the target population (e.g. in terms of age, gender, social 
and educational background, and other demographics). There are several 
techniques of sample selection, which may be random, i.e. the researcher may 
choose representatives of the population on a random basis. The researcher 
may decide to classify the population according to certain criteria, e.g. 
according to gender, social status, etc. and arrange the proportions of the 
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sample so that they correspond to the proportions in the population, which 
is known as quota sampling. The researcher may also choose a number of 
representatives of the population and ask them to identify more members 
of the group, which is referred to as snowball sampling. However, the easiest 
technique of sample selection is dictated by convenience, which means the 
researcher chooses the particular sample because of its accessibility, e.g. in 
the place of work or study (cf. D ör nye i  2003: 70—73). Furthermore, the 
researcher may also ask people to volunteer in the survey.

Another question concerns the sample size. It is difficult to answer 
it unequivocally because it depends on how large the population is and 
how the researcher is going to carry out data analysis. As claimed by 
O pp e n he i m (2004) it is not the size of the sample that matters but its 
accuracy in terms of similarity to the target population. It may be quite 
roughly accepted that the minimum requirement is 30 (according to H atc h 
and L a za r aton 1991, quoted in D ör nye i  2003: 74) although to calculate 
the statistical significance the required minimum increases the number to 
100 subjects or more.

The next issue is that of the questionnaire delivery, whether by 
traditional mail, Internet websites or self-administration. It is important to 
build a positive rapport with the respondents by presenting the aims of the 
study and their importance as well as promising to provide feedback on the 
results. Therefore, if the researcher has the opportunity to administer the 
questionnaire in person, it is important that he/she uses such opportunity 
to increase the positive motivation for questionnaire completion. If the 
questionnaire is to be delivered via traditional mail, the researcher has to 
think how to arrange sending it back (e.g. attach the addressed envelope 
with pre-paid postage fee and inform of the return deadline). As has 
already been mentioned one of the major drawbacks of questionnaires 
is their low return rate, which in consequence places the researcher in 
danger of gathering the sample data which are not representative of the 
target population. Here again, there are certain strategies to resort to. 
For instance, the envelope should be personally addressed so that it is not 
mistaken with junk mail. Sometimes little tokens of appreciation or the 
possibility to win a prize increase the return rate. Also in case of lack of 
the response for two weeks after the questionnaire delivery, the reminder 
mailing may be sent (Opp e he i m 1992, Dör nye i  2003).
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6. Questionnaire data and presentation

Last but not least, the researcher arrives at the point where the 
gathered data have to be processed. The sets of numerical data are 
described statistically. To describe the sample the researcher can make use 
of descriptive statistics and calculate the mean (i.e. the average set of 
scores), the range (i.e. the difference between the highest and the lowest 
values) and the standard deviation (i.e. the index of average dispersion 
of a set of scores from the mean). To draw more general conclusions on 
the basis of the results obtained from the sample, the researcher may 
employ inferential statistics to measure the statistical significance of 
the results. In other words, statistically significant results make it possible 
to draw more generalized inferences about the particular phenomenon 
observed on the sample. Results which are statistically non-significant may 
only be used to describe the particular sample and are ignored in research 
studies which attempt at revealing true tendencies. A more detailed 
overview of descriptive and inferential calculating procedures is provided, 
among others, by Nu n a n (1992), Br ow n (2001) and O pp e n he i m (2004). 
The degree of sophistication of calculating procedures depends on the 
researcher and the type the research objectives. The statistical calculation 
of the research conducted by a teacher for his/her school will be different 
than more scientific research about the larger population. It is, however, 
essential that the researcher is able to convince the readers that the 
methodology used to produce the results was appropriate. Describing 
qualitative data may be problematic not only in terms of large proportions 
but also in terms of interpretation, which remains highly subjective. On 
the other hand, responses to open questions may supply the researcher 
with illustrative comments, provide insightful information and point to the 
concepts which were not considered by the researcher. In order to reduce 
qualitative data to a manageable proportion, one may arrange comments 
according to the categories they belong to. For example, the researcher may 
group together comments referring to vocabulary learning strategies and 
collate them. This will allow to present the qualitative data in a reasonable 
format, e.g. in a table.

In the description of the FL/L2 research findings, it is important to 
keep certain order in data presentation and describe not only the outcomes 
of the study but also the study background. Thus the presentation of the 
background information about the study should commence with sample 
characteristics, such as age, gender, social background, language 
development history and any other details relevant to the study (e.g. 
number of language classes, occupation or type of studies). The sample 
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selection procedures should be described in the second place and if 
the sample were composed of groups, in what ways they were similar 
or different. Thirdly, the rationale for the choice of the content areas to 
be covered in the questionnaire as well as justification for not including 
other potentially important issues should be discussed. The description 
of the research instrument should cover the main sections and number 
of items addressing them. It is important to account for the choice of 
item types and their scoring. Since the research outcomes may be given 
credibility provided that the research instrument is reliable and valid, the 
research description should cover the piloting stage and any available data 
concerning its validity and reliability as well as any decisions concerning 
the attractiveness of the survey. The information about the questionnaire 
administration is also relevant as it belongs to the factors influencing 
the results. Thus, the researcher should inform readers about the person 
administering the questionnaire, how the questionnaire was administered, 
completion time and return rate. Next, the description of the variables 
and how they were handled should be presented. Since questionnaires are 
rarely if ever a perfect tool for investigation, the next step must involve 
recognizing any foreseen and unforeseen factors which may have lead to 
the distortion of survey results.

Table 1. Development and revisions of questionnaire items (after Sp a d a et al. 2009: 73)

Item* First version Second version Final version

3 ISO I find it easier to on the 
grammar point if the in-
structor teaches it on its 
own

I find it easier to concen-
trate on the grammar 
point if the instructor 
teaches it on its own

I find it easier to learn 
grammar when the in-
structor teaches it by it-
self

14 INT I find it helpful when 
the instructor teaches a 
grammar point found in 
that text

I find it helpful when 
the instructor teaches a 
grammar point while we 
read the text

I find it helpful when 
the instructor teaches a 
grammar while we read 
a text

16 INT I can pay attention to a 
grammar point being 
taught while I am also 
thinking

I can pay attention to 
grammar while reading 
or listening to a passage

I can learn grammar 
while reading or listening 
to a passage

20 ISO I find it helpful if the in-
structor teaches a gram-
mar point on its own 
before or after reading a 
text

I find it helpful if the in-
structor teaches a gram-
mar point before reading 
a text

I find it helpful to learn a 
grammar point before I 
read it in a text

* Item number in the final version of the questionnaire (Appendix 1). ISO = isolated, INT = integrated.

The analysed data may be presented in the form of various graphical 
representations. Bar charts and line charts are useful to display 
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comparisons and changes over time. Pie charts are extremely handy 
when showing proportions and percentages. A description of complex 
relationships may be contained in schematic representations and 
statistical analyses and information summarizing the data about the 
respondents may be presented in the form of tables. Table 1 illustrates an 
example of the development and revisions of questionnaire items.

It is essential that the data are presented in a reader-friendly format. 
Therefore, visualisations of the results in tables and figures are very 
practical.

7. Interviews

As already mentioned above, interviews to some extent constitute an 
oral equivalent of written questionnaires. The main difference resides 
in the fact that they are one-to-one encounters of interviewer and 
interviewee, as contrasted with indirect written communications in the 
case of questionnaire forms. Also the contexts of use in second language 
acquisition and teacher research is similar to those of questionnaires 
(as discussed earlier in this chapter). Interviews are additionally used to 
observe the language development of an individual learner and constitute 
the main tool in examining oral fluency of FL speakers (Ing r a m 1984). 
Interviews can also serve as an instrument for determining learner 
awareness of various aspects of a learning process, motivations and 
attitudes, cross-cultural competence, etc. Interviews tend to be one of 
the most commonly used tools in teacher research focusing on teacher 
development, his/her reflectivity and the various affective factors involved 
in teacher identity perceptions (e.g. system of beliefs). An interview 
is also an important tool used as a supplementary to a questionnaire 
source of data (Stew a r t  and Ca sh 2003), which allows the interviewer to 
extend his/her questions and receive additional information in the areas 
of enquiry.

An interview allows the interviewer greater flexibility in asking 
questions. Irrespective of the objectives and length of the interviews, they 
may differ in their degree of structure (Se l ige r  and Shoh a my  2001) 
(Table 2).
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Table 2. Different types of interviews (according to their structure)

Type of 
an interview Description

Open — the main objective(s) of the interview established in advance
— no questions are constructed before hand, only a general focus of the in-

vestigation
— allows flexibility of questions and answers, questions derive from the 

answers received in the course of the interview
— allows the investigation of the topic in greater depth
— used mostly in qualitative and descriptive data collection
— very difficult for inexperienced interviewers

Semi-open — the detailed objectives are defined
— the main questions are constructed in advance but there is flexibility to 

deviate from them to receive additional and more in-depth data
— used both in quantitative and qualitative research
— safe form for less experienced interviewers

Structured — very carefully planned and precise
— all the objective(s) rigidly established
— all the questions constructed in advance
— allows the collection of hard facts
— reliable and replicable because of its rigidity of design
— used to collect personal data, facts about the interviewees, describing an 

event, context, participants

Irrespective of the rigidity of the form of an interview, its structure 
should follow the same stages:
a. The opening, which serves the functions of establishing the relationship 

and interaction pattern between the interviewer and interviewee, in 
other words, building rapport. It has a motivational function as well as 
confidence-building in both parties involved in the interview; as such it 
is one of the most significant factors in achieving interview success. It 
also serves the purpose of informing the interviewee about the purpose 
of the interview.

b. The body of the interview, which is the set of topics either translated 
into detailed questions (as is the case in structured interviews) or just 
serving as guidelines for the researcher in the course of the interview. 
Different types of questions can be employed (as described earlier in 
the comments on questionnaires and types and ways of constructing 
questions).

c. The closing, which serves the function of terminating the interview, 
summarizing it, and which is also extremely important in allowing 
the interviewer to express their appreciation of the effort taken by the 
interviewee (Stew a r t  and Ca sh 2003).
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One important aspect of conducting interviews to be mentioned here is 
the method of recording data collected, as it is different from questionnaire 
administration. It can take several forms: note-taking, tape-recording or 
video-filming. Each of these techniques has merits. However they equally 
well have drawbacks which need to be considered when assessing the 
individual situation of each interview. The choice of method will depend 
on the topic focus and degree of depth of data necessary, the characteristics 
of the parties involved in the interview and also on the availability of the 
well-functioning equipment.

As with the case of questionnaires, each interview should be piloted 
with a selected sample, similar in character to the target subject group. The 
purposes of piloting (pre-testing) are:
a) to observe if the questions to be asked are understood well,
b) to determine if there is a need to expand on certain questions,
c) to observe the reactions of the respondents,
d) to see if the instructions given are clear,
e) to decide on the easiness of analysis of the data collected (Stew a r t  and 

Ca sh 2003).

The final post-interview stage requires establishing an appropriate 
coding system and a form for presenting data (possibly both in a narrative 
and in a tabulated form) from the interview before the final analysis is 
performed. In the words of Stew a r t  and Ca sh (2003: 160), it is advisable 
to:

— Be selective. Ask “What findings are likely to be most useful?” and 
“What will I do with this information once I get it?”. If you have no 
idea, do not ask for it.

— Capitalize on the potential data. Subject data to comparative 
breakdowns to discover differences between the subgroups.

— What is an important piece of information hidden within raw data and 
simple tabulations?

— Look for what is missing. What you do not find may be as important 
as or more important than what you do find. What information did 
you not obtain? What information is very different from what you 
predicted?

The ways of analysis will be determined by the topic and the type of data. 
Interview data allow us to conduct both qualitative and quantitative 
analysis, as is the case with questionnaire data discussed earlier.



44 Anna D. Biedrzyńska

8. An overview of sample studies

Let us exemplify the process of questionnaire and interview construction 
with selected sample studies. They are particularly relevant to this chapter 
because they are concerned with questionnaire development and validation.

Study 1
The primary aim of this study, described by Spad a et al. (2009), was 

to present the process of constructing and validating a questionnaire for 
use in the FL/L2 research. The research focus was on the second language 
learners’ preferences for either isolated (provided separately from the 
communicative activity) or integrated (provided during an ongoing 
communicative activity when the primary attention is on the meaning) 
form-focused instruction (FFI).

The development of the questionnaire commenced with creating an item 
bank, originally containing 44 items, which were grouped according to the 
isolated and integrated dichotomy and according to whether they regarded 
effectiveness, preferences or beliefs. The questionnaire items were subject to 
expert judgements by twelve MA and PhD students for the content validity. 
Their task was to categorize the items as either isolated or integrated. They 
were also given the ‘unsure’ option. The percentage agreement among the 
expert judges regarding the categorization of the items was calculated and 
only those items which were agreed upon by 70% or more were taken into 
account. As a result some of the items were re-worded and, taking into 
consideration the time required for the questionnaire completion, the item 
pool was reduced from 44 to 20 items. Table 1 illustrates the evolution of the 
item wording and the items are presented in Appendix 1.

The proper sample consisted of 314 ESL students from two communica- 
tively oriented programs. They represented various levels of English skills 
with the majority being at the intermediate level of proficiency. The subjects 
were allowed the maximum of 20 minutes for the questionnaire completion 
during their lesson time. The results were entered into the database. In 
order to conduct the reliable analyses of the results, the questionnaires with 
missing data on any one out of the 20 items, were rejected. In consequence, 
the sample size was reduced to the number of 294 subjects.

The statistical procedures were applied to measure the validity of 
the questionnaire items. Cronbach Alpha index was used to evaluate the 
reliability of the integrated and isolated subscales. Three items which 
failed to meet the criteria (no. 5, 11, 13) were not taken into account 
when calculating the results of the questionnaire. In a similar vein, in 
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order to assess construct validity of the remaining seventeen items that 
demonstrated the acceptable levels of reliability, a principal components 
analysis (PCA), which is a statistical technique used to determine if groups 
of items match to form a construct or component, was carried out. As a 
result, the subsequent three items (no. 2, 4, 15) were not included in the 
statistical analysis. In this study the results showed that the participants 
had positive opinions about both integrated and isolated FFI. The final 
outcome of the research was a fourteen-item questionnaire indicated 
by the study to be a valid and reliable instrument measuring learners’ 
preferences for FFI, ready to use in other contexts for research and 
pedagogical purposes.

Study 2
In the study on language dominance and language preferences for 

emotional speech, Dew ae le  (2004) directs his research efforts at the self-
perceived speech behaviour of multilinguals. In order to collect the self-
reported data from as large sample as possible, a web questionnaire was 
used. The questionnaire was designed to provide two types of information: 
quantitative and qualitative. The former type of data were obtained from 
the Likert-scale type questions, and the latter — from the open items. 
The objective of the questionnaire study was to investigate which of the 
four language skills (i.e. reading, comprehending, speaking, writing) are 
affected by the dominant language and how the self-perceived L1 attrition 
influences emotional speech.

The sample consisted of 1039 polyglot respondents of different 
nationalities and different mother tongues. The respondents spoke a total 
of 75 different languages and the majority of them were well educated. The 
questionnaire elicited background information about the subjects’ age, sex, 
education and occupation, ethnic group, spoken languages, their order of 
acquisition and level of proficiency as well as their frequency of use and 
typical interlocutors. The closed-ended questionnaire items measured 
attitudes to different languages and self-perceived language behaviour. 
They were formulated according to the following patterns:

On the scale from 1 (least proficient) to 5 (fully fluent) how do you rate yourself 
in speaking, understanding, reading, writing?

Here are some subjective statements about the languages you know. Please 
mark to what extent they correspond to your own perceptions (Dew ae le  2004: 
89).

The open-ended items referred to the emotional load attached to 
certain expressions (like I love you), behaviour (such as expression of 
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emotions in letters and to different interlocutors) and non-emotional 
speech, such as:

If you are angry, what language do you typically use to express your anger?

The Cronbach Alpha coefficient was employed to measure the internal 
consistency of the multi-item scales. Inter- and intra-group differences were 
also calculated statistically. The results showed that language dominance 
had a major influence on the various language skills. Figure 1 illustrates 
the L1 self-rated proficiency scores. Those respondents who felt dominant 
in other language (Lx) rather than their mother tongue reported the 
significantly lower levels of proficiency skills than respondents dominant 
in L1 or L1 + Lx. The results also show that the Lx dominance has a major 
influence on the L1 writing skills, followed by reading, speaking and 
finally understanding. As far as the expression of feelings is concerned, 
the L1 dominant speakers used their L1 significantly more than the two 
remaining groups. The study also indicated that language dominance 
affects the choice of language for inner speech and mental calculation. 
An interesting outcome of the study is that the attrited L1 seems to 
retain the emotional connotations associated with the swear words 
and perception of colourfulness, richness or poetic character of the L1. 
A possible explanation may be that the neural connections established 
in childhood are linked to the systems for emotional arousal. The study 
demonstrates that the collection of data from a large group of informants 
can provide novel information on the self-perceived L1 proficiency 
(Dew ae le  2004).
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9. Discussion and tasks

Summing up, a questionnaire and an interview are instruments to 
collect information about things or people as they are. That means that 
the researcher is interested in eliciting data on the state of things without 
manipulating the research environment as is in the case of experimental 
research methods. Since it is often impossible to administer a questionnaire 
(or an interview) to the entire population, the researcher has to resort to 
sampling (Nu n a n 1992: 141). It is vital that the researcher determines the 
data analysis procedures before the questionnaire (interview) administration. 
One of the biggest mistakes is to collect the data which are too difficult to 
analyse. Both a questionnaire and an interview need to be pre-tested before 
they are applied. Finally, the gathered results are subject to interpretation 
and analysis, which can be done with the aid of statistics packages. For 
further discussion, please consider the following questions and tasks:

Q. 1. What are the advantages and disadvantages of using questionnaires 
as a research instrument?

Q. 2. What are the merits and drawbacks of using interviews as a tool of 
data collection?

Q. 3. Compare usefulness of questionnaires and interviews in classroom-
based research.

Q. 4. What is Cronbach Alpha coefficient?

Task 1. Are the following random questionnaire items appropriate? 
Explain.
1. Does your family speak English as a foreign language?  □ Yes   □ No  

□ Unsure
2. Do you work? If yes, what is your monthly income?
3. Do you teach pronunciation because you consider it to be essential for 

communicative goals?   □   Yes   □   No   □   Unsure
Comment .........................................................................................................

4. Is your perception of native English speakers positive or negative?  
□   Yes    □   No   □   Unsure
Comment ……………………………………………………………………….....................

Task 2. The questionnaire in Appendix 1 was used in the Study 1 described 
in Section 6 of this chapter. Would you include any changes in its design? 
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If yes, what would you change and why? Could you adapt it for your own 
research?

Task 3. You were asked by your school authorities to design an interview on 
the students’ motivation to learn foreign languages. Create an item pool.

Task 4. Identify one content area of the questionnaire in Section 6 and 
design three to four items measuring it.

Additional reading

Gi l l h a m B., 2008: Developing a Questionnaire. London: Continuum. The 
book addresses the questions of how to use questionnaires in relation to 
other forms of research, how to analyse data and how to present results.

Foddy W., 1993: Constructing Questions for Interviews and Questionnaires: 
Theory and Practice in Social Research. Cambridge: Cambridge University 
Press. The book offers a pragmatic perspective on constructing valid and 
reliable questions for interviews and questionnaires. The book will be 
useful for students and academic researchers.

Munn P. and D r e ve r  E., 1999: Using Questionnaires in Small-scale 
Research: A Beginner’s Guide. Edinburgh: Scottish Council for Research in 
Education. Beginning researchers will find this book a valuable source of 
the fundamentals of using questionnaires in small-scale investigations.

Sa r i s  W.E. and Ga l l hofer I.N., 2007: Design, Evaluation, and Analysis of 
Questionnaires for Survey Research. New Jersey: John Wiley & Sons, Inc. This 
book is a description of questionnaire design, factors affecting the research 
outcome and most importantly, it presents an instrument for measuring 
the quality of questions at the outset.

Pete r son R.A., 2000: Constructing Effective Questionnaires. California: 
Sage Publications, Inc. The author of this publication attaches the primary 
significance to testing and evaluating questionnaire items to identify 
whether and why they work. It is intended for researchers who commission, 
conduct, and evaluate research based on questionnaire surveys.

Swetnam, D., 2000: Writing Your Dissertation: The Bestselling Guide to 
Planning, Preparing and Presenting First-Class Work. Oxford: How to Books 
Ltd. The book is a comprehensive manual for students on how to plan and 
write their dissertation. It also contains a section devoted to preparing 
questionnaires.
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C r e s we l l  J.W., 2003: Research Design: Qualitative, Quantitative, and 
Mixed Methods Approaches. Oaks: Sage Publications. The book contains 
comparison of three research methods — qualitative, quantitative, and 
mixed. Written in a straightforward manner, guides the reader from the 
simple to the complex ideas.

Stew a r t  C. and C a sh W., 2003: Interviewing. Principles and Practices. 
Boston: McGraw-Hill. The authors offer the most comprehensive overview 
of interviewing as a data collection tool, which is supplemented with 
a selection of sample interviews. The book will also be of value as a rich 
source of practical activities in constructing interviews. It also offers 
information on internet links devoted to this research instrument.
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Appendix 1

1.
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4*

Source: Sp a d a et al. (2009).
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Anna D. Biedrzyńska

Kwestionariusz i wywiad jako narzędzia badawcze nauczyciela

St r e s z c z e n ie

W niniejszym rozdziale scharakteryzowany został kwestionariusz jako narzędzie 
badań początkującego naukowca. Dodatkowo zaprezentowano również informacje 
dotyczące wywiadu. Rozdział podzielić można na kilka głównych części. Pierwszą z nich 
stanowi teoretyczne wprowadzenie do omawianego tematu. Autorka przybliża czytelnikowi 
zalety i wady badań kwestionariuszowych oraz kieruje jego uwagę w stronę czynników 
wpływających niekorzystnie na rzetelność oraz wiarygodność badania. Następnie 
przedstawiono budowę kwestionariusza i opisano jego części składowe, czyli wprowadzenie, 
tytuł, część główną oraz zakończenie. W dalszej części rozdziału opisana została procedura 
tworzenia kwestionariuszy ze szczególnym uwzględnieniem etapu precyzowania zakresu 
tematycznego oraz formułowania, aranżacji i pilotażu pytań kwestionariuszowych 
(dokładnej analizie poddano konstrukcję różnego typu pytań otwartych i zamkniętych). 
Autorka podsumowuje następnie (w formie wskazówek dotyczących głównych zasad 
projektowania) najważniejsze cechy kwestionariusza. Ostatnia część rozdziału zawiera opis 
dwóch przykładowych badań, w których kwestionariusz stanowił narzędzie badawcze, oraz 
pytania kontrolne i tematy do dalszej dyskusji. Wywiad, jako gatunek mający wiele cech 
wspólnych z kwestionariuszem, omówiony został w sposób skrótowy. Końcową ilustracją 
zaprezentowanego tematu jest załączony przez autorkę przykładowy kwestionariusz.

Anna D. Biedrzyńska

Ein Fragebogen und ein Interview als Forschungsinstrumente des Lehrers

Zu s a m me n f a s s u ng

Im vorliegenden Kapitel wird ein Fragebogen als ein Forschungsinstrument 
des angehenden Wissenschaftlers charakterisiert. Das Kapitel, das auch ein paar 
Informationen über ein Interview beinhaltet besteht aus einigen Teilen. Der erste 
von ihnen ist eine theoretische Einführung in das Thema. Die Verfasserin bringt 
uns die Vorzüge und die Nachteile der Fragebogenuntersuchungen näher und zählt 
die Faktoren auf, welche die Redlichkeit und die Glaubwürdigkeit der Untersuchung 
negativ beeinflussen. Ferner beschreibt sie die Bestandteile des Fragebogens, d. i. die 
Einleitung, den Titel, den Hauptteil und den Abschluss. Nächste Teile handeln über 
die einzelnen Stufen der Fragebogenanfertigung mit besonderer Berücksichtigung 
des Themenbereichs, der Formulierung, der Bearbeitung und der Pilottage von 
Fragebogenfragen (es werden verschiedenerlei offene und geschlossene Fragen analysiert). 
Die Verfasserin nennt die wichtigsten charakteristischen Merkmale des Fragebogens. 
Der letzte Teil des Kapitels beinhaltet die Beschreibung von zwei Musteruntersuchungen, 
in denen ein Fragebogen als Forschungsinstrument angewandt wurde als auch Kon- 
trollfragen und Themen zur weiteren Diskussion. Das Interview, das dem Fragebogen nahe 
steht wird von der Verfasserin nur knapp besprochen. Das von ihr berührte Thema wird 
an Hand eines Musterfragebogens veranschaulicht.
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Classrooom observations

1. Introduction

The experience of observing, be it in the classroom or outside the school 
context situation, plays an important role in our lives. Contrary to many 
other experiences, it can be learned and improved with time and practice 
due to our ability to see, select, identify and prioritize among a series of 
recurring and co-occurring events and processes.

Aimed at experiencing and making an immediate reference to people, 
phenomena, as well as conditions and situations in which they (re)ap- 
pear, observation is a multi-faceted tool for learning and teaching. In 
this very context, following M a sz ke (2004), it is the participants of the 
education process and any types of its products, such as students’ skills, 
actions, attitudes, and behaviour as such that constitute the subject of 
observation.

It starts long before we enter the very school room as it includes 
preparation on the part of the observer, comprising the choice of the aim 
and focus of the whole activity, the method of data collection, and co-
operation with others during the time spent in the classroom, as well as 
any post-observation periods following the actual procedure. These, on the 
other hand, consist of the analysis, discussion and interpretation of the 
data and experiences observed, as well as reflection and retrospection on 
database gathered and situations recorded at a particular time. 
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2. Description of the tool

2.1. Characteristics of observation

The main feature of observation is its directness (M a sz k e  2004). It 
allows for experiencing the educational reality in its natural conditions 
and at the time of the events to happen. Secondly, it is purposeful, i.e. 
aimed at collecting information in order to verify the working hypothesis 
or just answer the question(s) for practical and/or pedagogical reasons. 
Being planned, it gives us the information on the time, place and way of 
its implementation, as well as the method of data collection and analysis. 
When precised, it enables us to thoroughly examine the phenomena under 
investigation, notice the less visible ones, and make comparisons between 
their particular traits and/or qualities. Its objectiveness, excluding emotions 
and personal attitudes towards the material being observed from the 
observer, guarantees an undistorted reflection of the reality. And, last but 
not least, its selectivity allows for gathering only the most interesting and/
or important facts. 

2.2. Purposes for observation 

There are many purposes for observation. It can be put to use in case 
of supervision, inspection, a widely-understood teacher training or just 
ongoing teacher development, school-based support, and the improvement 
of teaching and learning in the classroom context. As it is not assessment 
as such that an action research is readily concerned with, the latter three, 
with an emphasis put on the exploration of classroom procedures for 
the benefit of our professional development, will constitute the point of 
reference here.

2.3. The person of the observer/observee

As we read in Wajn r yb  (1992: 1), ‘observation can serve a number 
of people in a number of contexts towards a number of different ends’. 
It can be, and, most often is, done by classroom teachers. Here, the focus 
of observation is the students or some aspects of the classroom context. 
However, it is also possible for teachers to observe themselves by means 
of using an audio tape or setting up a video camera to record the sound 
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and/or the picture of their performance. In case of the so-called reciprocal 
or peer observation, the teachers may observe one another. They not 
only benefit from one another’s perceptions, but also, when co-operating, 
extend the scope of what can be observed and put their ideas into effort. 
When needed, teachers may be observed on a non-reciprocal basis, namely 
they ask someone to observe them with no reciprocal observation. In this 
perspective, it can be for example the school management team watching the 
teacher or teaching behaviour or students investigating the interaction of 
their fellows in the classroom. Trainee teachers, or, in other words, the ones 
in the process of learning to become a teacher, are likely to observe their 
fellow trainees, experienced teachers or teacher trainers. In the first case, 
the aim of observation is simply to get training in the skills of observing, 
notably learn from the observations how to approach a task. When it comes 
to teachers, the observers focus on the actual classroom proceedings in order 
to learn from the cargo of experiences their knowledgeable colleagues have, 
including how to react and behave in certain situations. Teacher trainers, 
on the other hand, are expected to ‘help trainees understand the various 
processes involved in the teaching and learning of a language and the 
complex array of activities that occur in a language classroom’ (Wajn r yb 
1992: 5). Teacher trainers’ observations are, therefore, aimed at trainees 
teaching; including the quality of actions taken by them in the learning 
and teaching process, and, if necessary, followed by a discussion of the 
theoretical issues arising from the area of focus. A similar role is ascribed 
to teacher developers, i.e. coordinators guiding teachers, such as senior staff 
members or head teachers. The guides may observe teachers to help them in 
the selection and implementation of a curriculum. Senior teachers may look 
at the issues connected with professional development while head teachers 
may wish to enter the classroom with the intention of upgrading and 
supporting the skills of the teaching staff at school. In final, trainee trainers 
observe others to refine their understanding of the classroom, specifically 
from the perspective of teacher preparation. They may tackle such issues 
as how to become a teacher, which teaching skills are trainable and which 
educable, and how to get well trained and well educated.

2.4. The context of observation

Following Wajn r yb  (1992: 3), there are three types of observation 
contexts:

in-service and school-based teacher development, •
pre-service teaching, and •
trainer training/development. •
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Table 1. Contexts and purposes of observation (adapted from Wajn r yb 1992: 3)

Context Observer Observee

Purpose of observation

Samples of observationtraining
process

ongoing
develop-

ment

school-
based 

support

teacher peer
teacher

√ Two teachers observe each 
other’s teaching as part of 
a mutual self-development 
venture or project

teacher peer
teacher or
senior 
teacher

√ √ A teacher observes another 
teacher (peer or more ex-
perienced) in response to a 
perceived need to develop 
in a particular area

teacher 
coordinator/ 
developer

teacher √ √ A teacher invites a teacher 
developer to observe his/
her teaching as part of 
schoolbased teacher sup-
port

trainee 
teacher

trainee √ A trainee observes an ex-
perienced teacher as part 
of the classroom experience 
module of the course

trainee 
teacher

trainee 
trainer

√ A trainee observes a trainer 
teaching as a ‘modeling’ ex-
perience

trainee 
teacher

peer 
trainee 
teacher

√ Two trainees observe each 
other within the practical 
teaching component of the 
course 

trainee 
trainer

trainee 
teacher

√ A trainee observes a trainee 
for diagnostic and support 
purposes

trainee 
trainer

trainee √ √ A trainer-in-training ob-
serves teaching as part 
of systematic training in 
identifying and prioritizing 
teaching behaviours

trainee 
trainer

trainee 
trainer

√ √ A trainer-in-training ob-
serves a trainee teacher as 
part of the practical com-
ponent of a trainer training 
course
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The first of them (Table 1) involves young teachers observing their 
colleagues (peer or senior teachers) to self-develop in a certain area 
either out of their own curiosity or in response to a perceived need to 
do it, as well as teacher developers observing other teachers as a part 
of teacher support. Pre-service teaching consists in trainee teachers 
entering the classrooms of experienced teachers and teacher trainers 
to get the classroom (modeling) experience, as well as trainee teachers 
observing each other as a part of the teaching development. Also, teacher 
trainers might observe trainee teachers to diagnose and support them. 
The case of trainer training/development, on the other hand, constitutes 
the situation(s) in which trainee trainers observe teachers to identify, 
organize and deal with teaching behaviours according to their priority, 
and trainee teachers as a part of their development. 

Irrespective of the context, however, the observers are to meet certain 
conditions to make their observations reliable. According to M a s z k e 
(2004: 159), it is important to be able to:

select the data and pay attention only to what is significant, •
store the information in memory and recall the piece that was the subject  •
of interest,
notice the subtle and seemingly insignificant differences and changes in  •
the behaviour of others,
be objective towards both positive and negative phenomena to be  •
observed,
control one’s own emotions, and •
simultaneously observe and record or write down the material under  •
examination.

2.5. The nature of observation tasks

The above-mentioned principles are to be followed when on an 
observation task. A classroom observation task, as Wajn r yb (1992: 7) has 
it, is ‘a focused activity to work on while observing a lesson in progress’. It 
concentrates on one or more aspects of teaching and/or learning, whereas 
the role of the observer is to collect information from the actual situation. 
It may be the language the teacher/learner uses, the interaction patterns 
that emerge in a given context as well as any other verbal and non-verbal 
behaviours. What is more, there might be one or more observers of a lesson; 
they may watch the same lesson for different reasons or different lessons for 
the same reason, and, depending on the very situation, share or comment 
on their experiences.
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According to Wajn r yb (1992: 8ff), the tasks enable the observers to:
discover the classroom from a perspective other than that of the person  •
actually teaching,
observe in a way that provides both focus and clarity, •
collect classroom-based data and information about teaching, •
learn a meta-language: a language to talk about classrooms and various  •
processes related to teaching and learning,
be aware of classroom realities and a reservoir of information and  •
experience that will serve them in discussing and reflecting on the 
classroom,
understand teaching and learning and make their decision-making more  •
informed and systematic,
increase their skill in interpreting and understanding data, •
understand the relationship between theory and practice and means  •
of forging personally meaningful links between theoretical knowledge 
about teaching and experience of the classroom,
build relationships with colleagues based on mutual respect and support,  •
and
learn a respect for the classroom; including data-driven, principled  •
approaches to teaching.

2.6. The structure of tasks

Each task should be well organized. The structure proposed by Wajn r yb 
(1992: 17) includes the background, objective, procedure and reflection section. 
In the first one, the observer presents the assumption underlying the task, 
as well as the background information concerning the observee(s), the time 
and the place of observation. Having done that, we formulate the aim and 
end-result of observation, i.e. the behaviours to be recognized. When it 
comes to procedures, Wajn r yb divides this very part into the before the 
lesson, during the lesson and after the lesson phase. What we ought to do before 
the lesson involves a preliminary activity. This, in turn, usually involves 
preparing a lesson plan, reading through it and becoming familiarized with 
a specific stage of the lesson, designing instructions to particular exercises 
and constructing an observation scheme. During the lesson, we should 
collect the data with the use of the grid or chart prepared beforehand.

The quantity and type of information depends a great deal on the 
context in which we find ourselves. In other words, the very classroom 
situation influences the number of questions (un)answered and/or 
a degree of attention (un)paid to them. Regardless of the conditions, 
however, we move on to the post-lesson phase where we discuss, analyse 
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and interpret the information gathered. And, finally, in the reflection 
stage, we reflect on the observed phenomena, asking questions on how 
the task conducted has increased our awareness of the issues observed, 
looking for further information and/or stating the new objectives for the 
observation(s) to be.

2.7. Types of tasks

Tasks differ as to their shape and change in line with the object(s) of 
observation. The differences in question are most often determined by the 
areas tightly connected to the person of the learner, the language, learning, 
the lesson, teaching skills and strategies, classroom management, as well 
as materials and resources.

2.7.1. The person of the learner

An example of a learner-centered task might constitute the observation 
investigating the inextricable bond between language and culture. 
Wajn r yb (1992: 40ff) calls it ‘the learner as cultural being’ and describes 
it in the following way:

Background
Here, the assumptions, among other things, are that a learner, a cultural 
being, when learning a language, is also learning a culture and a positive 
attitude towards the culture of the target language positively influences 
language learning.

Objective
The aim of this observation, as Wajn r yb (1992: 40) has it, is to ‘render 
more visible the cultural factor in the classroom and the various aspects of 
teaching and learning that culture permeates.’

Procedures
What she proposes to do before the lesson is simply arrange to observe it, 
namely, speak to the teacher and discuss the cultural background of the 
students, as well as get familiarized with the observation chart. With time, 
i.e. during the lesson, it is recommended to observe what happens from 
the perspective of how culture is involved making use of the chart (Table 
2), e.g. browse through the categories and take notes with regard to the 
presence of cultural factors within certain areas.
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Table 2. Observation task: the learner as cultural being (after Wajn r yb 1992: 41)

Categories Notes

Choice of materials
Choice of topics
Choice of activities
Teaching/learning strategies
Modes of address
Patterns of interaction
Seating arrangements

After the lesson, it is suggested to discuss the notes and observations 
from the lesson with the teacher and, among other things, consider the 
extent to which the cultural factors have an impact on teaching, the 
language teaches the culture in an active and more subtle way, the concept 
of teachability of acculturation, the place of L1 and L1 culture, etc.

Reflection
Finally, the suggestion is to reflect on teacher’s role in relation to culture, 
as well as the awareness of one’s own culture-related teaching and the 
influence of the observation on one’s perception of cultural issues in the 
process of language learning and teaching.

2.7.2. The language

A good example of the language-oriented task is the one Wajn r yb (1992: 
43ff) refers to as ‘the teacher’s meta-language’ and presents as follows:

Background
For the purposes of the observation in question, the meaning of the very 
term is confined to the teacher talk unrelated to the language being 
presented in the classroom though related to the language used when 
organizing it.

Objective
The aim of the task is to recognize the instances of the teacher’s classroom 
meta-language and see its value in the learning context.

Procedures
Before the lesson, the observer is to arrange to see the lesson presenting 
the new aspects of the language and make him/herself familiar with the 
chart (see Table 3).
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Table 3. Observation task: the teacher’s meta-laguage (after Wajn r yb 1992: 44)

What does 
the teacher say?

What is the 
communicative purpose?

What is the immediate 
context?

How might this be said 
to a native speaker?

Look at the map. 
Can you see the 
bank?

Giving instructions

Checking comprehen-
sion

T is setting up a task 
with a visual aid 
(map)

Can you see where the 
bank is (on the map)?

During the lesson, it is his/her task to use the chart and make notes 
while monitoring the teacher in relation to the communicative purpose, 
immediate context and means of the delivery of the very message to 
the native speaker(s). Additionally, it is suggested to script a chunk of 
teacher’s meta-language (about five times during the lesson). Afterwards, 
the observer is asked to reflect on the communicative purpose of teacher’s 
utterances and their efficiency, compare the level of meta-language used 
with the level of language input, look for meta-language adjustments and 
students’ comprehension of the message directed at them and see the role 
of the immediate context.

Reflection
In final, one might consider a further investigation of teacher talk and/or 
other aspects of the language in language learning.

2.7.3. Learning

In terms of learning, one of observation possibilities is presented in 
Wajn r yb’s  (1992: 71ff) ‘lexis and learning’ task. Following a description 
given by her, the task comprises several steps to take:

Background
For a start, the assumption is that learners and teachers hold different 
opinions on the importance of vocabulary and specifically vocabulary 
difficulty.

Objective
Bearing in mind the common belief, the objective of the task is to investigate 
the place of lexis in language teaching and learning, and find out if the 
contrasts between students’ and teachers’ perceptions do exist.

Procedures
Having prepared the observation chart (Table 4) and arranged to observe 
the lesson focusing on lexis, it is recommended to ask the teacher about 
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the words from the text he/she considers difficult for the students and 
make notes. Next, given the text, the observer should note down the 
words that he/she expects to cause difficulty for the learners under 
examination.

When in a class, the observer’s task is to record the students’ perceptions 
and, in addition to it, preferably, at the end of the lesson, ask the students 
to make a list of what they regard difficult to complete the table.

Table 4. Observation task: lexis and learning (after Wajn r yb 1992: 72)

Words perceived to be difficult:

by the teacher by you by the learners

After the lesson, the three types of perceptions may be compared and/or 
contrasted, and ways of eliminating or at least solving the problems with 
the very difficulties may be attended to by the observer.

Reflection
As a part of reflection on the very subject matter, it is vital to think of the 
necessary changes in one’s own lessons, including the incorporation of 
learning preferences into the syllabus.

2.7.4. The lesson

When it comes to lessons as such, Wajn r yb (1992: 85ff) proposes a task 
devoted to grammar-related issues. More specifically, she designs a ‘grammar 
as lesson content’ observation and divides it into the following stages:

Background
As an introduction to the task, the observer should bear in mind that 
there exists a debate on the importance of grammar in language teaching, 
including the question of how important meaning and form is, as well as 
the predominance of inductive teaching over deductive one and the other 
way round.

Objective
Knowing the above-mentioned, it is his/her task to observe and investigate 
the place of grammar during the lesson, the teacher’s views on it and 
language learning among other things.

Procedures
As it was in previous cases, it is necessary to start with arranging to 
observe the lesson and, possibly, discuss with the teacher its grammatical 
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content. During the lesson, however, instead of the previously advised chart 
completion, the observer is asked to take a piece of paper and follow the 
main events, noting them down in a chronological order in the form of the 
report (T stands for teacher, S for student, SS for students):

T enters […] greats whole class from the front of room. T announces what 
the lesson is going to be about today. T reminds SS how this lesson follows 
on from yesterday’s […] T drills new pattern […] S asks question about 
the form of the verb in pattern on board […] T explains. S seems to be 
satisfied but another S continues to ask similar question […] (Wajn r yb 
1992: 86).

The narrative record of the lesson is thought to help the observer 
consider some of the grammar-related issues after the lesson. These 
might comprise the extent to which grammar was covered, the form 
in which it was presented to the students, their involvement in a lesson 
and understanding of the language being presented, as well as teacher’s 
attitudes to grammar.

Reflection
Finally, the observer might reckon on his/her own grammar teaching, the 
place of grammar vs other language aspects, and his/her teaching skills, 
etc.

2.7.5. Teaching skills and strategies

As regards teaching skills and strategies, Wajn r yb (1992: 91ff) suggests 
the task referred to as ‘presenting’ and structures it as follows:

Background
To begin with, it is a good idea to consider the place of the formal presentation 
phase in a lesson, as well as the features of a good presentation.

Objective
The objective of the very task is to raise awareness of the elements of a 
successful presentation.

Procedures
In order to achieve the aim, the observer is asked to get to know the 
structure and content of the chart and diagram, arrange to observe the 
class, as well as watch the presentation stage before the lesson to make 
oneself familiar with its possible components.



64 Marzena S. Wysocka

Table 5. Observation task: presenting (after Wajn r yb 1992: 92)

What teacher does? What learners do?

— Greet/chat with SS
— Warm SS up by reminding them of yesterday’s lesson

— Greet/respond to teacher
— Recall yesterday’s lesson

Fig. 1. Observation task: presenting (after Wajn r yb 1992: 92)

During the lesson, it is recommended to make notes completing the 
chart and keep a chronological record of what the teacher does and what 
the students do. In case the observer is interested in teacher’s movement 
around the classroom, he/she is suggested to note each teacher’s position 
with a cross, and, additionally, the time with a plus on a diagram.

After the lesson, on the basis of the data collected, the observer is, 
among other things, suggested to prepare a list of the key components of 
presentation and discuss them with the teacher, as well as say what he/she 
believes to be the purpose of each.

Reflection
Finally, the observations of presentations might serve the observer as a 
mirror of his/her own teaching, and bring about the changes as regards 
the presentation style and/or procedures.

2.7.6. Classroom management

As far as the classroom procedures are concerned, the task focusing on 
the classroom power is presented:
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Background
According to Wajn r yb (1992: 119ff), the power in question covers teacher’s 
responsibility for learning success. The question, however, is if it is all fixed 
in teacher’s hands.

Objective
In order to find the answer to the above-mentioned questions, the task 
makes the observer reflect on the decisions that are made about learning, 
the person who makes them and ‘the balance of power’, if there is any.

Procedures
Having arranged to observe the lesson, it is advised to ask the teacher the 
first four questions from the observation list and get familiarized with the 
rest of the entries:

1. Who chose the aims?
2. Who chose the language and/or skill focus?
3. Who chose the topic(s) and activities?
4. Who chose and prepared the materials?
5. Who chose the seating arrangements?
6. Who wrote on the board?
7. Who cleaned the board?
8. Whom did the students speak to?
9. Who created the pairs or groups?

10. Who decided when to stop an activity?
11. Who decided which questions or problems in the lesson were 

explored?
12. Who operated the equipment?
13. Who chose the vocabulary to be learned?
14. Who gave meaning for words?
15. Who spelled out new words?
16. Who gave explanations?
17. Who asked questions?
18. Who answered student questions?
19. Who repeated what was said if others didn’t hear it?
20. Who created the silences?
21. Who broke the silences?
22. Who checked the work?
23. Who chose the homework? (Wajn r yb 1992: 120).

While the lesson is proceeding, the observer is to watch it from the 
perspective of the questions in the list, and answer them using the symbol S 
for student(s), T for teacher and T/S for both. Afterwards, it is time to define 
the tendencies observed and relate them to the expectations one holds about 

5 Action…
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the power in the classroom. More specifically, the examples of the shift in 
power and any risk-taking decisions might be paid more attention to.

Reflection
In conclusion, it is vital to think of the tendencies one’s own teaching might 
develop, and thus do the questionnaire using one’s own lesson(s) as the 
source of the data.

2.7.7. Materials and resources

When investigating the teaching materials and resources, on the other 
hand, the board might be an example. The exact procedures related to the 
task ‘the board as resource’ are described by Wajn r yb (1992: 122ff) in the 
following way:

Background
As an introduction to the observation, she formulates the statement that 
the board, irrespective of the language being taught, constitutes an integral 
part of the language classroom.

Objective
The aim of the observation is to collect the information on the ways and 
purposes for which the board is used and, consequently, find its best uses.

Procedures
Before the lesson, the observer is to arrange it, and, hopefully, obtain the 
lesson plan to predict how and what for the board might be used. When 
in a class, his/her role is to copy the contents and layout of the board, e.g. 
at three different points, and take notes about what happens while the 
board is being written on. To make things easier, one may use the chart 
corresponding to the actual situation presented on the board:

Reference 
material 

(permanent)

Main section — 
developmental 
stages of lesson

Impromptu 
notes — 
‘perishables’

Fig. 2. Observation task: the board as resource (after Wajn r yb 1992: 123)
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To be more precise, reference material relates to the permanent material 
of the lesson, i.e. the one to be displayed for an unlimited period of time. 
Main section is supposed to be cumulative; serves its main purpose at the 
time it is written up, and may be erased or moved to the permanent section. 
By contrast, the impromptu one covers the unpredictable side of teaching 
and is believed to be spontaneous and easily-removable. Given the board 
replicas, it is advisable to discuss them with the teacher after the lesson. 
Also, the suggestion is to consider the purposes for which the board was 
used and/or create more of them, as well as think of some ‘golden guidelines’ 
that might help maximize the usage of the board as a resource.

Reflection
Reflecting on the lesson observed, the observer might reckon on his/her 
own teaching, including the aspects of the board use, both the one(s) to be 
eliminated and/or explored.

2.8. Methods of recording

However much of the onus falls on the so-called real time observations 
done by means of checklists and/or simply taking notes, these are not the 
only means of gathering data. Some other possibilities, according to Wa l lace 
(2000: 106ff), involve audio taping, video taping and transcription.

Audio taping, as the name suggests, consists in recording the actual 
classroom situation using a tape recorder. It allows for not only saving the 
interaction, but also playing it back when necessary, and/or working on it 
with the group. Although it is more intrusive than real observations, it is 
very often the case that the observer(s) forget the presence of the machine, 
and behave naturally.

Video taping, despite its considerable interference with the course of 
the lesson, has become more and more convenient for and popular among 
the researchers. It is due to palmcorders and hand-held video recorders 
which enable them to silently record the contextual and paralinguistic 
data, such as chalkboard, movement, gestures, facial expressions, etc., as 
well as identify and select all the necessary information when re-playing it. 
Also, as it was the case with audio taping, it is possible to work on the tape 
or its particular fragment(s) with the group under discussion and discuss 
certain patterns of behaviour with them.

Rich data as audio and video taping provide, they are not always very 
specific and precise. Both accurateness and data accessibility are ascribed 
to transcription. A transcript, though time-consuming, allows for a deep 
insight into the subject-matter and a thorough analysis (e.g. a detailed 

5*



68 Marzena S. Wysocka

discourse analysis). That is why the material which has been recorded is 
often transcribed afterwards in order for the researcher to easily locate the 
missing and/or unnecessary information.

2.9. Methods of analysis

As far as the analysis of the material gathered is concerned, there exist 
two approaches, i.e. the unstructured and structured one.

2.9.1. The unstructured approach to observation

Generally speaking, an unstructured approach is impressionistic, 
and, as Wa l l ace  (2000: 109) has it, focuses on ‘whatever seems of most 
importance and relevance.’ Being directed at our purpose of observing, it is 
perceived as the most straightforward but also the most subjective way of 
data interpretation. It is, among other things, determined by the degree of 
the knowledge that we bring to the observation. An experienced teacher, for 
example, is expected to view the classroom in a much more informed and 
professional way than an inexperienced or pre-service one. And, similarly, 
a specialist in the subject being taught may have different insights from the 
person who is not an expert in the field.

Biased as the unstructured approach may seem, one of the ways to mini-
mize its subjectivity is to have more than one observer and/or get the feed-
back from several colleagues. If their impressions are unanimous on a certain 
point, the very feedback is likely to be considered reliable. To go even further, 
an impressionistic record of the observation may be considered with the 
use of a more objective investigative technique, such as a questionnaire or 
personal review, which is to confirm or not to confirm the observational 
findings.

Let us take the admittedly difficult issue of observing motivation. What sort of questions might you
be looking for an answer to?

— factors arising from the learner (personality, attitudes, etc.)
— factors arising from the teacher (as above)
— factors arising from the lesson
— factors arising from the context/situation

Fig. 3. Unstructured observation: a personal review (adapted from Wa l l a c e 2000: 110)

The information presented above can be extended, i.e. more fact-seeking 
questions can be added in order to understand rather than just examine the 
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issues. The more detailed the list of entries prepared beforehand, the more 
reliable and unstructured the observation and its analysis are. 

2.9.2. A structured approach to observation

A structured approach, in contrast to the unstructured one, is ‘guided 
by some kind of observation schedule which allows for collecting data, often 
of a more objective kind, in a systematic way’ (Wa l l ace 2000: 110).

The interpretation of the material gathered can be structured in a 
system-based, ethnographic or ad hoc way. The first of them makes it possible 
to analyse the data according to an existing system of pre-specified 
categories. The systems are usually global in nature, i.e. they give a 
general coverage of the most salient aspects of the classroom procedures 
and processes, and are composed of a finite number and list of categories. 
As an example, one might consider the Flanders Interaction Analysis 
Categories (FIAC), Brown’s Interaction Analysis System (BIAS), and the 
system proposed by B a l l ac k et al. The first two result in a documented 
recall (Table 8) which is done in real time, whereas the third one measures 
the data from a transcript of the situation previously recorded, and the 
place of labeled units of discourse (the so-called moves) in the overall 
interaction.

The Flanders’ system comprises ten categories:

Teacher talk
1. Accepting feelings or attitudes expressed by the student;
2. Praising or encouraging a student;
3. Accepting or using students’ ideas;
4. Asking questions;
5. Lecturing (explaining, informing);
6. Giving directions or commands;
7. Criticising students, justifying authority (e.g. when disciplining 

a student);
Pupil talk

8. Pupil-talk response (e.g. answering a question);
9. Pupil-talk initiation (e.g. volunteering information, asking a ques tion 

of the teacher);
10. Silence/confusion (Wa l l ace 2000: 111).

The categories are to be used to classify different aspects of ‘teacher talk’ 
(the first seven) and ‘pupil talk’ (the last three of them). Category number 10 is 
implemented when there is no interaction to record or when there are too many 
things happening that the observer does not know how to categorize them.



70 Marzena S. Wysocka

Basically, the task of the observer is to watch the classroom situation 
and classify the interaction with respect to the categories, at best at certain 
intervals. The notes are to be taken on a tally sheet of paper simply using a 
pen-and-paper technique.

Table 6. Structured observation: Flanders’ FIAC system (from Wa l l a c e 1997: 69)

Category number Completed tally 
Marks made by an observer Total tallies Per cent

Teacher 1. ||| 3 0.8
2. |||| | 6 2.5
3. |||| |||| || 12 5.0
4. |||| |||| |||| |||| ||

|||| |||| |||| |||| |||| |||| |||| |||| ||||

22 9.2

5. |||| |||| |||| |||| |||| |||| |||| |||| ||||
|||| |||| |||| |||| |||| |||| |||| ||||

130 54.2

6. |||| |||| |||| | 16 6.7
7. |||| 4 1.6

Pupils 8. |||| |||| |||| |||| || 22 9.2
9. |||| |||| || 12 5.0

Silence 10. |||| |||| |||| 14 5.8
Tot a l 241 100.0

At the end of the lesson, when the tallies are counted, the frequency 
and the predominance of one type of behaviours over another is clear being 
illustrated in a quantitative way. The numbers along with a description 
based on the names of the very categories make the conclusions on the 
student-centered (pupil talk dominance) or teacher-dominated (teacher 
talk preponderance) be easily reached.

BIAS categories, as M a l a m a h-Thom a s  (1991: 48) points out, are a 
simplification and reduction of Flanders’ original ten. There are seven of 
them, and, when used, appear on a time-line display sheet to be marked 
every three seconds for the duration of the observation:

Table 7. Structured observation: BIAS system (from Wajn r yb 1992: 49)

TL / /
TQ / /
TR / /
PR /
PV
S /
X / /

TL — Teacher lectures, describes, explains, narrates, directs; TQ — Teacher questions; TR — Teacher re-
sponds to pupil’s response; PR — Pupil responds to teacher’s questions; PV — Pupil volunteers information, 
comments or questions; S — Silence; X — Unclassifiable (all the categories are extended and described after 
M a l a m a h-T h o m a s 1991: 49).
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The observer’s task is to record the appropriate category in each column 
every three seconds as the lesson is proceeding (the so-called ‘real-time’ 
coding). In case the X category is present, it has to be elaborated in order to 
later on know what was happening (e.g. we may use B for Blackboard work 
or R for Reprimand). Having observed the whole lesson, the percentages 
are to be calculated for each of the entries as well as the picture of the 
lesson built up. This may be done either in the form of traditional tables or 
distribution histograms (Fig. 4).

100

75

50

25 25

100

50

TL  TQ  TR  PR  PV  S    X

Lesson 1

TL  TQ  TR  PR  PV  S    X

Lesson 2

Teacher lectures

Pupil talk 75

Fig. 4. Distribution histograms (after Wajn r yb 1992: 50)

The ratios of different categories to each other are believed to be a clear 
indicator of quantity providing some interesting information of what goes 
on in a lesson.

What happens in the classroom can also be arrived at when using the 
system proposed by B a l l a c k  et al. Following Wa l l a ce  (1997: 67), they 
do it by means of recording and then transcribing the data. The verbatim 
transcripts are divided into lines. This way, the classroom interaction can be 
measured by simply counting them (e.g. twenty lines of teacher talk and three 
lines of student response, and so on). Given that, the patterns of interaction 
are classified according to fixed observation categories known as:

Structuring moves (used for organizing or contextualizing what follows,  •
e.g. I’m going to start by asking you a few very easy questions).
Soliciting moves (intended to elicit a response from the student, usually  •
in the form of a question, e.g. What is the plural of the word child?).
Responding moves (having the form of responses to soliciting moves, e.g.  •
The plural of child is children).
Reacting moves (caused by a responding move, but not elicited by it.  •
A very common type of a reacting move is teacher’s praise or comment 
on student’s answer).

As they fall into the teaching cycles; structure-solicit-respond-react, they 
are believed to provide a great deal of both quantitative and information on 
classroom communication.
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Apart from practicality, one big advantage of the system-based approach 
is the fact that it is ready-made. Moreover, its structure allows for using it 
in both real-time observations and the ones being recorded. The obstacles 
the researchers might come across derive from its topic specification and 
narrowness, i.e. reference to interaction exclusively, and the structure as 
such requiring an observer unless the lesson is previously taped.

The ethnographic, ethno-methodological or anthropological approach, as 
Wa l l ace (1997: 76) has it, relies on a wide range of sources of information. 
Being a participant observation, it requires the ethnographer to overtly 
or covertly participate in people’s lives for an extended period of time. 
This partake is often characterized by watching what happens, listening 
to what is said, asking questions and collecting any data that is available 
to deal with the issue he/she is concerned with. In the context of the 
language teaching, it presents itself as a more open-ended research, 
where the researcher/observer ‘first identifies areas of concern (without 
necessarily predetermining what those might be), and devises what kind 
of data collection might seem appropriate’ (Wa l l ace 1997: 76). The data he/
she obtains in such a way is usually non-quantitative and descriptive in 
nature, allowing the observer to make evaluative comments and/or prepare 
a qualitative report from any real-time observation conducted.

The ad hoc approach, on the other hand, enables the researchers to 
make use of the categories designed ‘for a particular purpose, with no 
claims to generality’ (Wa l l ace 2000: 112). Thus, the categories often result 
from a particular problem or research area and are self-made by the 
researchers.

To list an example, Wa l l a c e  (2000: 113) presents the categories 
originally conceived of by Hopk i n s:

Off-task behaviour
1. Talking not related to task assigned
2. Doodling
3. Daydreaming 
4. Wandering around
5. Working at other tasks
6. Physically bothering other pupils
7. Attempting to draw attention
8. Pencil sharpener, fountain, washroom
9. Other.

These categories were devised to observe the involvement of students in 
the work of the class. The assumption was that the students’ engagement 
and/or its lack directly corresponded to on task and off task classroom 
behaviours. Given that, the researcher was able to enlist the categories 
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he/she would need to reach the aim. As far as the sources of the entries 
in question are concerned, these might involve other researcher’s work 
reported on in action researches already conducted. Secondly, they might 
come from our own teaching/learning experiences, often consulted with 
other teachers and learners. Thirdly, the list of the categories might 
result from an unstructured observation during which particular off-task 
behaviours were noticed, or a mixture of all of these.

The source, of course, depends on the nature of the topic to investigate 
as well as the investigators’ work in the field. Irrespective of the source, 
however, the form and type of devised categories are expected to give the 
researchers a great amount of a mixture of qualitative and quantitative 
information.

This duality proves flexibility of the ad hoc approach. It is also 
reflected in the application of the approach to both the real time and taped 
observations. However, the efficiency of the former is still determined and 
conditioned by the participation of the observer, which is not necessarily 
the case in the latter situation.

2.9.3. Criteria for selecting an observation system

Which system to choose to generate data for interpretation and 
reflection? The very question should be followed by a series of the so-called 
peripheral questions. Wa l l ace (1997: 81ff) formulates them as follows:

— Do I want a complete system which has already been worked out in 
detail (a fixed system) or would I prefer to work out my own categories 
from in-depth observation, or use categories devised by someone else 
to relate to a particular area of concern (an ethnographic or ad hoc 
system)?

— How much learning time is involved? Can the system be picked up 
and used or does it need a period of training? If the latter, how long 
will it take me to master it? If I am going to devise my own categories, 
how long will that take? Is there any accessible source of observation 
instruments for the areas I am interest in? And, can I easily adapt 
something that has already been published?

— Am I interested in looking at teaching globally or at specific areas?
— Do I wish to focus on the teacher or the learner, or on some balance 

between the two?
— Am I interested in assessing the classroom events, training aspects or 

collecting data for research purposes?
— Am I interested in acquiring quantitative (e.g. by means of FIAC, etc.), 

qualitative data (ethnographic approach) or both qualitative and 
quantitative data (ad hoc approach)?
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— How am I going to measure interaction? By units of time (e.g. 
numbered lines on a page, etc.) or listing different types of utterance 
(e.g. labeling segments of a lesson)?

The answers to these questions are likely to differ as to the aim and 
experience of the observers and so are the structures of their reflections. 
It may be that an in-service teacher needs some notes while the lesson is 
proceeding (e.g. an unstructured approach), whereas an action researcher 
requires a reliable and well-documented method, such as FIAC. A trainer, on 
the other hand, is bound to develop his/her own skill-specific observation 
schedules within the ad hoc approach, and a trainee may want to make 
use of an open-ended ethnographic means or e.g. the already worked-out 
variants of Ballack’s system and/or pick up some ideas for his/her own 
approach.

3. An overview of sample studies

All types of observations have been widely used. Among those 
following the unstructured mode is the task conducted by Mu si a ł  (2001) 
aiming at exploring teacher trainees’ perceptions of language teaching. 
The assumption was that an unguided observation would better reveal 
the trainees’ individual perceptions of the classroom procedures. The 
subjects under study viewed a videotape of an English lesson focused 
on grammar and were asked to make notes, describing those aspects of 
teaching they liked and those they did not. They performed the task twice, 
at the beginning of the ELT course and after its completion, over a time-
span of 15 months, to see the differences in perception between the first 
and the second viewing. The change of attitude was visible, namely certain 
aspects of teacher’s performance were more often noticed (the quantitative 
difference) and the classroom activities were more often evaluated in terms 
of their effectiveness in teaching a specific grammar item than in students’ 
enjoying them or not (the qualitative dimension).

As far as the studies following structured approach are concerned, the 
system-based observations were conducted, among others, by Tow n se nd 
and Z a mor a  (in C h aud r on  1990), S c h i n k e-L l a no  (in C h aud r on 
1990) or, more recently, by Ł ę s k a  (2008). The first study, based on 
C h aud r on’s  (1990) report, concerned a distinction of teacher functions 
by language. Tow n s e n d  and Z a mor a  used a modification of FIAC 
observation scheme with 56 teachers working in a bilingual (L1 Spanish 
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and L2 English) preschool. They observed the subjects under discussion 
over a two-year period and noted substantial differences between L1 and 
L2 functional distribution. To quote the results from the study, there was a 
greater percentage of student responses, rejection of students’ answer, and 
incidences in which a student response was followed by teacher acceptance 
during lessons in Spanish. In the case of English, however, there was a 
greater percentage of direction-giving behaviour, examples of student 
responses followed by a teacher’s praise or even the use of two or more 
consecutive reinforcing behaviours. The quantitative data made the whole 
study informative and indicative of the lack of balance.

Sc h i n ke-L l a no’s  research (quoted in C h aud r on 1990), investigated 
a differential allocation of teacher talk to learners. Following the Flanders 
tradition, the observation was conducted among 12 teachers teaching fifth 
and sixth grade English-medium classrooms with monolingual English 
students and non-native speakers either fluent in English or of limited 
English proficiency (LEP). Each teacher was watched for one hour, and 
the type of interaction and choice of student interlocutor was tallied. The 
numbers obtained allowed for establishing a considerable variability among 
teachers, being dependent on student language proficiency. As it turned out, 
the LEP students were spoken to half as frequently as the non-LEP students, 
half of whom were not addressed at all. Moreover, the interactions with LEP 
learners were mostly managerial in function as opposed to instructional, 
and vice versa for non-LEP ones.

Ł ęsk a’s  (2008) study was, to some extent, a continuation of the earlier 
studies as it was centred around teachers’ use of interaction patterns and 
their functions. To be more specific, she intended to examine the effect 
of different interaction patterns on students’ proficiency gains in oral 
fluency in English. In order to watch the teacher’s behaviour, she made 
use of a categorical system by Flanders and a modified version of BIAS 
categories, making coding judgements about the observed events as they 
were occurring in 6 different classrooms of secondary school teachers 
and students, and, in addition to it, recording and transcribing some 
parts of the lessons to obtain a more qualitative analysis. It enabled her 
to quantitatively measure the teacher talking time, i.e. presenting new 
language, lecturing, organizing, questioning, responding, and evaluating, 
and proceed to examine the relationship between the type of interaction 
pattern and learners’ language improvement. The former constituted 
a solid basis for the latter obtained by means of an interview, and, among 
other things, indicated the lack of the relationship between presenting 
new language or organizing and gains in students’ oral fluency. The 
influence in question seemed to be most visible merely in the case of 
teacher’s feedback.
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The implementation of an ethnographic approach is to be found among 
the studies carried out by C he s t e r f ie ld  et al. (in C h aud r on  1990), 
E n r ig ht  (in C h aud r on 1990) or Ku si a k and B a ndu r a (2007).

The research done by C hes te r f ie ld  et al. (quoted in C h aud r on 1990) 
dealt with the choice of teachers’ classroom language in bilingual contexts. 
They did an ethnographic observation of five bilingual (L1 Spanish, L2 
English) preschool classes in two distinct locations. The results showed that 
the teaching staff maintained a fairly high L1 use throughout one school 
year, with one location being more dominant in English to the other. Having 
investigated the language environment, the education program among 
others, they drew the conclusions that the very differences, i.e. a greater use 
of L1 Spanish in one of the places, were the effect of children’s preferences 
for Spanish. These, consequently, could be influenced by the school program 
encouraging translation in various instructional materials.

E n r ig ht  (quoted in C h aud r on  1990: 118), takes an ethnographic 
perspective to examine types of interactions between classroom 
participants defined by the teacher’s perception of purpose. The very 
interactions are the ones usually guided by implicit rules or norms of 
behaviour. Deriving from C h aud r on  (1990: 118), ‘what constitutes an 
interaction of a particular size or purpose, and the degree of which the 
nature of the interaction is negotiable, depends on the rules of speaking 
established by the teacher.’ E n r ig ht’s  insight into the two classrooms’ 
etiquettes allowed him to see the teachers differing in the degree to which 
student contributions and negotiation were accepted and possible. One 
teacher’s constitution was traditional in nature, i.e. ‘do not speak unless 
you are spoken to’, while the other’s was more open and characterized by 
‘if you have something to say, say it.’ The exact differences were reflected 
in the time spent on events and the proportion of the teacher-to-student 
talk.

The classroom talk was also studied by Ku s i a k  and B a n du r a  
(2007). More specifically, they focused on the analysis of the students’ 
use of educated talk, i.e. the language as a critical tool during a reading 
lesson. The participant (ethnographic) observation they devised was aimed 
at 40 third-year college students. It consisted in conducting the lesson 
and facilitating the classroom interaction by one of the researchers as 
well as observing and recording the events by the other. Their role as 
participants involved selecting texts, preparing questions and questions 
for texts, thereby providing the students with a frame of talk, as well as 
establishing conversational ground rules. Their findings indicated that the 
students were able to respond critically to the texts, namely think of the 
text more carefully, notice more as well as think critically, justify choices 
and opinions in discussions. 
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The ad hoc approach, on the other hand, is reflected in, among other 
things, the observations done by C h au d r on  (1990) and Stec (2007). 
C h au d r on  (1990: 145ff) aimed at investigating types and features of 
feedback. In so doing, he predetermined the categories based on most 
common ways of correction and discourse features:

Table 8. Ad hoc observation (from C h aud r on 1990: 146ff)

Feature or type of ‘act’ 
(F and/or T) Description Example of exponent 

of expression

IGNORE (F) Teacher (T) ignores Stu dent’s 
(S) ERROR,  goes on to other 
topic, or shows ACCEPTANCE* 
of content

INTERRUPT (F) T interrupts S utterance (ut.) 
following ERROR,  or before S 
has completed

DELAY (F) T waits for S to complete ut. 
before correcting. (Usually 
not coded, for INTERRUPT is 
‘marked’)

ACCEPTANCE ( T ) Simple approving or ac cepting 
word (usually as sign of re-
ception of ut.) but T may im-
mediately correct a linguistic 
ERROR

Bon, oui, bien, d’accord.

ATTENTION (T-F) Attention-getter; proba bly 
quickly learned by Ss.

Euhh, regarde, atten tion, 
allez, mais.

NEGATION (T-F) T shows rejection of part or all 
of S ut.

Non, ne ... pas.

PROVIDE (T) T provides the correct answer 
when S has been unable or 
when no re sponse is offered.

S: Cinquante, uh … 
T: Pour cent.

REDUCTION (F) (RED.) T ut. employs only a seg ment 
of S ut.

S: Vet, eee ... (spelling); 
T: Ve .’.. 
S: Et c’est bien. 
T: Us ont pensé que c’était 
bien?

EXPANSION (F) (EXP.) T adds more linguistic material 
to S ut., possibly making more 
complete

S: Mille.
T: Mi He?

* Asterisk indicates acts that occur as approving feedback, although they resem ble the analogous correcting feed-
back acts.
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EMPHASIS (F)
(EMPH.)

T uses stress, iterative repeti-
tion, or question in tonation, to 
mark area or fact of incorrect-
ness

T: (les auto-routes) n’a pas 
de feux de circulation.

REPETITION with NO
CHANGE (T) (optional
EXP. & RED.)

T repeats S ut. with no change 
of ERROR,  or omission of ER-
ROR

REPETITION with NO
CHANGE and EMPH. (T) (F) 
(optional EXP. & RED)

T repeats S ut. with no change 
of ERROR,  but EMPH. locates 
or indi cates fact of ERROR

S: Mille. 
T: Mille?

REPETITION with
CHANGE (T) (optional
EXP. & RED.)

Usually T simply adds correc-
tion and continues to other 
topics. Normally only when 
EMPH.  is added will correct-
ing CHANGE become clear, or 
will T attempt to make it clear

S: Le maison est jaune. 
T: La maison est jaune.

REPETITION with CHANGE 
and EMPHASIS (T) (F) (op-
tional EXP. & RED.)

T adds EMPH.  to stress loca-
tion of ERROR and its correct 
formulation

S: Doo tout… 
T: Du tout, (stress)

EXPLANATION (T) (op-
tional EXP. & RED.)

T provides information
us to cause or type of ERROR

S: Uh, E. (spelling ‘grand’) 
T: D. Non, il n’y a pas de E.

COMPLEX EXPLANATION 
(T)

Combination of N E G AT ION, 
REP E T I T I O N S ,  and/or EX-
PLANATION

REPEAT (T) T requests S to repeat ut., 
with intent to have S self-cor-
rect

REPEAT (implicit) Procedures are under stood 
that by pointing or otherwise 
signaling, T can have S repeat

LOOP (T) T honestly needs a replay of 
S ut., due to lack of clarity or 
certainty of its form

PROMPT (T) T uses a lead-in cue to get S to 
repeat ut., possi bly at point of 
ERROR;
possible slight rising intonation

S: Petit. Grande. 
T: Petit…

CLUE (T) T reaction provides S with 
isolation of type of ERROR or 
of the nature of its immediate 
correction, without providing 
correction

S: Les stations-services sont 
rares. 
T: Sont rares? Au present?
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ORIGINAL QUESTION ( T ) T repeats the original question 
that tend to response

ALTERED QUESTION (T) T alters original question syn-
tactically, bur not semanti-
cally.

QUESTIONS (optional RED., 
EXP., EMPH.)

Numerous ways of ask ing 
for new response, often with 
CLUES,  etc.

TRANSFER (T) T asks another S or sev eral, or 
class to provide correction

ACCEPTANCE* (T) T shows approval of S ut

REPETITIONS* (T) Where T attempts rein-
forcement of correct response

EXPLANATION* (T) T explains why response is 
correct

RETURN (T) T returns to original error-
maker for another attempt, 
after TRANSFER.  A type of 
VERIFICATION

VERIFICATION (T-F) T attempts to ensure un-
derstanding of correction; a 
new elicitation is im plicit or 
made more explicit

EXIT (F) At any stage in the ex change T 
may drop cor rection of the ER-
ROR,  though usually not after 
explicit NEGATION,
EMPH., etc.

The entries in the first column were thoroughly described in the second, 
whereas the third one was left out for making notes on the exact examples 
of teacher’s behaviours. This allowed him to collect the qualitative data on 
corrective ways used in a French classroom. The ones that predominated 
here were repetition with no change and repetitions with change.

The research designed by Stec  (2007: 472ff) intended to investigate the 
process of English syllabus implementation in the primary classrooms. It 
took on the shape of a direct and on-the-spot (ad hoc) observation of syllabus 
guides in relation to a particular syllabus implementation. The observation 
form was constructed on the basis of previously determined factors, such 
as aims of the lesson, content in English syllabus implementation, methods 
and procedures for English syllabus adaptation, teacher’s and learner’s role, 
as well as materials and resources applied.
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Table 9. Ad hoc lesson observation form (after St e c  2007: 482)

 Date: ………………… Lesson time: ……………………

 Teacher: ………………

 Class: …………………

 Number of learners: ……………………

 Syllabus: …………………

 Coursebook: ……………………..

 Topic: ……………………..

 Aims: …………………….

Syllabus 
implementation Content Procedure Coursebook 

adaptation Comments

The observer’s task was just to make comments and then print a written 
account of what was happening during the lessons (15 lessons altogether 
among 1st, 2nd and 3rd grades). The structure of the study enabled her to 
note down the prevailing patterns of syllabus implementation, the most 
frequently used of which seemed the translation of it into a balanced series 
of lessons.
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4. Questions and tasks

Q. 1. What are the features of a good observation?

Q. 2. What are the possible methods of recording the observation data?

Q. 3. Enumerate advantages and disadvantages of using a system-based, 
ethnographic and ad hoc approach to observation.

Task 1. What sort of data would you like to collect as a language teacher 
and as a researcher?

Task 2. Design a task aimed to investigate the type of feedback offered to 
learners.

Task 3. Imagine yourself as an observer of a lesson focusing on introducing 
the new elements of the language. Identify the information you would look 
for within the scope of both teacher’s and students’ behaviour.

Additional reading

A l lw r ig ht  R.L., B a i le y  K., 1991: Focus on the Language Classroom: 
An Introduction to Classroom Research for Language Teachers. Cambridge: 
Cambridge University Press. It offers an insight into the area of classroom 
observations, an emphasis being put on the factors that might affect the 
teachers’ approach to what they do in the classrooms.

B a i ley K., Nu n a n D. (eds), 1996: Voices from the Language Classrooms. 
Cambridge: Cambridge University Press. It is a collection of articles offering 
a ‘a window on the classroom’ and its qualitative description, as well as 
presenting teaching as doing, thinking and interpreting.

B u r n s  A., 1999: Collaborative Action Research for English Language 
Teachers. Cambridge: Cambridge University Press. The book touches upon 
the action research and its impact on classroom practices, as well as 
a collaboration of learners with teachers, teachers with teachers.

E dge J., R ic h a r d s  K. (eds), 1993: Teachers Develop Teachers Research: 
Papers on Classroom Research and Teacher Development. Oxford: Heinemann. 
It constitutes a series of papers aimed at empowering the teachers in their 

6 Action…
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action research, providing practical tools which every ELT practitioner can 
use as a means of improving the teaching/learning environment.

F r ee m a n D., R ic h a r d s J.C. (eds), 1996: Teacher Learning in Language 
Teaching. Cambridge: Cambridge University Press. The volume presents 
a selection of articles aimed at, among other things, increasing the teacher 
awareness of the appropriate methodology for differing socio-cultural 
contexts.

G e ne s e e  J., Ups hu r  A., 1996: Classroom-Based Evaluation in Second 
Language Education. Cambridge: Cambridge University Press. The book 
discusses the area of observation in the classroom, proposing frameworks 
for observation tasks and sample checklists.

H i n ke l  E. (ed.), 2005: Handbook of Research in Second Language Teaching 
and Learning. New York: Lawrence Erlbaum Associates, Inc. It gives an 
insight into quantitative research methods, including the ethnographic 
approach.

M c D on o ug h  J., Sh aw  Ch., 2003: Materials and Methods in ELT: 
A Teacher’s Guide. Oxford: Blackwell Publishing. The textbook offers a wide 
variety of classroom research methods, including the aspects of observing 
the classroom.

Nu n a n  D., B a i le y  K.M., 2008: Exploring Second Language Classroom 
Research. A Comprehensive Guide. Boston: Heinle, Cengage Learning. The book 
is a comprehensive manual for beginning and advanced researchers, giving 
a variety of qualitative and quantitative tasks for reflection and application.

Nu n a n  D., L a m b  C., 1996: The Self-Directed Teacher Managing the 
Learning Process. Cambridge: Cambridge Language Education. The book 
gives practical guidelines on managing and exploring the classroom, the 
interaction patterns and classroom talk to name a few.

R ic h a r d s  J.C., Nu n a n D., 1990: Second Language Teacher Education. 
Cambridge: Cambridge University Press. It promotes the idea of reflective 
teaching, giving ideas for teacher observation as well as understanding his/
her role as an action researcher.

R ic h a r d s J.C., 1998: Beyond Training: Perspectives on Language Teacher 
Education. Cambridge: Cambridge University Press. The contents of the 
book are related to the teacher practices in the classroom, including the 
observation process and reflective thinking.

Z a c z y ń s k i  W., 1995: Praca badawcza nauczyciela. Warszawa: 
Wydawnictwa Szkolne i Pedagogiczne. The book constitutes an overview 
of research methods to be used by teachers in their classrooms, the nature 
of observation and its implementation among other things.
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Marzena S. Wysocka

Obserwacje lekcji języka obcego

St r e s z c z e n ie

Obserwacja jako narzędzie badawcze używana jest w szeroko rozumianej dydaktyce nie 
tylko do ewaluacji pracy przyszłych nauczycieli oraz nauczycieli praktyków, ale również 
do oceny ucznia i wielu elementów wchodzących w skład procesu uczenia się i nauczania.

Zaczynając od rodzaju obserwacji, roli obserwatora oraz obserwowanych w środowisku 
szkolnym osób/sytuacji, autorka omawia kolejno arkusze obserwacyjne, ich elementy 
składowe oraz sposoby konstruowania. Prezentowane w rozdziale przykładowe zadania 
obserwacyjne odnoszą się do osoby ucznia, komponentów języka i procesu dydaktycznego 
(w tym jednostki lekcyjnej, zarządzania klasą i materiałów dydaktycznych).

Wśród sposobów rejestrowania pozyskanych informacji, oprócz uzupełniania 
gotowych arkuszy obserwacyjnych, wyróżniono także: nagrania dźwiękowe, rejestrację 
video oraz transkrypcję tekstów, zaś spośród metod analizy danych opisane zostały 
czynności podejmowane w przypadku obserwacji skategoryzowanych (np. technika 
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próbek czasowych) oraz nieskategoryzowanych (np. technika obserwacji dorywczej). 
Zastosowanie poszczególnych technik zostało zaprezentowane na przykładzie wybranych 
badań przeprowadzanych w określonych kontekstach obserwacyjnych.

Marzena S. Wysocka

Die Beobachtung von einer Fremdsprachenstunde 

Zu s a m me n f a s s u ng

Die Beobachtung als ein Forschungsinstrument ist in der Didaktik nicht nur zur 
Beurteilung der Arbeit von zukünftigen Lehrern und Referendaren, sondern auch 
zur Beurteilung der Schüler als auch anderer Elemente des Lehr- und Lernprozesses 
verwendet.

Die Verfasserin bespricht verschiedene Typen der Beobachtung, die Rolle des 
Beobachters und der im Schulmilieu beobachteten Personen/Situationen und danach 
die einzelnen Elemente des Beobachtungsbogens und die Art u. Weise, auf welche sie 
angefertigt werden. Die im Kapitel angebrachten Beispielsbeobachtungsaufgaben betreffen 
den Schüler, die einzelnen Elemente der Sprache und des didaktischen Prozesses (darunter 
die Stundeneinheit, das Verwalten von der Schulklasse und vom didaktischen Material).

Unter den Aufzeichnungsmethoden von eingeholten Informationen werden neben 
der Ausfüllung von fertigen Beobachtungsbögen folgende unterschieden: Tonaufnahmen, 
Videoaufnahmen und Texttranskription, und unter den Datenanalysemethoden werden 
die bei der Beobachtung kategorisierten Handlungen (z.B.: Zeitprobentechnik) und 
nicht kategorisierten Handlungen (z.B.: Gelegenheitsbeobachtung) berücksichtigt. 
Die Anwendung von den einzelnen Methoden wird am Beispiel von ausgewählten in 
bestimmten Beobachtungskontexten durchgeführten Untersuchungen gezeigt.



Joanna Bielska
University of Silesia

The experimental method in action research

1. Introduction

1.1. Experiment in action research — a paradigm clash?

Discussing the use of the experimental method in action research 
studies poses a considerable challenge. According to D ör nye i, action 
research, conducted by or in cooperation with teachers, has as its purpose 
‘gaining a better understanding of their educational environment and 
improving the effectiveness of their teaching’ (2007: 191). Implemented by 
practitioners, it usually consists in systematically searching for a solution 
to some problem or puzzle encountered in the course of classroom practice. 
Therefore, action research, by definition, is said to be situational, that 
is concerned with the immediate context in which it is being carried 
out — the classroom. Consequently, generating knowledge that could 
be generalized beyond the classroom under investigation and would 
contribute to the theory of language learning is not a priority in the action 
research framework. Given that, and taking into account the variety and 
complexity of the factors influencing what goes on in the classroom, it is 
hardly surprising that in carrying out action research, teacher researchers 
draw extensively on qualitative research methods and data collection tools 
such as case studies, interviews, introspective accounts, diaries, journals, 
and observation. Although the data gathered in action research studies 
are sometimes presented in the numerical form, action research is far and 
foremost a grounded, process-oriented, qualitative endeavour.
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The experimental method, in contrast, could be claimed by many to 
represent quantitative research ‘at its most scientific’ (D ör nye i  2007: 
115). Actually, Br ze z i ń s k i  (2008: 9) claims that psychology has become 
an empirical science thanks to the experimental method, introduced as 
a means of testing hypotheses derived from theory. It is enough to have 
a brief look through his recent book on the use of the experimental 
method in the behavioural sciences (Br ze z i ń s k i  2008) to realize how 
much methodological rigour is required in designing an experimental 
study and how closely the experimental method fits the quantitative 
research paradigm. As regards the SLA field, many of its original research 
methodologies were borrowed from the broader disciplines, especially 
psychology, sociology, anthropology, and linguistics, together with the 
principles underlying their reliable and valid adoption and refinement 
(cf. C h aud r on 2005: 762). Consequently, in accordance with its position 
in psychology, the experimental method in SLA, viewed as part of the 
psychometric research tradition (C h aud r on 1988, Br ow n 1988), has been 
consistently placed at the quantitative end of the qualitative-quantitative 
continuum of research methodologies (see e.g. L a r s e n-F r e e m a n 
and L ong  1991: 15). The experimental study, therefore, is primarily an 
ungrounded, outcome-oriented, confirmatory undertaking.

As can be seen from the above discussion, the incorporation of 
the experimental research methodology into action research arouses 
considerable controversy resulting from the incompatibility of their 
corresponding research paradigms. This controversy, however, can be 
minimised when the two approaches are perceived as complementary 
rather than contradictory and an experimental investigation is designed as 
part of a mixed methods study, where qualitative and quantitative methods 
of data collection and/or analysis are combined to increase the strengths 
and eliminate the weaknesses of its component methodologies. According 
to Me r t e n s  (2005, reported in D ör nye i  2007: 164), mixing methods 
has particular value when the issue under investigation is embedded in 
a complex educational or social context. Actually, any issue investigated 
within the action research framework can be said to be embedded in 
such a context. As noted by Nu n a n, ‘classroom researchers appear to 
be increasingly reluctant to restrict themselves to a single data collection 
technique, or even a single research paradigm’ (2005: 236—237). Gr ee ne 
and Ca r ace l l i  (2003, reported in Dör nye i  2007: 168) are probably right 
in claiming that paradigm compatibility is of little relevance to actual 
empirical research, as inquiry decisions should be grounded primarily 
in the nature of the phenomena being investigated and the contexts in 
which the studies are conducted rather than in philosophical assumptions 
or beliefs. Therefore, the choice of the research methods, data collection 
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tools and analytical procedures should be centred around the research 
question. If the research question posed in an action research study 
requires verification of a research hypothesis through an experimental 
investigation, an appropriate type of experiment should be included in 
the research design. The data collected in the experimental investigation 
of language learning can be quantitative, qualitative, or both. The same 
concerns data analysis. Quantitative data will most often be subjected to 
statistical analysis, qualitative data — to interpretive analysis (cf. Grot ja h n 
1987, Nu n a n  1992). However, appropriate procedures of ‘quantitizing’ 
and ‘qualitizing’ data facilitate statistical analysis of qualitative data and 
interpretive analysis of quantitative data (see D ör nye i  2007 for the 
discussion of data transformation). 

Taking all of the above into consideration, I would argue that viewing 
the experimental method from the perspective of mixed methods research, 
which has by now reached the status of ‘the third research paradigm in 
educational research’ (Joh n s on  and O nw ue g bu z ie  2004, quoted in 
Dör nye i  2007: 167), gives researchers a wider repertoire of methodological 
options than considering it as a purely quantitative research method. 
Having said that, I must note that the qualitative aspects of the use of the 
experimental method will not be further discussed in this chapter, as the 
principles underlying qualitative data collection and analysis are common 
to other research methods and have been extensively discussed in several 
other chapters included in this volume.

1.2. Experiments in classroom research — 
contributions to theory and practice

The use of the experimental method in the study of second language 
acqusition has a long and rich tradition. Experimental and quasi-
experimental studies have been successfully conducted both inside and 
outside language classrooms and generated a large body of reliable findings. 
A good example of an issue that has been investigated with the use of the 
experimental methodology is the efficacy of implicit feedback in the form 
of so-called corrective recasts which has been researched through true 
experiments conducted in laboratory settings (see e.g., O r teg a and L ong 
1997, M ac key 1999) as well as quasi-experiments conducted in classroom 
settings (e.g., Doug ht y and Va r e l a  1998, see L ong 2007 for an extensive 
review of this work). Although the data collected in such studies are 
frequently gathered in the language classroom and the research findings 
might in the long run have some effect on designing language teaching, the 
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value of such research rests primarily on its contribution to the theory of 
second language acquisition rather than on the direct teaching implications 
it offers to classroom teachers.

In the case of experiments carried out within the action research 
framework, however, the above-mentioned hierarchy of goals is reversed. 
The value of research findings produced in action research studies is 
judged primarily on the basis of their usefulness for the classroom, be 
that the enhancement of a teacher’s practice (A l lw r ig ht  and B a i le y 
1991, A l lw r ig ht  1993, Wa l l ace 1998) or the more collaboratively effected 
larger-scale methodological change (C r o ok e s  1993, Va n  L ie r  1996, 
Bu r n s  1999, 2005, Rob e r t s  1998). If the methodological principles of 
research design are followed and the generalization of findings beyond 
the immediate context is feasible, the study results may contribute to SLA 
theory building; such contribution, however, is not a defining feature of 
action research. As noted by L ong, ‘SLA theories might provide insight 
into putative universal methodological principles for language teaching 
[…] while saying little or nothing about the inevitable and desirable 
particularity of appropriate classroom pedagogical procedures, in which the 
local practitioner, not the SLA theorist, should always be the expert’ (2007: 
19). Action research, therefore, can be viewed as a means of gaining the 
necessary expertise by ‘the local practitioner’, i.e. a language teacher. To 
use the above mentioned example of corrective recasts again, L ong (2007) 
notes that while a SLA theory might hold the provision of negative feedback 
to be necessary or facilitative in the process of second language acquisition, 
the choice of appropriate pedagogical procedures, ranging from the most 
implicit corrective recasts to the most explicit forms of error correction, 
rests entirely on the teacher working in a particular educational context. 
Experimental studies in action research, therefore, serve the purpose of 
enabling teachers to make, evaluate, or justify their choices concerning 
classroom instruction by testing hypotheses related to the contextualised 
use of pedagogical procedures. Many experimental studies conducted within 
the action research framework are designed to test some methodological 
innovation, be that a set of more innovative teaching techniques, a selection 
of some modern teaching materials, a new coursebook, software package 
or course module. As noted by Komor ow s k a (1982: 111), the purpose of 
such an experiment is the optimalization of the teaching and learning 
process rather than contribution to the theory of language acquisition. 
Viewed from this perspective, the classroom is better considered not as 
an ‘experimental laboratory’ for SLA research, but as a ‘social context for 
language learning’ (Br ee n 1985, reported in Bu r n s 2005: 245). In order to 
provide valid, meaningful results, experiments should be conducted within 
such educational contexts rather than in artificially created settings.
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The two perspectives on the use of the experimental method in language 
learning and teaching have some consequences regarding the methodology of 
conducting experimental research. Psycholinguistic experimental research 
in SLA, most often designed to assess the impact of an isolated variable on 
the development of L2 competence, is characterized by the methodological 
rigour required of the studies whose major objective is testing the scientific 
hypotheses derived from theory. Experiments conducted within the 
action research framework, on the other hand, being educational rather 
than psycholinguistic in character, are often characterised by a certain 
degree of methodological flexibility. For example, rather than isolating 
a single variable to be studied with respect to its effect on the learners’ 
interlanguage development, an experimental study in education may 
involve ‘assessing the effect of a whole range of classroom activities which 
together combine a cluster of theoretically motivated characteristics, and 
which are put together in an educationally viable way’ (H a rley 1989: 331). 
Exactly to what extent the conservative principles of the experimental 
method can be compromised in educational research without seriously 
threatening its validity is a matter of considerable controversy. Some of the 
arguments raised in this debate will be discussed in the remaining parts 
of this chapter.

2. Description of the method

2.1. What is an experiment?

Every day all of us make observations that can easily be described, but 
that are not necessarily equally easy to explain. In the process of language 
teaching, a teacher might note, for example, that some learners make more 
spelling mistakes than others, that in spite of all the speaking activities 
done in the classroom learners’ fluency does not seem to improve, or that 
one group of learners clearly outperform another group on achievement 
tests although they are taught by the same teacher, follow the same syllabus, 
and have the same number of hours of English per week. While describing 
or even documenting such observations is relatively straightforward, 
establishing the causes for the phenomena in question may pose considerable 
difficulty. For instance, slow progress in the development of the learners’ 
discourse competence may be caused by insufficient exposure to language 
used in authentic situations, low motivation or language aptitude of the 
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learners, too little practice, language anxiety and many other factors; it may 
also be caused by several interacting factors. If the teacher decides to search 
for the causes in a systematic way by obtaining, analysing and interpreting 
data related to the problem, the ‘Why?’ question becomes a research question. 
Usually, we ask questions when we do not know the answers. Actually, as 
noted by H at c h and L a z a r at on (1991: 23), that does not mean that we 
have no idea about what those answers might be. After all, in the above 
example we have been able to enumerate a few potential reasons for the 
slow development of the learners’ discourse competence, based on the 
theoretical knowledge of the topic and classroom experience. We could, 
therefore, try to formulate a statement that would be a potential answer to 
the research question. In formal terms, such a statement about an expected 
outcome of the research is called a research hypothesis. The aim of the 
research process is collecting the evidence that will support or not support 
the hypothesis (or hypotheses) stated in a research study. Such hypothesis 
testing, however, would not be possible without carefully controlling the 
variables under study, especially when unambiguous cause and effect 
relationships are to be established. As D ör nye i  points out, ‘to establish 
firm cause-effect relationships is surprisingly difficult because in real life 
nothing happens in isolation and it is hard to disentangle the interferences 
of various related factors’ (2007: 115). The experimental method offers a way 
of such disentangling by introducing research designs in which the target 
variables are measured and manipulated while all the other variables that 
might influence the relationship under study are carefully controlled. An 
experiment, therefore, can be defined as a hypothesis-testing procedure 
designed to establish, in a controlled environment, the existence and 
strength of cause and effect relationships between variables.

As can be seen from the above definition, the notion of a ‘variable’ 
is central to the discussion of experimental designs. Although properly 
identifying, defining and classifying variables constitutes an essential 
element of any good research study, the experimental method is 
particularly sensitive to the lack of precision in this respect. Using v a n 
L ie r’s  (1988) terms, a formal experiment is characterized by a high degree 
of intervention and a high degree of selectivity and thus falls into the 
‘controlling’ space in his model of research designs (see also Nunan 1992: 
5—7). As such, it requires that all the variables to be focused on should be 
specified prior to the study. Moreover, one of the essential characteristics 
of a properly designed experimental study is its replicability (Br ow n 
1988). A study can be described as replicable if it can be reproduced under 
similar conditions by an independent researcher, which is only possible if 
a clear, explicit, and complete report of the original study is available. Such 
a report should contain precise definitions of all the variables under study 
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together with the description of the proposed relationships between them. 
The next section, therefore, deals with the ways of defining, measuring and 
classifying variables.

2.2. Describing variables

2.2.1. Definition and operationalization

A variable can be defined as ‘something that may vary, or differ’ (Brow n 
1988: 7). More specifically, a variable is an attribute of a person or an object 
that can take on different values, i.e. ‘vary’, from person to person, text to 
text, object to object, and/or from time to time (cf. Howe l l  1999, H atc h 
and L a za r aton 1991). Some human characteristics such as gender or first 
language background differ from person to person but do not generally 
vary over time, other characteristics such as age, motivation, or language 
proficiency vary both over time and between individuals. While some of the 
differences between people can easily be observed, others are not directly 
observable. Dividing a group of people into two groups on the basis of their 
gender or ordering a group of students according to their height can be 
done without much difficulty. But what if you were to rank them on the 
basis of their motivation, anxiety, or intelligence? You would have to stop 
and think what it really means to be motivated, anxious or intelligent. It 
would soon turn out that the task poses considerable difficulty. As noted 
by Brown (1988), it is important to distinguish variables, i.e. what can be 
observed of the human characteristics, from the underlying constructs 
that they represent. For example, a learner will be considered gifted when 
he or she shows certain characteristic behaviours or abilities associated 
with giftedness such as solving difficult analytical tasks in a very short 
time, composing a symphony at the age of five, or acquiring a foreign 
language at a very high rate. While giftedness or language aptitude are 
broad abstractions, composing a symphony or successfully working out the 
rules of an artificial language are observable signs of the actual human 
characteristics.

Designing a good experimental research study requires that the 
theoretical terms used to describe abstract characteristics can be translated 
into the language of empirical terms. The process of searching for the 
empirical equivalents of theoretical terms is called the operationalization of 
variables (cf. F r a nc u z and M ac k iew ic z 2007: 54). In Brow n’s  words, ‘an 
operational definition should take a variable out of the realm of theory and 
plant it squarely in concrete reality’ (1988: 8). This is a critical stage in the 
process of constructing any experimental study. The operational definitions 
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used in the study will have direct influence on the internal and external 
validity of the study. If they are adequate descriptions of the constructs in 
question, that is, if ‘pieces of data collected to represent a particular con- 
struct really succeed in capturing the construct’ (H atc h and L a za r aton 
1991: 38), the validity of the study will be increased. In other words, you 
will feel more confident in any claims you decide to make.

F r a nc u z  and M a c k ie w ic z  (2007: 56) note that we can talk not 
only about theoretical and empirical terms, but also about theoretical and 
empirical sentences. The contruct validity of the operational definitions 
used in the study will have a profound effect on the relationship between 
the two types of sentences. Research questions as well as the answers to 
them are usually formulated as theoretical sentences, i.e. ones containing 
at least one theoretical term. In contrast, the results of an experiment take 
the form of empirical sentences, i.e. ones that do not contain any theoretical 
terms. Inappropriate operationalization, therefore, may result in the 
conclusions being questioned. For instance, if you found in a study that 
the group of subjects whose errors were consistently corrected obtained 
higher scores on a multiple-choice vocabulary posttest than the group of 
subjects whose errors were ignored, could you safely conclude that error 
correction facilitates vocabulary acquisition? If you did, your critics might 
argue that vocabulary acquisition is something more than performance on 
a written vocabulary test composed of multiple-choice items and claim that 
your conclusions are unjustified. As many contructs relevant to language 
learning and teaching are extremely difficult to define in empirical terms, 
the operational definitions should always be kept in mind when you 
read, evaluate, and compare the results of research reports (H at c h and 
L a z a r at on  1991). Designing and conducting an experimental study is 
a laborious and time-consuming process. However, no matter how much 
time and effort is invested in data collection and analysis, the conclusions 
will always be limited by the operational definitions used in the study. As 
stressed by F r a nc u z and M ac k iew ic z, ‘operationalization is the key to 
the experiment’ (2007: 54).

2.2.2. Measurement

Experimental studies are designed to test hypotheses concerning cause-
effect relationships between variables. Assessing the strength of such 
relationships with any degree of confidence would not be possible without 
appropriate measurement of the variables under study. As in other types 
of quantitative research, data collection procedures used in experimental 
studies yield numerical data which are then subjected to different types 
of statistical analysis, including hypothesis-testing procedures. All 
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the variables included in experimental designs, therefore, need to be 
quantified. However, many variables that are of interest to educational 
psychologists and applied linguists cannot easily be observed, let alone 
precisely measured. The choice of the appropriate method of measurement 
is not always straightforward. As noted by H atc h and L a za r aton, ‘the 
way you measure variables will depend in part on the variable itself and its 
role in the research, and in part on the options available for the precision of 
measurement’ (1991: 59). The description of the way in which a variable is to 
be measured in a given study should always be included in its operational 
definition.

Depending on the method of measurement, variables can be divided 
into two major classes: continuous variables (e.g. test scores) in which the 
variable can take on any value between the lowest and highest points on 
the scale, and noncontinuous (discrete) variables (e.g. gender, type of school) 
in which the variable can take on only a relatively few possible values (cf. 
Howe l l  1999: 20). This division, however, is very general and does not 
take into account some essential differences in types of measurement. 
A very useful and widely accepted division of variables based on the types 
of measurement was proposed by an American psychologist S.S. Steve n s 
(1951), who distinguished four types of scales (nominal, ordinal, interval, 
and ratio), also called levels of measurement, as they can be arranged 
hierarchically according to the degree of precision in measurement (cf. 
Br ow n 1988, Howe l l  1999, Br zezi ń sk i  2008). Data from more precise 
measurement can be converted to data from less precise measurement, but 
not vice versa.

Nominal scales are generally used for the purpose of classifying 
categorical data, that is naming categories and assigning category labels to 
observations. Nominal scales can be dichotomous (when the variable has 
two levels, e.g. yes/no) or consist of more than two categorical values. For 
example, the nominal variable ‘type of school’ might have three levels (1 = 
primary, 2 = lower secondary, 3 = secondary), the variable ‘proficiency level’ 
might have two, three, four or more levels depending on the framework 
of reference. The categorical values on nominal scales are qualitative in 
character. The classification numbers often used to code data are labels 
representing levels of the nominal variable and have no arithmetic value. 
The observations falling into the nominal scale categories can be tallied, 
resulting in so-called frequency counts, which show how often something 
occurs in the data. These frequencies do have arithmetic value (for a more 
detailed discussion see H atc h and L a za r aton 1991).

Ordinal scales are used to order people, objects, or events along some 
continuum (Howe l l  1999: 16). For example, individual students (or groups 
of students) can be ranked from best to worst on the basis of an achievement 
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test, or from ‘very unmotivated’ to ‘very motivated’ on the basis of self-
report data. The defining feature of ordinal measurement is that it ‘orders 
responses in relation to each other to show strength or rank’ (H atc h and 
L a z a r at on 1991: 57). While the numbers used in an ordinal scale have 
arithmetic value, no information is given about the intervals between the 
points on the scale.

Interval scales are scales with equal intervals between scale points. 
Apart from ordering data, they provide information as to the actual 
distance between the ranks. The general assumption is that each interval 
means an equal increment. Typical data generated with the use of interval 
scales are test scores, especially on standardized tests. It is a matter of 
some debate whether the scales typically used in questionnaires such as a 
4-, 5-, 7- or 9-point scales ranging from ‘never’ to ‘always’, ‘very unhappy’ 
to ‘very happy’ or, as in Likert-type scales, ‘strongly disagree’ to ‘strongly 
agree’, should be considered interval or ordinal scales (see e.g. F r a nc u z 
and M a c k ie w ic z  2007, H at c h  and L a z a r at on  1991). The issue is 
important as it has an effect on decisions concerning statistical analysis of 
the data. The general tendency is to use wider scales as they more closely 
approximate equal intervals.

Ratio scales have all the properties of interval scales, but they differ 
from them in two aspects: they have an absolute zero value (while the 
lowest value on an interval scale is arbitrary) and, as noted by Br ow n 
(1988: 22), the points on the scale are precise multiples of other points on 
the scale. While 20 seconds is twice as long as 10 seconds, and 0 seconds 
means no time at all, we cannot really say that a person with a test score of 
40 points knows twice as much English as a person who scored 20 points, 
and zero points on a test do not indicate total lack of language competence. 
For these reasons, ratio scales are not usually used in applied linguistics 
research.

The choice of the method of measument for the variables to be studied 
in a research project is an important decision on the part of the researcher, 
as it will influence the ways in which data are arranged, described and 
analysed. Consequently, it will have an effect on the final conclusions that 
can be drawn from the study.

2.2.3. Function

Properly designing an experimental research study involves not only 
identifying all the variables that relate to the research question, but also 
classifying them with respect to their functions. Experimental studies 
are designed to investigate how some variables affect other variables, 
so decisions concerning their roles in a research design, based on the 
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researcher’s intuitions as to the links between the phenomena in question, 
will directly influence the logic of the study.

The basic functional division of all the variables in a study involves 
classifying them as either dependent or independent. The dependent 
variable is the central variable in a study. It is believed to ‘depend’ on other 
variables, called independent variables, in the sense that the independent 
variables affect or cause a change in the dependent variable. While the 
dependent variable is always, in Br ow n’s  words, ‘the variable of focus’ 
(1988: 10), the independent variables may be further subdivided according 
to the nature of their relationship with the dependent variable and the 
researcher’s intentions concerning their place in the study design. The basic 
link to be investigated in the study is that between the major independent 
variables and the dependent variable. In an experimental study, the major 
independent variable will be manipulated in order to determine (and 
measure) its effect on the dependent variable. Some independent variables 
will influence the dependent variable indirectly, by mediating or moderating 
the relationship between the independent and dependent variables. If such 
a variable is included in the study design, it is called a moderator variable. 
If, however, it is not included in the study because it has not been or cannot 
be identified, it is called an intervening variable (cf. H atc h and L a za r aton 
1991, see also Br ow n  1988 for a different definition of an intervening 
variable). The last type of independent variables are control variables, 
that is variables which might affect the dependent variable, but are not of 
central concern in a particular research project, so their potential effect 
on the outcome needs to be controlled (H atc h and L a za r aton 1991). In 
the case of nominal variables, this can be done by limiting the study to 
just one level of the control variable, at the same time, however, limiting 
the generalizability of the study. In the case of continuous variables, their 
effect can be controlled with the use of appropriate statistical procedures 
at the stage of data analysis.

Not all variables influencing the dependent variable can be identified 
and taken into account in planning a research design. As stressed by H atc h 
and L a z a r at on, ‘in all research, we can only account for some portion 
of the variability that we see in the major, dependent variable’ (1991: 68). 
There will always be factors that have not been considered and might be 
the cause of ‘error’ in the study. However, care should be taken to minimize 
that error by carefully analysing the context of the study so that the most 
important sources of variability in the dependent variable are identified 
and taken into account in planning a research project.
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2.3. Types of experiments

The major aim of conducting experimental research in the behavioural 
sciences is to predict and explain human behaviour. To that end, as has been 
noted before, experiments are designed with the purpose of establishing 
causal relationships between variables. In the case of classroom research 
that usually means identifying the causal link between some treatment 
(e.g. a new teaching strategy) and its consequence (e.g. language learning 
outcomes). According to Dör nye i, ‘the main strength of the experimental 
design is that it is the best method — and some would claim the only 
compelling method — of establishing cause-effect relationships and 
evaluating educational innovations’ (2007: 120). In order to establish such 
links in a valid and generalizable manner the experimental design has to 
satisfy certain criteria.

The first one concerns random selection and random assignment of 
subjects. The principle of random selection means that every member of the 
target population, i.e. all the people to whom the results of the study will be 
generalized, should have an equal chance of being included in the sample, 
i.e. the group of people who will actually be studied in the experiment. 
Random assignment, on the other hand, concerns assigning subjects to 
the comparison groups included in the experimental design in that each 
member of the study sample should have an equal chance of being included 
in any of the experimental or control groups used in the study. The main 
goal of random selection is assuring the representativeness of the sample 
with respect to the population, so that generalization of the research 
findings is justified. In other words, random selection enhances the external 
validity of the study. The role of random assignment is to eliminate any 
preexisting differences between the comparison groups in order to assure 
their equivalence, so that any effects found in the study can be attributed to 
the independent variable. Random assignment will therefore enhance the 
internal validity of the study and, indirectly, its external validity (a study 
which does not have internal validity cannot have external validity). The 
second criterion also deals with strengthening the internal validity of the 
study as it requires establishing the baseline for comparison. Apart from 
the experimental group subjected to the treatment under investigation, at 
least one control group receiving the unmarked (or standard) treatment 
should be included in an experimental study.

The experimental design that satisfies both criteria is called a true 
experimental design. It has experimental and control groups and random 
selection and assignment of subjects. Unfortunately, in educational 
contexts, random selection and random assignment of subjects are hardly 
ever possible. Moreover, as noted by Komor ow s k a (1982: 109), limiting 
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the use of the experimental method in language teaching methodology to 
experiments conducted with random selection at the level of individual 
subjects rather than classes or schools is actually disadvantageous. All 
in all, true experimental designs are rarely used in applied linguistics 
research, let alone action research.

Most of the experimental studies in our field use quasi-experimental 
designs, which have experimental and control groups but no random 
assignment of subjects. These studies are usually conducted with so- 
called intact groups, formed for purposes other than the research project. 
Since the randomization procedures have not been observed, the validity 
of the study is under threat. Researchers differ as to whether quasi-
experimental designs can establish causal links and whether their findings 
can be generalized. H atc h and L a za r aton, for example, claim that ‘when 
random selection is not possible, causal claims are also impossible’ (1991: 
85) and that ‘we cannot generalize anything from the results unless we have 
appropriate subject selection’ (1991: 42). In their view, quasi-experimental 
designs can only be used to give evidence in support of links between 
variables for the classes participating in the research. In contrast, other 
researchers (Joh n son and C h r i s te n se n 2004, D ör nye i  2007) believe 
that randomization is not the only way of eliminating threats to validity, 
and that if certain procedures are applied to assure the representativeness 
of the sample and the equivalence of the control and experimental groups, 
a quasi-experimental design can produce meaningful findings which can 
be generalized beyond the immediate context of the study. As D ör nye i 
concludes, ‘as a result, it is generally accepted that properly designed and 
executed quasi-experimental studies yield scientifically credible results’ 
(2007: 118). However, a detailed description of the population to which the 
findings will be generalized must be provided in order to avoid the risk of 
overgeneralization.

The last type of experimental research design, which fails to meet 
both criteria, is a pre-experimental design. In pre-experiments there is 
no control group, and, consequently, no random assignment of subjects. 
As a result, pre-experimental designs are incapable of generating data 
necessary to test research hypotheses. They can, however, be quite useful 
in piloting materials or testing procedures to be used in a more complex 
research study. They also provide useful insights and generate hypotheses 
concerning language learning and teaching, which can later be tested with 
more rigorous research methods.

7 Action…
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2.4. Choosing a research design

The number of options available in selecting an experimental research 
design is quite impressive. In their classic text on experimental research, 
Ca mpbe l l  and St a n ley (1963) list sixteen different design types. However, 
the experimental designs traditionally used in educational research 
are more limited in number, the most commonly used ones are briefly 
discussed below. What has to be stressed, though, is that there is space 
for creativity in designing an experimental study. In planning a research 
project, you should first and foremost consider your research question and 
then choose or construct a design which will help you generate valid and 
reliable findings. In the schematic representations used below, X stands for 
the independent variable (treatment), Y for the dependent variable, E for 
the experimental group, C for the control group.

2.4.1. One-shot design 

X — Posttest Y

The so-called one-shot design is a type of pre-experimental design. This 
type of experimental research involves giving treatment to one group of 
subjects followed by a test (note that the word test is a cover term for any 
type of measurement). The general idea is that the effectiveness of the 
treatment can be evaluated by the test. Unfortunately, even if the treatment 
and measurement are carefully documented, the findings may not be valid. 
The results obtained on the test may be the effect of the treatment or may 
be attributed to factors other than the treatment, such as the subjects’ 
history or maturation. The only thing that Ms Brown (see Figure 1) can do 
is describe the data and reflect on it. However, even if it seems that the new 
handbook has worked, continuing with its use or recommending it to other 
teachers could not be justified by the data.

Disappointed with the coursebook she had been using for several years, Ms Brown, an EFL 
teacher in a lower secondary school, decided to try out a new, more innovative coursebook 
with the class of first-graders she was about to start teaching. She chose the book and fol-
lowed it closely for two semesters. In order to evaluate the effectiveness of the coursebook, 
at the end of the school year she administered a test to see if her students met the objectives 
set for the course.

Fig. 1. An example of one-shot design
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2.4.2. One-group pretest-posttest design 

Pretest Y — X — Posttest Y

The one-group pretest-posttest design constitutes an improvement over 
the one-shot design in the sense that the researcher can rest assured that 
the subjects did not know the material tested on the posttest prior to the 
treatment. On the other hand, however, administering the pretest may 
threaten the validity of the study due to the so-called practice effect, the 
subjects may simply learn the material included in the pretest, which will 
influence the scores they get on the posttest. Moreover, the pretest may 
give the subjects some idea as to what they are supposed to learn during 
the study. As a result, the study outcomes might be influenced by subject 
expectancy. If Ms Brown (see Figure 1) included a pretest in her study, 
she could make sure that the change between pretest and posttest scores 
occurred due to the factors working within the duration of the study 
rather than prior to it. The claim that the use of the handbook was the 
only factor causing that change would not, however, be justified. The one-
group pretest-posttest design, therefore, cannot be used to test research 
hypotheses concerning relationships between variables. It can, however, 
be used to gather preliminary data through pilot studies. As in any other 
design where the pretest is used, the researcher should control for practice 
effect and subject expectancy.

2.4.3. Control group pretest-posttest design

Pretest Y (C) — X1 — Posttest Y (C)

Pretest Y (E) — X2 — Posttest Y (E)

The control group pretest-posttest design is probably the most popular 
experimental design. Through including a control group, the researcher 
eliminates some of the threats to the internal validity of the study by 
introducing the baseline for comparison. Underlying the logic of this design 
is, in Dör nye i’s words, ‘a simple but ingenious methodological idea’ which 
he describes as follows:

First, take a group of learners and do something special with/to them, 
while measuring their progress. Then compare their results with data 
obtained from another group that is similar in every respect to the first 
group except for the fact that it did not receive the special treatment. If 
there is any discrepancy in the results of the two groups, these can be 

7*
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attributed to the only difference between them, the treatment variable 
(D ör nye i  2007: 116).

An example of the above procedure is given in Figure 2. The strength of 
this experimental design comes from the fact that it involves both within-
groups and between-groups comparisons. What can be established is not 
only whether the experimental treatment worked, but also whether it 
actually worked better (or worse) and how much better (or worse) than the 
standard treatment administered to the control group.

Having taught two groups of third-grade grammar school students for eight weeks, Ms Bird, 
an EFL teacher, administered a proficiency test to check her students’ progress towards pro-
ficiency level B1, which they were required to reach by the end of the semester. Analysing the 
test results, she noticed that in both the groups the students’ scores on the listening compre-
hension component of the test were significantly lower than those on the remaining parts of 
the test (Reading, Use of English, Writing). She had a feeling that although the coursebook 
she had been using contained quite a lot of listening comprehension tasks, they were very 
artificial and relatively simple, probably not contributing much to the development of the stu-
dents’ listening skills. Before asking the students to buy a new book, however, she wanted 
to make sure that her interpretation of the reasons for the low listening scores was correct. 
In order to check whether it was really the listening comprehension material included in the 
book that could be blamed for the disappointing results and at the same time in an attempt 
to remedy the situation by introducing a specially prepared set of more challenging listening 
comprehension tasks based on the recordings of authentic language, Ms Bird designed a 
quasi-experimental study to be conducted over the next eight weeks. The two groups she 
had been teaching were randomly designated as the experimental group and the control 
group. For the next eight weeks the control group received regular instruction based on the 
coursebook, whereas in the experimental group the listening comprehension tasks included 
in the coursebook were replaced by the new tasks prepared by Ms Bird. At the end of the 
treatment, another B1 proficiency test was administered, equivalent in form and content to the 
test administered prior to the study. The results of the study were then subjected to statistical 
analysis, which confirmed Ms Bird’s intuitions.

Fig. 2. An example of control group pretest-posttest design

Ingenious as it may be, the classic experimental design is not without 
problems. As has been mentioned before, assuring the equivalence of the 
control and experimental groups is not always possible. The potential 
effect of the pretest on the posttest scores needs to be taken into account 
as well. Moreover, the results may be influenced by the so-called 
Hawthorne effect. The experimental treatment in educational research 
usually involves some innovation, which is likely to be more attractive 
to the subjects than regular instruction. The differences in performance 
between the control and experimental groups may be, at least to some 
extent, caused by the pleasure of being treated in a special way rather 
than by the character of the treatment itself. Moreover, the different 
outcomes may be caused by researcher expectancy. The researcher may 
be so focused on trying to ‘prove’ that the innovation is superior to the 
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standard that it may influence the way the treatments are administered, 
resulting in biased outcomes. Care should be taken to minimize the effect 
of such extraneous variables (see Br ow n 1988 for a useful discussion of 
the ways to control extraneous variables).

Despite the above limitations, the control group pretest-posttest design 
is a powerful design, capable of providing evidence in support of cause-
effect relationships. The classic experimental design has many variants. 
It may include more experimental and/or control groups. It can also be 
improved by introducing delayed posttests in order to assess the long term 
effects of the treatment.

2.4.4. Time-series design

Pretest 1 (Y) — Pretest 2 (Y) — Pretest 3 (Y) — X1 — Posttest 1 (Y) — 
— Posttest 2 (Y) — Posttest 3 (Y)

Time-series designs are used when for some reason including a control group 
is impractical or impossible. Since that is often the case in action research, 
where quite often the data are collected from one intact group, time-series 
designs are very useful in research conducted by practitioners. In time-
series designs, the class is its own control group. First, in order to establish 
the normal growth in performance over a period of time, several pretests 
are taken by the subjects. As the next stage the experimental treatment is 
administered, followed by a series of posttests. A sudden growth (or drop) 
in performance following the treatment would indicate its effect. There are 
many variations in time-series designs (see e.g. H at c h and L a z a r aton 
1991, Komor owsk a 1982). Moreover, they can be combined with designs 
using control groups, which would maximize the advantages and minimize 
the drawbacks of both types of designs.

The major advantage in time-series designs is that they document the 
learning process rather then focusing only on its final product. Additionally, 
as the same group serves both as the control and the experimental group, 
the threat of using non-equivalent groups is eliminated, which enhances 
the validity of the study. There are, however, a few disadvantages of the 
time-series design. For example, multiple testing increases the risk of the 
measures influencing each other (practice effect) or, especially when the 
tests measure attitudes rather than learning outcomes, causing a change 
in the subjects (reactivity effect). Moreover, time-series designs are 
longitudinal designs, so the data collection process requires more time than 
an equivalent design with a control group. An example of a study based on 
the time-series design is presented in Figure 3.
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Mr Edwards noticed that the compositions of his third-grade lower secondary school students 
were full of errors in the use of tenses, although the students did not usually make them when 
filling in grammar exercises in their workbooks. He had an idea that a series of workshops 
integrating grammar instruction with reading and writing activities would remedy the situation. 
In order to evaluate the effectiveness of the workshops, Mr Edwards decided to conduct an 
action research study using a time-series design. Every two weeks he asked his students to 
write an in-class composition in which they were to narrate a story. Analysing the data, Mr 
Edwards calculated the error rate for each student (the number of errors in tensed verbs was 
divided by the total number of finite clauses used in the composition). After six weeks the 
students participated in three 90-minute workshops that he had prepared. In the six weeks 
following the workshops the students wrote another three compositions, one every two weeks. 
The comparison of mean error rates on all six compositions revealed a rapid drop following 
the workshops. Mr Edwards was pleased to see that the workshops had a positive effect on 
his students’ outcomes.

Fig. 3. An example of a time-series design

2.5. Analysing data

A detailed discussion of quantitative data analysis falls beyond the 
scope of this chapter. The choice of statistical tests will depend on the 
research question, the type of experimental design and the type of data 
collected in the study. Regardless of the research design, however, the 
statistical procedures used in quantitative research can be divided into two 
different types defined by their function. Descriptive statistics, as the name 
suggests, are used to ‘describe’ a set of data, to organize and summarize 
it in a logical way so that it becomes interpretable. Inferential statistics, on 
the other hand, are used to give us confidence in any general claims we 
want to make on the basis of what has been observed in the sample. In 
other words, inferential statistics are used to guard researchers against 
making unreasonable generalizations on the basis of limited data. While 
descriptive statistics will be used to analyse data in any quantitative study, 
the use of inferential statistics is allowed only when the sample can be 
regarded as representative of the population to which the findings are to 
be generalized.

2.5.1. Descriptive statistics

There are three types of descriptive statistics: frequency counts, 
measures of central tendency, and measures of variability. They will be 
discussed in turn.



103The experimental method in action research

Frequency counts
Frequency data show how often a variable is present in the data. The data 
are noncontinuous and describe nominal (discrete) variables (H atc h and 
L a za r aton 1991: 62). The simplest way of describing a set of data that are 
frequencies are frequency counts, which can be summarized in tables or 
presented graphically in the form of bar graphs, histograms, frequency 
polygons, etc. In this way you can display, for example, how many subjects 
in your sample fell in a particular category (e.g. male/female, beginner/
intermediate/advanced, etc.). When you have a relatively small data set, the 
raw frequency totals can usually be used. With larger data sets, however, 
reporting relative frequency such as percentage or proportion may be more 
informative (for more details see H at c h and L a z a r aton 1991, Howe l l 
1999).

Measures of central tendency
Score data show how much of a variable is present in the data. The data 
are continuous and describe ordinal or interval variables (H at c h  and 
L a za r aton 1991: 62). Plotting the values of the dependent variable against 
their frequency of occurrence results in the distribution of values in the 
data. Measures of central tendency, the mean, the median, and the mode, 
are used to describe the central point of the distribution.

The most commonly used measure of central tendency is the mean, 
which is the sum of the scores divided by the number of scores in a data 
set, that is, the arithmetic average of the scores in a data. The mean takes 
all scores into account and is the only measure of central tendency which 
can be manipulated algebraically. It may, however, be seriously affected 
by extreme scores, so before calculating the mean it is always advisable to 
examine the distribution for outliers (scores that stand out from the rest of 
the distribution).

The median is the score which is the midpoint of the distribution. In 
other words, it is the middle value in the scores arranged in numerical 
order. Half of the scores fall below the median, and half above it. If the 
number of scores is odd, the median is the middle score, if the number 
of scores is even, the median is the average of the two middle scores. The 
median is not seriously affected by extreme scores. It is often used when 
the data describe an ordinal variable.

The mode is the most commonly occurring score in a set of scores. It is 
most easily obtained by drawing a frequency polygon of the data and finding 
the score corresponding to the peak of the polygon. As noted by H atc h and 
L a za r aton (1991: 161), the mode is the measure of central tendency which 
is most seriously limited because it is easily affected by chance scores. 
What is more, the mode depends on how the data are grouped. However, 
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exploring the distibution for the number of ‘peaks’ is essential, since it may 
be, for example, bimodal or trimodal rather than unimodal, a feature which 
the mean or the median will not detect.

As an example, consider the following data set: 3, 5, 7, 9, 11, 9, 5, 10, 11, 4, 
11, which after rearranging it in numerical order would be: 3, 4, 5, 5, 7, 9, 9, 
10, 11, 11, 11. The measures of central tendency for this data set take on the 
following values: the mean — 7.73, the median — 9, the mode — 11.

Measures of variability
While measures of central tendency show the most typical score for a set 
of data, measures of variability (or dispersion) provide information on 
the degree to which individual scores vary from the central point in the 
distribution. The most commonly used measures of variability are the range 
and the standard deviation.

The range is defined as the distance between the highest and the lowest 
score. It is a useful, first measure of variability. However, the range is 
largely dependent on extreme scores, which makes it an unstable measure 
of variability.

The standard deviation, formally defined as the square root of variance 
(sum of the squared deviations about the mean divided by N-1), is best 
understood as similar to, though not equivalent to, the average of the 
deviations of the scores (ignoring the negative signs), a deviation being 
the distance of a score from the mean. The standard deviation, therefore, 
is a statistic that shows how much the scores are spread around the given 
mean. The larger the standard deviation, the more spread out are the scores 
(cf. F it z- Gibb on and Mor r i s  1987).

In the above example of data set, the measures of variability take on the 
following values: SD — 3.04, Range — 8.

2.5.2. Inferential statistics

Inferential statistics, as has been noted above, are used to help the 
researcher to make generalizations from the sample to the population under 
study. The role of this type of statistics, therefore, is to justify inferential 
claims. To put it simply, using inferential statistics (or significance testing, as it 
is sometimes referred to) allows us to rule out, more or less, the anxiety that 
a relationship in our sample is just a chance pattern which might not have 
been there had we happened to look at other samples (F it z- Gi bb on and 
Mor r i s  1987). The choice of the statistical procedure to establish the amount 
of confidence you can have in your findings will depend on the number of 
independent and dependent variables, the number of levels in each variable, 
type of comparisons to be made in the study, type of data collected, meeting 
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the assumptions of a particular test, etc. All these procedures, however, are 
based on the same underlying logic of hypothesis testing. The result that you 
get is the estimated probability that the claims you want to make on the basis 
of your data are actually wrong. Thus, in statistics, the level of significance 
is expressed in terms of a decimal fraction where p<.05 means that there is 
less than five per cent probability that your results arose by chance, p<.01 
means that there is less than one per cent probability that your results arose 
by chance, etc. (cf. Nor ton 2009).

In order to estimate the statistical significance of the relationship 
found in the sample data, the researcher needs to formulate two mutually 
exclusive hypotheses, which are the statements about the possible outcomes 
of the study: the null hypothesis (H0), which usually takes the form of the 
statement of no difference or no relationship, and the alternative hypothesis 
(H1), which will be adopted if the null hypothesis is rejected, usually it is 
the same as the research hypothesis. If, for example, a statistical test is 
used to compare the mean scores obtained in the experimental and control 
groups, the hypotheses might be formulated as follows:

H0: There is no difference between the population means of the experimental 
and control groups (µE = µC).
H1: There is a difference between the population means of the experimental 
and control groups (µE ≠ µC).

The alternative hypothesis stated in this way is called a two-tailed (or 
nondirectional) hypothesis, as no claims are made as to the direction of the 
difference. The alternative hypothesis could also be formulated as a one-
tailed (or directional) hypothesis, e.g.:

H1: The experimental population mean is higher than the control population 
mean (µE > µC),
or
H2: The experimental population mean is lower than the control population 
mean (µE < µC).

As the next step in hypothesis testing, you need to state the probability level 
(α-level), which is the level of significance at which you will feel confident 
in rejecting the null hypothesis. In applied linguistics research the α-level 
is usually set at .05 where there are 5 chances in 100 of being wrong and 95 
chances in 100 of being right in rejecting the null hypothesis (H atc h and 
L a za r aton 1991: 232).

Having set up the probability level, you need to choose an appropriate 
statistical test. For example, testing the above-listed hypotheses involves 
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the comparison of means of two independent samples. The appropriate 
statistical test to apply for this purpose would be the t-test for independent 
groups or, if the assumptions for the t-test are not met, the Mann-Whitney 
U test. Irrespective of the procedure, however, after the computer has 
done its job, you will end up with the p-value, which, as has been noted 
before, is the estimate of the probability of being wrong in rejecting the 
null hypothesis. Now you need to make a decision if you can safely reject 
the null hypothesis. If the obtained p-value is lower than the α-level you 
have set for the study, you can reject the null hypothesis (and accept the 
alternative hypothesis). If, however, the obtained p-value is higher than the 
α-level, the null hypothesis cannot be rejected.

While establishing statistical significance of your claims is an important 
part of quantitative data analysis, your findings still need to be interpreted. 
As Br ow n notes, ‘the notion of significance does not necessarily imply 
meaningfulness’ (1988: 122). The fact that an observed phenomenon is 
most probably true in the population and not just in the sample does not 
necessarily mean that it is important (D ör nye i  2007). Moreover, when 
drawing conclusions, you should always keep in mind that the numbers 
you get are just imperfect operationalizations of the constructs under 
investigation, so they should be approached with some caution. As Nor ton 
puts it:

If you decide to take an experimental approach in your pedagogical action 
research, the benefits are that you will have a research study where the 
evidence will be quantitative, and statistical analysis will allow you to 
interpret the statistical significance of your findings. You will still need to 
be very careful though in not overgeneralising from your findings, as no 
matter which basic experimental design you choose, you are not working 
in a laboratory with inert substances but in the field where educational 
research with human participants is never straightforward and rarely 
produces clear-cut findings which cannot be challenged (2009: 106).
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3. Overview of sample studies

As noted by Nu n a n (1992: 91), experimental studies are comparatively 
rare in classroom research where the data are collected in genuine 
classrooms, that is, from the intact groups of learners. Since they are 
time-consuming, labour intensive, and require some expertise in research 
methodology and quantitative data analysis, teacher-researchers rarely 
choose this research method. Even if they do, the results of their work 
seldom get published. More reports of such studies come from professional 
researchers working in collaboration with practicing teachers. These studies, 
however, often go beyond what may traditionally be classified as action 
research. Below I present one experimental research study that, although 
inspired by theoretical considerations, produced results meaningful to 
the practice of foreign language teaching and learning. The first study is 
discussed in considerable detail, the second one is summarized in Table 1.

Study 1

The study was conducted at the University of Granada, Spain, by Diane 
Naug ht on  (Naug ht on  2006). The study focused on investigating the 
effect of a cooperative strategy training program on the patterns of oral 
interaction with the aim of enhancing small group communication in the 
classroom. The rationale for the study was the observation that not all 
communication among learners in the foreign language classroom leads to 
language learning gains. As noted by Naug hton in the introduction to the 
study, SLA research suggests that in order to profit from communicative 
interaction learners need to engage in negotiation for meaning (e.g. 
L ong 1996) where communicative misunderstandings trigger some type 
of feedback (e.g. P ic a  1994) leading to noticing the gap between the 
learner’s interlanguage and the target language model (Schmidt 1990). 
L2 development is also said to be facilitated by learners’ engaging in 
negotiation of form, for instance, when they interact with each other in 
order to produce collaborative output (e.g. Sw a i n and L apk i n 1998). The 
role of collaborative effort in language development is also stressed when 
language learning is viewed from a sociocultural perspective (Vygot sk y 
1981) where ‘linguistic development is seen to emerge through the social 
mediation of the group’s activity’ (Naug ht on  2006: 170). According 
to Naughton, however, due to certain limitations, the monolingual FL 
classroom environment does not necessarily encourage interaction patterns 
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that are conducive to L2 development. Nevertheless, learners can be taught to 
engage in communicative tasks in ways that enhance language learning. The 
quasi-experimental study reported on in the article was set up in order to 
evaluate the effectiveness of the collaborative strategy training program that 
had been designed to teach the learners how to successfully use the following 
four strategies: using follow-up questions, requesting and giving clarification, 
self- or other-repair (recasts), and requesting and giving help. To this end, 
the following research questions were posed (Naug hton 2006: 172):
1. Will the overall interaction patterns that emerge during small group 

discussion be affected by cooperative strategy training?
2. To what extent do students interact strategically before training and 

can strategic interaction be further encouraged through the training 
program?

3. With what frequency do students use the individual strategies before 
and after exposure to the program?

The study sample was composed of forty-five adult Spanish EFL students 
coming from five intact classes that were randomly designated as two 
control groups (N=21) and three experimental groups (N=24). Within 
each class, the students were subdivided into groups of three. The data 
on interaction patterns were gathered in two videotaping sessions. The 
triads were videotaped in a small conference room by their classroom 
teacher at the beginning (pretest) and the end (posttest) of the eight-
week experimental period. All the triads took part in the same pretest 
and posttest unstructured discussion task (they were given a card with 
the main topic and possible subtopics to discuss). The overall participation 
was measured by the number of turns taken. A turn was defined, after 
C h aud r on, as ‘any speaker’s sequence of utterances bounded by another 
speaker’s speech’ (1988: 45). Use of interaction strategies was defined by 
the number of times the students engaged in asking follow-up questions, 
requesting and giving clarification, self- and other-repair, and requesting 
and giving help. The data were gathered with the use of an observation-tally 
form filled in by the researcher and two independent raters. In the course 
of the study, the experimental groups received 8 hours of strategy training 
as a part of their regular 40-hour EFL course. In the control groups, the 
same time was devoted to unstructured small group discussion work, in 
which the students were given some topics to discuss.

The data were analysed with the use of descriptive and inferential 
statistics. As regards the first research question, some evidence was found 
in support of the hypothesis that cooperative strategy training had an effect 
on the overall participation in small group communication. Descriptive 
statistics showed that the mean number of turns taken in the experimental 
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groups increased between pretest and posttest measures and the mean 
number of turns taken in the control groups decreased. This finding was 
confirmed by some, though not all, inferential statistics computed in the 
study. Naug hton’s  conclusion was that the strategy training program had 
some effect on the interaction patterns of the experimental group students, 
though the results should be viewed with some caution. As concerns the 
second research question, the difference between pretest and posttest 
scores on total strategic participation was not statistically significant in the 
control groups (p>.05), whereas a pronouced increase between the pretest 
and posttest was found in the experimental groups (p<.05). In Naug hton’s 
opinion, it seems that the strategy training led to an increase in overall 
strategy use, whereas working in unstructured small groups did not. In 
order to address the third research question, the effect of strategy training 
on strategy use was analysed separately for all four interaction strategies. 
The use of follow-up questions did not change in the control groups (p>.05), 
but it significantly rose in the experimental groups (p<.05). The same pattern 
was found for requesting and giving help. As regards requesting and giving 
clarification, a decrease was observed in the control groups (p<.05), and 
an increase in the experimental groups (p<.05). The use of self- and other- 
repair increased in both the control and experimental groups (p<.05). 
Naug hton offers a detailed discussion and interpretation of these results 
together with their pedagogical implications, which cannot be presented 
here due to space limitations. Her final conclusions are as follows:

Cooperative interaction can be aided through the teaching of certain 
strategies […] which foster certain types of behaviour and cognitive 
engagement, as well as metacognitive reflection among students. The 
teacher should be responsible for modeling strategic interaction and 
for providing support to the students so that they can progress towards 
the autonomous use of such strategies. In order to achieve this goal, the 
learner not only needs to be able to identify learning opportunities, but 
must also be able and willing to seize them in collaboration with his or 
her peers, and appropriate elements of socially constructed dialogue for 
individual cognitive development. In this sense, oral interaction in the 
monolingual FL classroom may well be a dynamic and powerful source 
of L2 development (Naug ht on 2 006: 180).

Study 2

The study was conducted in a junior high school in Osaka, Japan, by 
Tomoko To de (2007). The design and results of the study are summarized 
below.



110 Joanna Bielska

An example of a study based on the quasi-experimental design:

Article:
To d e  T., 2007: “Durability problems with explicit instruction in an 
EFL context: the learning of the English copula be before and after the 
introduction of the auxiliary be”. Language Teaching Research 11, 1, 11—30.
Purpose of the study:
Investigating long-term effects of explicit and implicit grammar 
instruction.
Main research questions:
1. Do explicit instruction and implicit instruction have positive effects 

on the learning of the English copula be by Japanese junior high school 
learners?

2. Do the effects of explicit and implicit instruction in (1) hold after the 
auxiliary be is introduced?

Subjects: 
89 Japanese junior high school students.
Type of design:
Quasi-experimental (three intact groups: two experimental and one 
control).
Dependent variable:
Command of English copula be;
Operational definition: suppliance of the copula be in obligatory contexts on 
a written discrete-point translation test;
Test: Pretest, two posttests following instruction on the copula be, three 
posttests following the introduction of the auxiliary be.
Major independent variable:
Type of instruction: explicit, implicit, control.
Type of analysis:
Descriptive statistics, Inferential statistics (factorial ANOVA).
Results:
Explicit instruction had positive effects in the short term, while implicit 
instruction did not. The effects of explicit instruction did not last, especially 
after presentation of the progressive.
Conclusions:
Instruction after explicit instruction must include some adjustments to 
retain its effect.
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4. Questions and tasks

1. What is an experiment? Is the experimental method useful in research 
on foreign language learning? What are the differences between the 
experimental studies in traditional SLA research and the experiments 
conducted within the action research framework? What are the 
advantages and disadvantages of the experimental method?

2. In Diane Naug ht on’s (2006) study on collaborative strategy training 
reported in Section 3 above, the subjects were informed that they were 
being filmed so that the teacher could analyse their interaction patterns; 
they were not informed, however, of their experimental or control 
condition. What effect, in your opinion, this information could have had 
on the outcomes of the study? If the students had been informed of their 
experimental or control status, how could that have affected the results? 
In the same study, the observation forms were filled in by the researcher 
and two independent raters. What was the reason for implementing this 
procedure?

3. In order to test the hypothesis that attending a language course with 
a strategy training component (STC) brings better results in language 
learning than attending the regular language course (RC), three 
independent experimental studies were conducted using the classic 
control group pretest-posttest design. In all the studies, the data collected 
supported the research hypothesis. The results of the three studies were 
as follows:

Study 1: The group whose language course was preceded by ten hours of 
training in the use of cognitive, metacognitive and socioaffective 
strategies obtained significantly higher scores on the First 
Certificate in English (FCE) exam taken immediately after 
completing the course.

Study 2: The group whose language course was complemented with five-
minute memory strategy training sessions at the beginning of 
each class got significantly higher grades based on the arithmetic 
average of the scores on five vocabulary tests taken throughout 
the semester.

Study 3: The group whose language course included five video presentations 
illustrating the use of communication strategies in oral interaction 
had, on average, a lower number of communication breakdowns at 
the end-of-the-year oral interview.



112 Joanna Bielska

Were all the researchers equally justified in concluding that incorporating 
strategy instruction in the language course facilitates language learning? 
Why? Why not?
4. Read the following abstract (adapted from A br a h a m 2001) and answer 

the questions below.

The present study examined the use of multimedia software for enhancing 
vocabulary learning and reading comprehension of one hundred and two 
students enrolled in intermediate-level Spanish classes. Specifically, the 
research investigated the effects of annotations (glosses) in the form of video, 
photographs, Spanish definitions, and English (L1) definitions on learning new 
words and understanding an authentic story in Spanish. A control group did 
not have access to annotations while reading the story. The choice-lookup group 
freely looked up annotations for 85 words and the forced-lookup group was 
required to consult all annotation types available for the 85 annotated words. 
Students completed a pretest and posttest of 20 Spanish words annotated 
in the story for which they provided an English translation. In addition, all 
participants wrote a summary of the story in English and completed a test of 
their verbal ability in English. Participants in the choice-lookup and forced-
lookup groups performed significantly better on the measures of vocabulary 
learning and reading comprehension than the control group. No statistically 
significant differences in performance were found between the choice-lookup 
and forced-lookup groups on the vocabulary posttest and summary. Verbal 
ability in English did not influence performance on the vocabulary posttest or 
summary for the three groups.

a) What research questions were posed by the researcher?
b) What research hypotheses were investigated in the study?
c) What variables were included in the design of the study and how 

were they classified (dependent, independent, moderator, control)? 
How were they operationally defined?

d) What were the results of the study? Were all the research hypotheses 
confirmed?

e) What conclusions can be drawn from the study? Can any teaching 
implications be formulated? 

5. In an attempt to test the hypothesis that introducing new vocabulary 
with the use of multisensory techniques leads to better long-term 
retention than more conventional techniques of vocabulary presentation, 
an experimental study has been set up in which two groups of EFL 
learners subjected to two different types of instruction were asked 
to write three vocabulary tests: a pretest preceding the treatment, 
a posttest immediately following the treatment, and a delayed posttest 



113The experimental method in action research

administered two months after the treatment. Hypothetical results of 
the study are presented in Figure 4. Interpret these results and answer 
the following questions: 
a) Which of the graphs show(s) the results that confirm the hypothesis 

posed in the study?
b) Which of the graphs show(s) the results that contradict the 

hypothesis?
c) Which of the graphs in your opinion shows the most probable results? 

Why?

a)

c) d)

b)
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Fig. 4. Hypothetical results of the study of the effectiveness of multisensory techniques in 
vocabulary presentation

6. The following table contains the hypothetical scores on the listening 
component of the tests administered in the study presented in Figure 2 (see 
Section 2.4.3). Study the table, complete the graph presenting the results 
and answer the questions below. How would you interpret the results?
a) Which group, on average, scored higher on the pretest? Was the 

difference between the pretest means statistically significant?
b) Which group, on average, scored higher on the posttest? Was the 

difference between the posttest means statistically significant?
c) Did the listening skills of the subjects in the control group improve 

over the eight weeks of the study? What was the average growth in 
scores? Was it statistically significant?

8 Action…
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d) Did the listening skills of the subjects in the experimental group 
improve over the eight weeks of the study? What was the average 
growth in scores? Was it statistically significant?

e) What was the difference in the average gain scores of the control and 
experimental groups? Was the difference statistically significant?

f) Which group was more heterogeneous with respect to listening test 
scores? How do you know that?

g) What conclusions can be drawn from the study? Are the findings 
meaningful?

Table 1. Hypothethical results of Ms Bird’s study (see Figure 2, Section 2.4.3) — descriptive 
statistics

Listening 
comprehension

Pretest Posttest
t-test results 

(dependent samples)

Gain scores

mean SD mean SD mean SD

Control Group (N=20) 8.25 2.99 13.05 3.24 t (19) = 7.82
p<.0001

4.80 2.74

Experimental Group 
(N=20)

8.05 3.17 16.85 3.60 t (19) = 9.95
p<.0001

8.80 3.96

t-test results (inde-
pendent samples)

t (38) = 0.21
p>.05

t (38) = 3.51
p<.01 — t (38) = 3.72

p<.001

Fig. 5. Hypothetical results of Ms Bird’s study (Complete the graph using data from Table 1)
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Additional reading

Br ow n J.D., 1988: Understanding Research in Second Language Learning. 
Cambridge, UK: Cambridge University Press. A popular introduction to 
reading statistical research, contains a discussion of essential elements of 
research design together with the description of the basic statistical tests 
used in research in second language learning.

Dör nye i  Z., 2007: Research Methods in Applied Linguistics. Oxford, UK: 
Oxford University Press. Written in a reader-friendly, accessible style, 
Dörnyei’s book provides a good and thorough overview of different research 
methods. Chapters on quantitative data collection and analysis will be of 
particular interest to researchers planning experimental studies. Moreover, 
his discussion of mixed methods research illustrates how experimental 
studies can be combined with other methods to generate more meaningful 
findings.

F r a n c u z  P. and M a c k ie w ic z  R., 2007: Liczby nie wiedzą, skąd 
pochodzą. Przewodnik po metodologii i statystyce nie tylko dla psychologów. 
Lublin: Wydawnictwo KUL. A book any student and beginner researcher 
must read in order to believe that quantitative data analysis can actually be 
fun. Full of entertaining examples, this book can get anyone to understand 
statistics. Written by psychologists, it contains a thorough discussion of the 
experimental design.

H at c h  E. and L a z a r at on A., 1991: The Research Manual. Design and 
Statistics for Applied Linguistics. Boston: Heinle and Heinle Publishers. Now 
considered a classic, this manual is indispensable in reading and designing 
quantitative research studies. Rather conservative in the approach to using 
statistics, it contains a thorough coverage of parametric and nonparametric 
statistical procedures useful in quantitative data analysis.

Howe l l  D.C., 1999: Fundamental Statistics for the Behavioural Sciences. 
Pacific Grove, CA: Duxbury Press. A thorough introduction to the use of 
statistics in the behavioural sciences, full of interesting examples and 
exercises, written in accessible, at times humorous, language. Focusing 
on the importance of context and interpreting results, Howell’s book 
shows that there is more to statistical analysis than just applying a few 
equations.

Nor ton L.S., 2009: Action Research in Teaching and Learning. A Practical 
Guide to Conducting Pedagogical Action Research in Universities. London and 
New York: Routledge. A very good and simple introduction to pedagogical 
action research written for students working on their diploma papers and 
theses. The chapter on quantitative data analysis contains an overview 

8*
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of basic statistical terms and guides the students through the process of 
choosing appropriate statistical procedures.
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Joanna Bielska

Zastosowanie eksperymentu w badaniach w działaniu

St r e s z c z e n ie

Rozdział podejmuje temat wykorzystania metody eksperymentalnej w badaniach nad 
uczeniem się i nauczaniem języka obcego, skupiając się na przydatności tej metody dla 
prowadzenia tzw. badań w działaniu (ang. action research).

Metoda eksperymentalna przedstawiona została tu w kontekście debaty pomiędzy 
jakościowym a ilościowym paradygmatem badawczym. Nacisk kładziony jest również 
na różnice pomiędzy zastosowaniem metody eksperymentalnej w badaniach nad 
przyswajaniem języka obcego, w których służy ona do weryfikacji hipotez w celu rozwijania 
teorii, a jej wykorzystaniem w badaniach nad optymalizacją procesu nauczania języka 
obcego, których wyniki mają przede wszystkim zastosowanie praktyczne.

W rozdziale omówiono podstawowe cele i założenia metody eksperymentalnej 
a także wprowadzono terminologię niezbędną do poprawnego stosowania tej metody. 
Przedstawione zostały najczęściej stosowane rodzaje eksperymentów, zasady ich 
przygotowywania oraz opisano podstawowe metody statystycznej analizy danych. 
Wykorzystanie metody eksperymentalnej zostało następnie zobrazowane kilkoma 
przykładach zaczerpniętych z literatury przedmiotu. Umieszczone na końcu rozdziału 
pytania i zadania przygotowują czytelnika do krytycznego odbioru tekstów zawierających 
raporty z badań eksperymentalnych, mogą one być również przydatne przy samodzielnym 
planowaniu eksperymentów.

Joanna Bielska

Die Anwendung eines Experimentes in Aktionsuntersuchungen

Zu s a m me n f a s s u ng

Zum Gegenstand des Kapitels wird die Ausnutzung der experimentellen Methode in 
den Forschungen über die Fremdspracheerlernung und Fremdsprachenunterricht und 
besonders deren Anwendung bei sog. Aktionsuntersuchungen (eng. action research).

Die experimentelle Methode wird hier im Zusammenhang mit der Diskussion über 
das qualitative und quantitative Forschungsparadigma dargestellt. Betont werden auch 
Unterschiede zwischen der Anwendung des Experimentes in den Forschungen über die 
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Fremdspracheerlernung, wo sie zur Verifikation von Hypothesen zur Theorieentwicklung 
dient, und deren Ausnutzung in den Forschungen über die Optimierung des 
Fremdsprachenunterrichts, deren Ergebnisse hauptsächlich praktische Anwendung 
haben.

In dem Kapitel werden Hauptzwecke und Hauptthesen der experimentellen Methode 
und die deren richtigen Anwendung dienende Terminologie besprochen. Es ist hier die 
Rede von den am häufigsten angewandten Experimenten, deren Vorbereitung und von den 
wichtigsten Methoden der statistischen Datenanalyse. Die Anwendung der experimentellen 
Methode ist an Hand einiger der Fachliteratur entnommener Beispiele veranschaulicht. Die 
sich am Ende befindenden Fragen und Aufgaben sollen den Leser auf kritische Rezeption 
der Forschungsberichte vorbereiten und beim selbständigen Planen des Experimentes 
helfen.





Danuta Gabryś-Barker
University of Silesia

Introspection in research 
on foreign language teaching and learning

One of the key concepts and indeed a buzz word in modern language 
research and even more so in teacher training is reflection: reflection on 
language (studies in language awareness), reflection on learning (studies 
in learning strategies), reflection on teaching (action research projects). 
Reflection seems to stand at the heart of all introspective methods of 
research.

The pioneers of introspective methods began this work at the turn of 
the 20th century. Most of them used the method to investigate the contents 
of human consciousness (among others Ja me s, Wu ndt  and D one r s), 
reducing it to sensory and imaginal components reported on by their 
subjects. The number of studies undertaken was relatively small and they 
are now understood to be more anecdotal than scholarly. The first thinking 
aloud protocols (TAPs), which were assumed to be verbalizations of thinking 
processes of the subjects, were performed in psychological experiments. 
They were simply descriptions of what had been said by the subjects and 
not their actual verbalized thoughts. As a consequence, they were very 
selective, biased and unsubstantiated. The first protocols were used by 
Wat s on  (1920) to illustrate thinking processes involved in a problem-
solving situation. They were very unsystematic and full of interpretative 
remarks (Ga br yś 1995).

As might be expected, the use of introspective methods came to the 
fore as the challenge to the behaviouristic theory. Its explanation for 
human behaviour following the STIMULUS—RESPONSE formula deployed 
to explain the mechanisms and structure of cognitive processes of the 
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human mind purely on the basis of externally-observed manifestations 
of behaviour. The inadequacy of S—R explanations led to the feeling of 
dissatisfaction among scientists and made them look for methods that 
would enable them to probe the subjects’ internal mental states. Data 
obtained in those experiments have become fundamental in psychology, 
although there have been many doubts raised about ‘the new methods’ of 
introspection, as it is seen to be highly speculative and subjective (Ga br yś 
1995).

1. Description of the method

1.1. Introspection as thinking aloud

The term introspection means to reflect, to look inside oneself. When 
formalized and applied as a research method, it means to verbalize one’s 
own thoughts and thinking processes. It is the process of externalizing 
what goes on in one’s brain either at a given moment, on completion of a 
certain action or after a time lapse.

To be able to see the validity of this method it is necessary to describe 
the encoding process which transforms behaviour into data and then 
back from data into behaviour, as a way of describing cognitive processes 
of human mind. Following Sk i n ne r, E r ic s s on and Si mon (1984) see 
verbalized behaviour as a form of human activity that can be explained 
like any other behaviour by developing a model, this time a model of 
information processing, which would describe how data is accessed and 
encoded (verbalized) in response to stimuli one is exposed to at a given 
moment.

Each verbalization is understood as deriving from the cognitive 
process that underlies it. As a result, verbalization must comply with 
all the constraints that have been identified for cognitive processes. In 
turn, cognitive processes consist of a set of sub-processes, which follow 
one another and are being transformed under the influence of a series of 
information processes. Information is stored in short term memory (STM — 
with a limiting capacity of about 15—20 seconds) and in long term memory 
(LTM — with permanent storage but slow access time). Information just 
received is stored in STM and is easily retrieved and articulated at the time 
of performing a task.

Verbalization processes of which all introspective methods make use 
reflect cognitive processes in two ways: either directly, i.e. when the time of 
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the task performance is concurrent with the verbalization or indirectly, i.e. 
when the information is retrieved from STM or LTM after the completion of 
the task. In both cases verbalizations become functions of time and result 
in data which is by no means homogeneous.

Verbalization of cognitive processes in thinking aloud takes place on 
three distinct levels of thought processing. E r ic sson and Si mon (1984) 
describe them as:
1. The level of the vocalization, i.e. articulation of oral encodings, where 

no thinking processes take place. In self-directed verbalizations (e.g. in 
the case of thinking aloud protocols — TAPs), they are individual and 
depend on the subject’s interpretation of the instruction she/he is given 
or on the semantic content of the task;

2. The level of description or explication of the content, which means 
‘labelling’ information and recoding it in an idiosyncratic way, 
characteristic of a subject/informant;

3. The level of explanation of thoughts and ideas that rush through the 
subject’s mind or any other, even emotional, reactions to the information 
(task) she/he is to solve. It involves a process of interpretation.

Level 1 verbalization is a direct process in which information encoded 
is vocalized (articulated), i.e. in a language task a phrase or a sentence 
is pronounced or read aloud by the subject with no cognitive processes 
taking place. Level 2 and level 3 are encoded verbalizations where the 
information attended to by the subject (level 1) is modified by recording 
processes, i.e. the subject generates a verbal representation of the 
information she/he has got stored in his/her mind by means of filtering it 
for the purposes of the task. On level 3 the subject reports his/her ongoing 
thinking, embracing not only its verbal aspects, i.e. word associations and 
interferences from L1 and L3 (for example) but also personal, emotional 
responses to the task.

Various studies show that the way a subject verbalizes, that is, the extent 
to which the above mentioned levels occur in the process of verbalization 
may be influenced by the type of instruction given to the subject. Here are 
some examples of instructions in various experiments, starting with the 
first TAP (thinking aloud protocol; all quotations come from Er ic sson and 
Si mon 1984):

Try to think aloud. I guess you often do so when you are alone and working on 
a problem. Think, reason in a loud voice, tell me everything that passes 
through your head during your work searching for the solution to the 
problem.
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To be able to receive a complete report of a thinking process, other types 
of information are essential, such as are requested in the following 
instructions:

The chief thing is to talk aloud constantly from the minute I present a picture, 
for I want to get everything you happen to think of no matter how irrelevant it 
may seem.

I am not primarily interested in your final solution, still less in your reaction 
time but in your thinking behaviour, in all your attempts, in whatever comes to 
your mind, no matter whether it is a good idea or less good idea or a question. 
Be bold! I do not count your wrong attempts, therefore speak them all out.

Do not plan what to say or speak after the thought, but rather let your thoughts 
speak, as though you were really thinking out loud.

In order to follow your thoughts we ask you to think aloud, explaining each step 
as thoroughly as you can.

Each of the instructions, apart from their common intention to make 
the subject verbalize his or her thoughts, emphasizes a different aspect of 
the verbalization process. These instructions fulfil the role of a monitor in 
performing the tasks.

1.2. Types of introspective methods

As mentioned above, introspective comments can be made at the 
moment of performance of a given action, on its completion or after some 
time. The time criterion is the basis for the distinction made between 
three types of introspection: simultaneous introspection, consecutive 
introspection and retrospection. Simultaneous introspection requires the 
subject to verbalize his/her thoughts when involved in performing a given 
task (e.g. a language exercises or a teaching procedure). It is considered 
to be the most challenging of activities as it is very much influenced by 
personality traits, such as readiness and willingness to communicate and 
interact, readiness to externalize and to take the risk of being ridiculed for 
the types of comments made, etc. It may also be limited by the nature of 
a given task and degree of automaticity of the thinking processes involved in 
it which may not be open to verbalizations. That is why the implementation 
of simultaneous introspection calls for an informed (explicit) training 
of the subjects in verbalizations. The training should include not only 
a discussion of the nature of the method in its fundamental principles but 
also exposure to sample thinking aloud protocols to illustrate the nature 
of verbalizations.
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There are some well-defined stages of collecting research data by 
means of simultaneous introspection. The stages of collecting the project 
data include recording of the thinking aloud with the use of appropriate 
coding systems and transcribing them as thinking (think) aloud protocols, 
the so-called TAPs. In some cases (e.g. translation tasks) the TAPs are 
compared with the final product of the task (i.e. the translated text). 
Producing TAPs is usually a very time-consuming procedure and results 
in a lot of unstructured data. For the purposes of analysis, the data needs 
to be structured beforehand in some well-defined way, depending on the 
particular research focus (discussed later in the chapter). Table 1 presents 
the stages of simultaneous introspection implementation.

Table 1. Stages in simultaneous introspection

Stage Objective/Focus

Training session to develop the subjects’ awareness of verbaliza- 
  tions
to expose the subjects to sample TAPs

Selection of an appropriate task to be 
performed

to formulate research questions
to analyse the nature of the task and its degree of 
  openness to verbalizations
to formulate instructions to the task

Preparation of the subjects to explain the instructions to the task
Performance of the task and simulta-
neous thinking aloud

to record the verbalizations of individual subjects

Transcription of the verbalizations to produce TAPs of the thinking processes

As mentioned earlier, the transcription of verbalization processes 
requires a well-defined system of coding, pointing up the relevant non-
verbal moments in the thinking processes performed. These include: pauses 
in verbalizations, hesitations and fill-in gambits (non-verbal) and intonation 
contours (Table 2).

Table 2. A simplified TAP coding system

Coding sign Focus

(0.5) five seconds pause in the verbalization
(hm)
(aha)
(oh)

non-verbal manifestations of non-automatized thinking

raising intonation, questioning oneself about the solution to the problem
flat intonation, an ongoing thinking process
falling intonation, an answer/choice is being made
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Once TAPs have been transcribed, the data needs structuring, that is to say, 
the relevant fragments of the produced script have to be selected.

This chapter focuses on simultaneous introspection as a very well-
defined method and clearly distinguished from the other types of 
introspection. Other types of introspective methods, namely consecutive 
introspection and retrospection are often used as complimentary to 
simultaneous one in language learning and teaching research. They can 
take different forms. In this book they are described in the chapters on 
questionnaires and interviews (examples of consecutive or retrospective 
tools) and also diaries and journals (retrospective methods), following 
Nu n a n’s (1993) typology. Both consecutive and retrospective methods are 
a genuine form of reflection, however, compared with the simultaneous 
method, they are prone to interpretation by the subjects as to what they 
did and what thinking processes were involved. They are also influenced by 
the processes of forgetting (time lapse in respect of commentary made by 
the subjects). In this way they are less reliable as a tool reflecting thinking 
processes. It does not mean however that they are of less significance as 
data collection tools. They do express the subjects’ ability to reflect on and 
interpret their performance at different levels.

K a s pe r and Fae r c h (1987), in the first reliable source on introspective 
methods’ use in second language acquisition research, classify introspective 
methods according to criteria other than time of performance, such as:

Object of introspection — according to the type of information gathered:  •
cognitive, affective or social aspects, declarative vs procedural knowledge, 
modality of language use (spoken vs written, receptive vs productive) or 
combination of the above (e.g. in translation), continuity of the process 
vs a discrete aspect.
Related or unrelated to a concrete action. •
Temporal relation to action (simultaneous, immediately consecutive,  •
delayed consecutive).
Informant training (explicit training, exposure to a discrete sample,  •
a trial run).
Elicitation procedure selected (the degree of structure, media support,  •
self-initiated vs other-initiated, the degree (presence or absence) of 
interaction between the informant and experimenter or between 
the informants themselves, integration with action (e.g. recorded 
discussions).
Combination of methods (simultaneous and consecutive or simultaneous,  •
consecutive and retrospective).
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1.3. The criteria for classification of TAP data

Any researcher implementing simultaneous introspection is aware of the 
major difficulty in use of this type of methodology, i.e. abundance of data 
which is highly idiosyncratic and hence unstructured. However, there are 
certain procedures which will allow to overcome this obstacle. Fae r c h 
and K a s p e r  (1987), the first and most ardent advocates of introspective 
methods in SLA research, propose the object of introspection (the type of 
information gathered) as the main data-structuring criterion (Table 3).

Table 3. The object of introspection criterion of data structuring

Type of object Examples

1. Cognitive
2. Affective

3. Social

1. Strategies of recall
2. Comments on success and/or failure of per-

formance
3. Asking for assistance in performance of the 

task
Declarative vs procedural knowledge Comments on grammatical/lexical rules vs com-

ments on strategies 
Modality of language use:
1. Spoken vs written

2. Receptive vs productive

3. Combination of the above

1. Verbalized comments vs those in the written 
text

2. Comprehension comments vs produced lan-
guage solutions

Continuity of the verbalization proc-
ess vs a discrete research aspect

1. Focus on pauses (as marked in TAPs) in the ver-
balization processes.

2. Focus only on the researched phenomena, e.g. 
errors, strategies etc.

2. Introspection in second/foreign language 
learning and teaching research

2.1. Characteristics of the data and focus of research

Research in second language acquisition (SLA) dealing with error 
analysis over the past decade reflects a shift of emphasis from the product 
(i.e. an incorrect language form) to the process which underlies generation 
of the latter, as well as of correct forms. Introspective reports, understood 
as an empirical tool of measurement of human behaviour long employed 
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in psychology, have gained recognition as a mode of research in SLA only 
recently. The emergence of cognitivism in L2/FL teaching and learning allowed 
the introduction of introspection as a valid and reliable method of research.

In her discussion of the object of introspection, Gabr yś-Ba rker (2009) 
points out that it may refer to various aspects of language production the 
experimenter wishes to investigate. His/her interest may lie in a cognitive 
structure of the IL (interlanguage) of the informants. In other cases, 
when for example L2 achievement is to be measured, an affective aspect 
of a language performance may be in focus. In the case of measuring 
affective aspects involved in L2 learning, such as motivation and attitudes, 
introspection becomes a complementary tool to all kinds of interviews and 
questionnaires administered.

When performing certain language tasks two types of knowledge are 
being activated by the subjects, that is, declarative knowledge, referring 
to the knowledge of L2 rules (competence) and procedural knowledge, 
referring to the actual production (performance). Introspective methods 
and especially TAPs make it possible to follow the processes which are 
being activated, be thy either in language learning and the development 
of receptive or in productive skills. However, it is important to note that 
only conscious thinking processes can be stored and verbalized in STM and 
transferred to LTM in the long run. It is obvious that some of cognitive 
processes (automatic ones) are lost in TAPs. But in most language tasks 
subjects are faced with certain linguistic problems to be solved, so the 
thinking processes operate on a conscious level, i.e. the solutions do not 
come automatically but require all sorts of strategies (for example, recall 
strategies) to be used by the subjects.

The first studies in SLA carried out by means of introspection in the 
early 70s entailed investigating the competence of native speakers (i.e. 
their declarative knowledge) concerning their intuitions about L1 (their 
mother tongue). They consisted of judgement tests and interviews recorded 
and transcribed. At the beginning of the 1980s, TAPs found their way into 
L2 research of reception and production (R a a b e 1982, 1986, Fae r c h and 
K a s p e r 1986, Sc h ne ide r  and Zi m me r m a n n 1986, 1987).

Introspective thinking aloud may focus on either the overall approach 
of the subjects towards the task at hand, in which the whole process of 
task fulfillment is verbalized, or on a specific aspect of the task under 
consideration, which involves question-asking and interference on the part 
of the experimenter. The latter is often used in the cases of lexical search 
performed by the subjects. A part of SLA research, namely that which 
deals with motivation and establishing profiles of learners, focuses on the 
description of a certain action or behaviour the subject is involved in when 
performing the task.
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As described earlier, the temporal relationship to action in thinking aloud 
can either be:
a. Simultaneous — subjects verbalize at the moment of performance;
b. Consecutive — verbalization comes immediately after the fulfilment of 

the task;
c. Delayed consecutive — there is a time span or gap between the 

performance and verbalization.

The first type, simultaneous verbalization, is used in such tasks as listening 
and reading comprehension, writing or translation. The phenomenon 
of speech (communication strategies) can best be investigated by means 
of immediately consecutive reporting (STM is activated here), while 
delayed introspection (retrospection) makes use of diary studies or direct 
retrospective interviews and discussions.

Another important aspect of introspective methods is the subjects’ 
training in verbalizing cognitive processes. Although it was claimed by 
E r ic sson and Si mon (1984) that lack of training does not influence the 
reports, it should be clear that it can influence its completeness. Subjects 
that have been exposed to the recording of thinking aloud become more 
conscious of what verbalization means and what aspects of cognitive 
processes and which emotional stages are taken into consideration. In 
addition, such exposure definitely reduces the stress and inhibition caused 
by the novelty of this method of data elicitation, which for some subjects 
may seem daunting.

The elicitation procedures utilized differ according to the degree of 
structure imposed on the informants (subjects) by the experimenter. They 
vary from multiple choice questions (e.g. judgement tests), open-ended 
questions (e.g. in interviews and questionnaires) to ‘free’ verbalization (e.g. 
in translation or cloze tasks), in the case of which subjects themselves make 
choices or often are straightforwardly being told to verbalize continuously 
everything that comes into their minds. In the case of introspection, 
informants are often exposed again to the stimulus with which they had 
performed their task for the first time, that is, an original text or a picture 
story they had been previously asked to reflect on — with the purpose 
of activating their LTM. However, some retrospective studies do without 
recall support.

The data elicitation sometimes involves interaction between the 
experimenter and the subjects or between the subjects themselves. In such 
cases, interpretation of the data collected becomes much more complex 
as extra variables such as group structure and its dynamics, personal 
characteristics and other social and psychological factors have been 
introduced and can affect outcomes (Ga br yś 1995).

9 Action…
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2.2. Introspection in translation processes and tasks

In her discussion of the types of tasks most open to verbalizations and 
hence, most often used in introspection-based research, Ga br yś-B a rke r 
(2009) focuses primarily on translation. Translation is a process which for 
the most part takes place on the conscious level and so it is accessible to 
verbalization.

K r i ngs (in Faerc h and K a sper 1987) argues that the objections raised 
against concurrent (another term used for simultaneous introspection) 
introspective verbal reports being valuable sources of data, such as:

the inaccessibility of certain cognitive processes for verbalization, •
the inconsistency of the actual behaviour and verbalization, •
the interfering character of verbalization, i.e. influence on the  •
performance of an informant,
the incompleteness of reports, •

become irrelevant and inapplicable in the case of translation since 
translation is a conscious process of creating a text.

As mentioned above, compared with retrospective methods, intro- 
spection utilizes information stored by informants in their STM, i.e. 
information which is still accessible at the time of verbalization. Besides, 
processes verbalized do not require on the part of the informant any 
kind of ‘selection’ or ‘interference’ or speculation on the specific language 
sample, but straightforward information on what he or she is actually 
doing at the very moment and whatever thoughts pass through his or her 
mind.

The process of translation embraces two aspects of language performance: 
automated processes on the unconscious level and non-automated processes 
on the conscious level of processing. Verbal reports make it possible to 
distinguish between these two aspects. When verbalizing on the conscious 
level no distortion or change of the structure of language form received 
takes place, as translation, unlike non-verbal tasks, involves the use of a 
verbal code, so no extra encoding is necessary. It is a natural process, and 
so E r ic sson and Si mon (1984) call it ‘level 1 verbalization’ (Section 1.1. 
of this paper).

It is often argued by those who criticize verbal reporting that verbal 
reports present incomplete data. It is obvious that a full report of all the 
mental processes involved is indeed not possible, taking into consideration 
the fact that a part of them is automated, and therefore unconscious. But 
accompanied by other experimental data, verbal reports come closer to 
a direct presentation and interpretation of cognitive models of language 
processing than any other method.
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K r i ngs (in Faerc h and K a s per 1987) and other researchers who have 
used translation tasks in collecting verbal report data all stress the low 
degree of structure of the reports, and K r i ngs argues that it is important 
to establish categories of analysis, which need to be refined gradually. In 
the case of a translation task, the basic categories are those of translation 
problems (the first category) encountered by the informants and strategies 
(the second category) that are used to solve them. Translation problems can 
be caused either by comprehension problems at one end and production 
ones at the other.

For the first category (translation problems), further differentiation 
at the level of features can be offered for both translation problems and 
strategies employed by the informants. It may include:
1) the number of problems encountered (for the purposes of comparison of 

the informants);
2) identification of areas of difficulty (often very individual, showing 

idiosyncratic use of both L1 and L2);
3) successful (correct) solutions of translation difficulties vs unsuccessful 

(incorrect) ones.

The second category focuses on retrieval strategies, i.e. the ways in which 
informants perform lexical search. Retrieval diagrams have been drawn up 
to demonstrate step by step strategies verbalized in TAPs. It is especially in 
this category that thinking aloud gives a lot of information, compared with 
pure performance data (product) analysis of a translation handed in.

The above categories refer to structuring data received in TAPs that 
can be identified in verbal protocols. Apart from the two mentioned above, 
other types of information can be gathered, for example, the informant’s 
attitude towards the solutions of the problems he or she has arrived at — 
ranging from full acceptability to full dissatisfaction, or partial justification 
for certain choices made.

K r i ngs  (in Fae r c h and K a s p e r  1987) emphasizes the importance 
of minimal interference by the experimenter, i.e. no pressure to verbalize 
should be put on the informant since it could cause certain distortions 
of the naturalness of the translation process. Data received in TAPs can 
easily be triangulated with data obtained and validated by means of other 
methods, such as word-association tests and judgement tasks.

The results received in verbal reports that are based on translation 
can obviously be used for a description of translation processes, but at the 
same time they give a valuable insight into retrieval strategies, production 
problems and make it possible to identify areas of difficulty encountered 
by the subjects at various level of language advancement (Ga br y ś  1995, 
Ga br yś-B a rke r 2009).

9*
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3. An overview of sample studies

3.1. Examples of studies and their focus

Table 4 presents examples of studies of different aspects of foreign/
second language performance when the whole variety of introspective 
methods and their combinations was deployed.

Table 4. Introspection-based SLA studies (source: G a br y ś-B a rk e r 2009)
Research focus Studies

Learning strategies Naiman 1975, Stevick 1981, Wenden 1982, Cohen 
1984

Reading in a foreign language Cavalcanti 1982, Serrano 1984

Translation Gerloff 1986, Krings 1986, Schneider and Zimmer-
mann 1986, Schneider and Zimmermann 1987

Lexical search Schneider and Zimmermann 1986, Haastrup 1987, 
Williams and Hammarberg 1998, Herwig 2001

Spoken language Schwartz and Flower 1980, Dechert, Mohle and 
Raupach 1980/1984, Cohen and Aphek 1981, Faerch 
and Kasper 1987

Writing in a foreign language Hayes 1983, Raimes 1985
Language transfer Dewaele 2001, Jessner 2003

The whole variety of learners’ language and language-related behaviours can 
be observed on the basis of TAPs received in the studies enumerated in 
Table 4: 
a) the way learners attend to language input they are exposed to when 

performing a language task,
b) the way they arrive at spoken utterances (the process of speech 

production),
c) the way the text is being processed (reading comprehension, the reading 

process in L2 itself),
d) the way the text is being generated (the writing process),
e) the way lexical items are learnt at the stage of input (inferring and 

guessing using other languages or other compensation strategies),
f) the way lexical items are retrieved from memory (the use of recall 

strategies).
The presentation in Table 4 is by no means exhaustive, however, the studies 
quoted above are the earliest or the most recent or the best-known ones in 
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language learning research. It should be stressed that research by means of 
introspective methods has only become significant, and gained the status 
of a scientific research tool relatively recently.

3.2. Multilinguality researched by introspection

To exemplify the use of the theoretical framework of introspective 
methods in research, both in language learning and teaching and SLA, 
the practical part of this chapter outlines the way in which simultaneous 
(concurrent) introspection has been used in studies on multilinguality, 
or more precisely on the mental lexicon of multilingual language users 
(Ga br yś-B a rke r 2005).

The research projects presented here have been selected from my book-
length study on multilingual processing because they most accurately 
reflect the local context of research in this area. The issues were explored 
with the aid of simultaneous introspection, in which the complexity of 
multilingual language interaction in the mental lexicon was observed from 
various perspectives (Table 5).

Table 5. Simultaneous introspection in SLA studies (source: G a br y ś-B a rk e r 2009)

Study Type of language tasks used Research focus Year

1 Cloze task (in L2 English) 
Translation from L1 (Polish) 
into L2 (English)

— retrieval strategies of restricted colloca-
tions

— metaphoric interpretations
— psychotypology
— learner profiles

1993

2 Translation from L2 (English) 
into L3 (Italian) (English/Ital-
ian)

— language transfer at the level of lexis 
and syntax

— transfer of training
— language competence in language trans-

fer

1998

3 Translation from L1 (Polish/
Portuguese) into L2 (English)
Translation from L2 (English) 
into L3 (German) 

— lexical search processes
— acquisition vs learning
— transfer of training

1999

4 Translation (as above) — the influence of the language of input (L1 
vs L2) on the TL output

— implicit vs explicit processing
— lexical transfer

2005

5 Translation (as above) — inner/private speech
— activation of individual languages
— levels of metalinguistic awareness

2005
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The transcripts of the verbalizations in the form of TAPs demonstrate 
the ways multilingual language users access their mental lexicon(s) and 
what processing mechanisms can be observed. The data stressing the 
importance of individual factors in multilingual processing, such as for 
example learning history or transfer of training, for example are examined 
in Studies 1, 2 and 3 (Table 5).

In Study 4, different approaches to the language task are presented, 
depending on the language of input (L1 or L2) the subjects were exposed 
to in performing a translation task. The data exemplify different types of 
retrieval strategies used by the subjects in their verbalizations. Incorrect 
lexical solutions are observed, classified and discussed. Study 5, on the other 
hand, focuses mainly on the language of thought and language activation/
inhibition in different types of comments (e.g. cognitive vs affective ones) 
produced by the subjects when performing thinking aloud during a multi-
language translation tasks (see Table 5).

Having analysed the results of the above studies, it became apparent 
that the phenomenon of multilinguality, and in this case multilingual 
lexical competence, is very much determined by the language awareness of 
the subjects in general, and by lexical awareness in particular. Additional 
survey studies were carried out to determine the subjects’ perceptions of 
the phenomenon and their ability to use their linguistic knowledge in the 
practice of multilingual lexical development. It was assumed that this form 
of data collection (questionnaires) would adequately and explicitly show the 
subjects’ language awareness. The data demonstrated that their awareness 
was at a surprisingly low level.

As I say in the concluding chapter of my book (Ga br yś-B a rke r 2005), 
these studies investigate the enormous complexity of multilinguality, and 
specifically lexical multilinguality — not only how words and phrases are 
stored but also how they are accessed and retrieved from memory. The 
observations on the processes involved in the tasks of lexical retrieval 
(search) were recorded and discussed on the basis of thinking aloud 
protocols (simultaneous introspection) and retrospective comments by 
the subjects. They demonstrated that lexical search processes are not only 
lexical in nature; they also involve syntactic and phonological processing 
as important elements in lexical competence. TAP data also allowed me to 
formulate possible explanations for types of relations between languages 
that were observable in language processing recorded and retrieved from 
ST memory. They are:

an L3 acquisition mechanism is different from that of L1 — learning L3  •
involves a similar mechanism to be activated as is the case with L2 (based 
on learning and not acquisition),
activation of the mechanisms leads to activation of the language itself, •
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suppression of L1 as  • non-foreign and recourse to another foreign language 
(for example, L2) as a learning/processing strategy.

3.3. Describing learner profiles (sample data)

The following examples come from the study conducted in 1995 (Ga br yś 
1995 and quoted in Ga br y ś-B a rke r  2009), which aimed to demonstrate 
the type of data accessible by means of simultaneous introspection. The 
following table presents both excerpts of a selected TAP and possible object 
of analysis (Table 6).

This data recovered in TAPs 1 to 4 can allow both the learner and 
the teacher to establish a learner’s profile in terms of his/her language 
competence (broadly understood) in:

attendance to input, holistic or fragmentary and erratic; •
cross-linguistic consultations between the languages the learner is in  •
possession of (L1, L2, L3);
memory and cognitive strategies of recall used in creating the translation  •
of the text;
perceptual styles activated in the task; •
sources of language interference and typology of errors, positive and  •
negative transfer;
strong and weak points of a learner, both on the level of declarative and  •
procedural knowledge;
degree of internalization of rules and their (in)completeness in individual  •
languages activated;
automatization of recall as evidence of internalization of rules; •
transfer of learning, that is, the use of strategies used in every consecutive  •
language learnt and taking advantage of it;
transfer of training, in other words, the influence of teaching methods  •
on language learning and performance.

As to the affective level, on the basis of verbalized comments, the learner’s 
profile can be described in terms of:

his/her attitude to the language task performed, •
motivation to perform, •
autonomy in language production, in other words self-reliance in using  •
strategies based on the learner’s own knowledge, no request for assistance 
made.
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Table 6. Various TAPs with exemplary points to analyse

TAP 1
Task Sample data Object of analysis

Translation of
the text from 
L2 (English) 
into L3 (Ital-
ian), L1 — Po- 
lish

- ah - I’ll read it first - przeczytam (czyta) When 
Albert … I’ve won the big prize - kurcze nie 
wiem - hm hm - czasy - (czyta) When Albert en-
tered the office - (pisze) Quando Alberto - en-
ter - entrare - entered - entre - o - r - a - entrato 
in - past definite - czyli simple past - czyli - pas-
sato prosimo - entered - (pisze) entrare - entrato 
in - l’oficio - l’uficio - nel’oficio - (pisze) nel’oficio 
- double f - (powtarza) officio-officio-officio …

— attendance to input: 
holistic vs fragmen-
tary

— the use of metalan-
guage and conscious-
ly acquired rules

— automatic recall of 
nominal phrases

— importance of accu-
racy in grammar and 
spelling

TAP 2

Translation of 
the text from 
L2 (English) 
into L3 (Ital-
ian)

(reads) Nobody was working - to będzie czas 
ciągły - (powtarza) nobody was working - czas 
ciągly czyli imperfetto czyli a - work - lavoro - 
(pisze) nessun - tylko czy to będzie tak jak po 
angielsku - was working - working - liczba po-
jedyncza - nikt nie pracował - (pisze) nessun - nie 
wiem czy to bedzie podwójna negation - bo jak w 
polskim - (pisze) nessun lavorava - napiszę - a 
tutti impiegati.

— examples of transfer 
between L1, L2 and 
L3

— focus on grammatical 
accuracy

— verbalisation exclu-
sively in L1

TAP 3

Translation of 
the text from 
L2 (English) 
into L3 (Ital-
ian)

(czyta) … were still talking about the lottery - 
and - znowu będzie imperfetto - to zresztą podają 
poniżej - parlare di - parlavano - (pisze) impi-
egati parlavano - vamo - di lottery - lotterija - to 
bedzie po hiszpańsku - no to ja muszę sprawdzić 
w słowniku - loteria - parlavano di lotteria - czyli 
będzie (pisze) della lotteria - della lotteria.

— grammar focus (again) 
— use of grammatical

rules
— references to Spanish 

(L4): perceived lan-
guage distance

TAP 4

Translation of 
the text from 
L2 (English) 
into L3 (Ital-
ian)

(czyta) Jules - jak to się będzie wymawiało - po 
włosku - Jules - nie - (czyta) his best friend - I 
- il - migliore - miglior - (pisze) miglior amico - 
il suo miglior amico - a jeszcze zapomniałam - 
(czyta) impiegati parlavano - still still - to jest 
- nie - ancora - nie pamietam - musze sprawdzić 
- still ancora - nie wiem czemu mi sie skojarzyło z 
już - yet - still - impiegati ancora parlavano - nie 
wiem czy będzie przed parlavano ...

— focus on word or-
der (L2/L3 language 
transfer)

— need of assistance 
(dictionary) in lexi-
cal search

As can be seen from this very limited data presentation (short 
excerpts of TAPs), the array of learner features exemplified by him/her 
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in verbalizations is quite extensive. Any study undertaken would need 
clearly specified research questions and hence, some focus on the selected 
fragments of TAP data.

4. Methodological recommendation

The success of verbalization processes, and as a consequence the type 
and richness of data retrieved, is very much determined by the initial 
training of the subjects. It entails exposure to introspective methods and 
thinking aloud materials in an overt manner preferably with discussion and 
comments. In many cases warm-up exercises are used to attune the subjects 
to the verbalizations or to give them some initial practice. Such exercises 
allow the researcher to intervene to help the subjects in their verbalizations 
by stopping them from lapsing into silence. Some training also constitutes a 
form of monitoring the subjects before they perform verbalizations proper 
on their own, without the intervention of a researcher. However, the extent 
to which pre-training is given should depend on the informants, their 
personal characteristics and on the nature of the task to be performed.
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5. Discussion and tasks

The following are the questions to be considered as recapitulation and 
discussion of the method presented. The tasks included in his section of 
the chapter are to give the reader some practice in using simultaneous 
introspection as a research tool in a FL teaching as well as learning.

Q.1. Say what you think the advantages of introspective methods in 
developing reflective teaching and learning are?

Q.2. What are the drawbacks of simultaneous introspection and how can 
they be minimized in actual research?

Q.3. What are the possible areas of research in foreign language teaching 
that simultaneous introspection can contribute to?

Task 1. Go back to the fragments of a TAP (TAPs 1—4) presented in the 
chapter and on the basis of the transcripts comment on the learner 
profile.

Task 2. Read an excerpt from the protocol below and think of possible 
objectives of the project in which the transcript will constitute a source of 
data.

L2 input task: translation of a short newspaper article from English 
(L2) into German (L3), L1— Portuguese

(subject 3)
(reads) at the inauguration of Jorge Teixeira as the new president - hm - of 
the Dão region Vinters Commission - ok - Gestern wahrend - hm - não sei - 
die Inauguration - I don’t know - Inauguration - von Jorge Teixeira als - als- 
dativ - no accusativ - als(..) als(..) what - so, als neuen - não - eh- Präsident 
- hm - der komition - how should I know - der komition des Vitners Dão 
Gegend (laughter) - hm - CVRD - komma - in Viseu der - hm - der what- 
what’s he called - Stäats hm Sekretar für Landwirtschaft und Essen - essen 
- ok - und essen - Cardodo Leal (.x) so where was I - Landwirtschaft und 
Essen cardoso Leal - call attention (twice) must nach (laughter) hm - I don’t 
know - hm - called attention - Attention - nein - pass auf - nein - (.x) - 
pointed out - called attention (laughter) say it the other way - hm - hat 
gesagt das es war - ne es ist (.) sehr wichtig - hm - neu - como se escreve 
- how do you write neu - neu markets - I don’t know - neue - neue - kaufen 
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Platz - Platze - Kaufen platze - zu bauen oder so was (.3) so (reads) Jorge 
Teixeira who is well known in - der - den - hm- I don’t know - der - well 
known - is important - hm - recognized - hm - den - berühm in PS ist 
(reads) has promised to continue the work (.) promised - God - promise - 
verspr spre - versprachen - ok - Jorge Teixeira hat versprechen - ne - hat 
- has promised to continue the work started by his prede - hat versporchen 
- das ein - die werk - main dein sein sein - predecessor whatever - I don’t 
know how to say that - die werk sein - hm - weiter fuhren - hm- hat 
versprochen - das die werk sein - etwas - wieter führen - wurde (.) werde 
wurde werden nein - dass es die werk sein predecessor wieterführen - 
werd wird - no it is past - has promised to continue - present perfect - to 
continue the work started by his predecessor - hm (writes) die werk sein 
predecessor weiter fuhren - let’s say wird - oh I forgot something here - hat 
versprichen - dass es die werk sein (.3) predecesor (.) Alvaro de Figueiredo 
weiter führen wird mit (laughter) aggressive marketing - right - I don’t 
know - it is probably marketing in German as well - mit aggressive - stark 
- mit stark marketing (twice) - it’s international - isn’t it - hom predecessor 
(laughter) Jorge Teixeira again - als Präsident - der den die - how should 
I know - Komition die probably - als Präsident (.1) CVRD (reads) will now 
be one of three representatives (.1) hm (.1) wird jetz ein der - ein oder - ein 
der (.10) where was I - I lost myself - where am I - will now be one of the 
three representatives - ein der drei - drei drei - representatives don’t know 
- für die regierung - regierung - I don’t think it is Regierung - whatever - 
God - für die regierung - für die cooperatives - und privat Sektoren (.1) hm 
producers - I don’t know Produktoren - so für die cooperatives and private 
(.4) oh - für die - hm - und privat Sektoren der - I don’t know - der Dão Wein 
Produktores - (reads) the inauguration ceremony - ceremony - ceremony - I 
don’t know - Zeremon (laughter) the inauguration hm (.1) ersten Tag - I don’t 
know (.1) really really really don’t know - let’s say inauguration ceremony 
of the new president of the CVRD (writes) the inauguration ceremony für 
den neuen Präsident der CVRD (source: Ga br yś-B a rke r 2005: 214).

Task 3. Explore how simultaneous introspection works for you. Think what 
the objective could be (e.g. language transfer, strategies used, etc.). Select 
an appropriate language task (e.g. a short translation or a cloze exercise), 
perform it and simultaneously record your thoughts. Make a TAP and 
reflect upon your performance.
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Additional reading

Since this chapter is only an outline of the basics of simultaneous 
introspection (SI) as a research method, it is worth looking more 
extensively at both the (contested) theoretical assumptions underlying its 
principles and its practical use in teaching and learning foreign languages. 
The most detailed and in-depth analysis of how SI works can be found in 
K. E r ic sson and M. Si mon (1984) Protocol Analysis: Verbal Reports as Data. 
One of the first and still most comprehensive discussion of SI as a research 
method used in SLA research is presented in K. Fae r c h and G. K a s p e r 
(1987) Introspection in Second Language Research. D. Nu n a n (1992) Research 
Methods in Second Language Learning also gives valuable examples of the 
use of the method in the context of L2 learning. As mentioned earlier, the 
studies quoted in this chapter are fully described as projects in D. Ga br yś-
B a rke r (2005) Aspects of Multilingual Storage, Processing and Retrieval.

References

Bu r s c h L., 1982: Fremdsprachenstudiem — Frauenstudiem. Tubingen: Stauffenberg.
C av a lc a nt i  M., 1982: “Using the unorthodox, unreasonable verbal protocol technique”. In: 

S. D i ng w a le, S. M a n n and F. K at om b a (eds) Methods and Problems in Doing Applied 
Linguistic Research. Lancaster: University of Lancaster, 72—85.

C e noz J., Hu f fe i s e n B. and Je s s n e r  U. (eds), 2001: Cross-Linguistic Influence in a Third 
Language Acquisition: Psycholinguistic Perspectives. Clevedon: Multilingual Matters.

C oh e n  A. and R o b b i n s  M .,  1976: “Towards assessing interlanguage performance”. 
Language Learning 26, 45—66.

C oh e n A. and A ph e k E., 1981: “Easifying second language learning”. Studies in Second 
Language Learning 3, 221—236.

C ohe n A., 1984: “Studying second language strategies”. Applied Linguistics 5, 101—112.
D e c h e r t  H., R aup a c h  M. and M o h l e  D. (eds), 1984: Second Language Production. 

Tubingen Narr.
D e w a e le  J.M., 2001: “Activation or inhibition? The interaction of L1, L2 and L3 on the 

Language Mode Continuum”. In: J. C e noz, B. Hu fe i s e n, U. Je s s ne r (eds), 69—89.
E r ic s s on K. and Si mon M., 1984: Protocol Analysis: Verbal Reports as Data. Cambridge, MA, 

The MIT Press.
Fa e r c h K. and K a s p e r G., 1987: Introspection in Second Language Research. Philadelphia: 

Multilingual Matters.
G a b r y ś  D., 1993: Retrieval of Conventional Syntagms in English: Mechanisms and Effects 

(unpublished PhD thesis). Katowice: University of Silesia.
G a b r y ś  D., 1995: “Introspection in second language learning research”. Kwartalnik 

Neofilologiczny 3/95, 271—291.



141Introspection in research…

G a br y ś D., 1998: “The phenomenon of transfer in L3 learning from a psycholinguistic pers- 
pective: a case study”. In: ISAPL’97 Proceedings. Porto: Universidade do Porto, 409—414.

G a br y ś D., 1999: “Cross-linguistic influences in L3-learning”. In: M. Wy s o c k a (ed.) On 
Language Theory and Practice. Katowice: Wydawnictwo Uniwersytetu Śląskiego, 169—
182.

G a br y ś-B a rk e r D., 2005: Aspects of Multilingual Storage, Processing and Retrieval. Katowice: 
Wydawnictwo Uniwersytetu Śląskiego.

G e rlof f  P., 1986: “Second language learners’ reports on the interpretive process: think 
aloud protocols in translation”. In: J. Hou s e and S. Blu m-Ku l k a (eds), 77—82.

Gne t z m a n n C., St a rk D. (ed.), 1982: Grammatikunterricht. Tubingen: Narr.
H a a s t r up  K., 1985: “Lexical inferencing — a study of procedures in reception” In: 

Scandinavian Working Papers in Bilingualism 5, 63—86.
H ay e s  J.R. and F l o w e r  L., 1983: “Uncovering cognitive processes in writing”. In: 

P. Mo s e nt h a l  et al. (eds), 207—220.
He r w ig A., 2001: “Plurilingual lexical organization: evidence from lexical processing in 

L1-L2-L3-L4 translation”. In: J. C e noz, B. Hu fe i s e n and U. Je s s ne r (eds), 115—137.
Je s s ne r U., 2001: “The nature of cross-linguistic interaction in the multilingual system”. 

In: J. C e noz, B. Hu fe i s e n and U. Je s s ne r (eds).
K a s p e r  G. (ed.), 1986: Learning, Teaching and Commmunication in the Foreign Language 

Classroom. Aarhus: University Press.
K r i ng s  H., 1986: “The Use of Introspective Data in Translation”. In: K. F a e r c h and G. 

K a s p e r (eds), 159—176.
L a r s e n-F r e e m a n D. (ed.) 1980: Discourse Analysis in Second Language Acquisition. Rowley, 

MA: Newbury House.
M o s e nt h a l  P., et al. (eds), 1983: Research on Writing: Principles and Methods. New York: 

Longman.
Na i m a n et al., 1975: The Good Language Learner. Toronto: Modern Languages Centre, Ontario 

Institute for Studies of Education.
N i s b e t t  R. and W i l s on T.D., 1977: “Telling more than we can know: verbal reports on 

mental processes”. Psychological Review 86, 231—259.
Nu n a n D., 1992: Research Methods In Language Learning. Cambridge: Cambridge University 

Press.
R a a b e M., 1982: “Ist ne ... pas denn keine doppelte verneimung?”. In: C. Gn e t z m a n n, 

D. St a rk (ed.), 61—100.
R a a b e  M., 1986: “The influence of L1 and L3 in the foreign language classroom”. In: 

G. K a s p e r, 59—69.
R a i m e s A., 1985: An Investigation How ESL Students Write. New York: Dept. of English, 

Hunter College/CUNY.
S c hw a r t z  J., 1980: “The negotiation for meaning; repair in conversation between SL 

learners of English”. In: D. L a r s e n-F r e e m a n (ed.), 138—153.
S e r r a no N.S. 1984: “Patterns of reading in L1 and L2”. In: D.M. Si ng le t on and D.G. L it t le 

(eds), Language Learning in Formal and Informal Contexts. Dublin: Irish Association of 
Applied Linguistics, 165—176.

St e v ic k E., 1981: “Learning a Foreign Language; the Natural Ways”. In: M. H i ne s and W. 
R ut he r for d (eds) On TESOL ‘81. Washington, DC: TESOL, 1—10.

We n d e n A., 1982: Learner Training for L2 Learners: A Selected Review of Content and Method. 
New York: CUNY.

W i l l i a m s  S. and H a m m a r b e r g  B., 1998: “Language switches in L3 production: 
implications for a polyglot speaking model”. Applied Psycholinguistics, 295—333.



142 Danuta Gabryś-Barker

Z i m me r m a n n R. and S c h ne ide r K., 1986: “The Collective Learner Tested: Retrospective 
Evidence for a Model of Lexical Search”. In: K. Fa e r c h and G. K a s p e r  (eds), 177—
196.

Z i m m e r m a n n  R. and S c h n e id e r  K., 1987: “Dialogical aspects of individual lexical 
search”. In: Multilingua. Vol 6—1. New York/Amsterdam: Mounton, 113—130.

Danuta Gabryś-Barker

Introspekcja jako metoda badawcza w nauczaniu i uczeniu się języka obcego

St r e s z c z e n ie

Rozdział niniejszy prezentuje metody introspekcyjne oraz możliwości zastosowania 
ich w prowadzonych przez nauczyciela zarówno w klasie, jak i poza nią badaniach nad 
uczeniem się/przyswajaniem języka obcego. Główny wątek stanowi tu opis metody 
introspekcji symultanicznej, która jest stosunkowo mało znana, pozwala jednak na bliski 
wgląd w procesy myślowe uczniów, ich strategie zapamiętywania i uczenia się języka 
obcego. Autorka dokonała przeglądu najbardziej znaczących (spośród przeprowadzonych 
w ostatnich latach) badań nad przyswajaniem/uczeniem się języka z zastosowaniem 
omawianej metody. Introspekcja symultaniczna, będąca metodą niezbyt rozpowszechnioną, 
wymaga treningu tak ze strony prowadzących badania, jak i tym badaniom poddających 
się osób. W rozdziale przedstawione zostały przykłady badań, typu danych oraz sposobu 
ich analizy. Rozdział uzupełnia zestaw pytań badawczych i zadań dla nauczyciela (bądź 
studenta) z zastosowaniem metody introspekcji symultanicznej.

Danuta Gabryś-Barker

Die Introspektion als eine Forschungsmethode im Fremdsprachenunterricht und 
Fremdsprachenerlernung

Zu s a m me n f a s s u ng

Das vorliegende Kapitel stellt introspektive Methoden und deren Anwendung 
in den von dem Lehrer sowohl in der Schulklasse, wie auch außerhalb der Schule 
durchgeführten Forschungen über Fremdsprachenunterricht und Fremdsprachenerlernung 
dar. Zum Hauptfaden wird hier die simultane Introspektion, eine wenig bekannte 
Methode, die jedoch einen Einblick in Denkprozesse der Schüler und in die von ihnen 
angewandten Strategien, sich eine Fremdsprache einzuprägen und zu erlernen, 
möglich macht. Die Verfasserin führt uns in bedeutsamste, in den letzten Jahren 
angewandte Methoden der Forschungen ein. Die simultane Introspektion bedarf sowohl 
von dem Forscher als auch von Versuchspersonen eines entsprechenden Trainings. 
In dem Kapitel finden wir auch Musterforschungen, Datentypen und Datenan- 
alysemethoden. Alles wird mit der bei simultaner Introspektion ausgenutzten 
Forschungsfragenkombination und mit den Aufgaben für den Lehrer (oder den Studenten) 
ergänzt.
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Diaries, observations and FL teachers’  
creativity

1. Introduction

A lot has been said and written about language teachers functioning 
as reflective practitioners. It is not strongly emphasized, however, that 
reflective procedures, by their very nature, are undoubtedly integral 
to teachers’ creative approach to the teaching process itself. Creative 
individuals are perceived to be field independent and reflective rather than 
impulsive (cf. Nę c k a  2001: 125). Language teachers who work on their 
creativity will then be able to perceive the characteristic features of the 
teaching process performed by themselves or other teachers and to change 
or improve its quality if necessary.

The creative work of reflective practitioners must also be seen in 
terms of looking for optimal solutions. Individual learners and groups of 
learners exhibit specific features and it is their teacher’s task to establish 
the combination of unique procedures that will appear most suitable for 
particular cases. Thus it seems obvious that looking for the best forms of 
teaching for each group of learners is the teacher’s creative work, a task 
that is never completed.

In addition, these patterns of unique, optimal solutions must agree with 
individual teaching styles. The concept of teaching style and the process 
of its creative development has been a matter for separate discussion (cf. 
Wyso c k a 2003: 29—42, see also Wajd a 2009: 71—80).
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The specific character of reflective foreign language teachers’ creativity 
requires therefore special attention. The aim of this chapter is to show 
practical ways to develop it, as well as to suggest moments when the 
application of particular creative procedures could be most successful. 
Taking into consideration the whole process of teacher education, 
including students’ teaching practice, a three-level model of creative 
teaching development is offered here. It starts with diary writing which 
begins the whole process, preferably as early as during the period of 
student teaching practice. It is postulated that the first and easiest stage 
of the whole cycle, i.e. level one, has to be introduced as early as possible. 
The time of school practice seems to be most suitable for this purpose. 
The second step, designed for in-service teachers, includes participant 
observations, during which the teachers will have to employ their creative 
thinking while observing and modifying their students’ reactions to 
the teaching procedures applied. The final level requires the teachers’ 
most sophisticated abilities in respect of self-observations. The teachers’ 
creativity will be directed here to the introduction of changes in their 
own behaviour, thus contributing to the development of their individual 
teaching styles. All the three levels of this model will be presented and 
discussed in detail below.

2. Diary writing and teachers’ creativity

Diaries, not journals, have been chosen for level one of this model, since 
this is the tool the use of which best develops creativity in student teachers 
and novice teachers. It is assumed here, after Wa l l ace (1998: 62) that

diaries are essentially private documents and there are essentially no 
<rules> about how to keep a diary. Since the diary is private, diary-
writers can confide to it whatever thoughts or feelings occur to them. It 
is therefore especially suitable for exploring affective data […]. Journals 
have many of the attributes of diaries, but the main difference is that they 
have been written to be read as public documents.

It is quite obvious, then, that only private notes, which take the form of 
a diary, can guarantee the author the feeling of safety and freedom of 
expression. This freedom is of particular importance here, since these 
diaries are recommended to be kept by student teachers. According to 
Ku l i ń sk a (2009: 50):
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the first stage of the school practice is the observation of lessons run by 
other teachers. Due to these observations the student teacher may see how 
teachers organize their lessons, how they deal with their learners, how 
they motivate them to work, what their reactions in difficult situations 
are, and so on. So, the student teacher has the possibility to see what he/
she had heard about during FL methodology lectures.1

It is in school practice, that for the first time in their lives student 
teachers are confronted with school as an institution and with real school 
teaching.2 At the same time, it is the first and most crucial moment to 
encourage them to start developing their creative abilities by keeping 
special private diaries. This moment should not be missed.

The basic principle of diary writing here is that their authors are 
expected to formulate their own suggestions concerning the teaching-
learning process. These diaries would have to be written preferably over 
the whole period of student teaching practice and they could be prepared 
according to the following scheme (Table 1).

Table 1. Level one. The scheme of diary writing

About the lesson Description of teaching procedures applied Suggested changes/improvements

The first column must contain general information about the lesson that 
is being visited by the author of the diary, so that she/he knows what to 
refer to later. The necessary data would then include: the topic of the lesson, 
information about the learners, i.e. their age and level, language material 
taught, and all the other information about the lesson that the diary author 
considers essential. The second column is devoted to the description (not 
evaluation) of the teaching procedures selected earlier by the author of the 
diary to be the object of his/her particular attention. The third column is 
most important for the development of student teacher creativity. There, 
the student teachers are expected to place their own ideas and suggestions 
concerning the procedures that could be applied, different from the ones 
that they had seen. More critical individuals could even suggest the 
solutions which they would consider more successful in the given situation. 
Thus, the description of what the diary writer has seen will be completed 

1 All the translations from Polish sources have been done by the author of the present 
paper.

2 Here, during their school practice, students are officially guided by their mentors. 
I do not take into consideration cases when students-undergraduates start working at 
schools prior to obtaining their diplomas.

10 Action…
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with his/her ideas about possible changes for better. The diary is seen 
here as ‘an instrument for verbalizing and structuring teacher’s thoughts, 
which allows for a more conscious exploration of one’s own thinking about 
teaching and learning processes’ (cf. Ga br yś-B a rke r 2009: 421).

The student teachers will be able to classify their diary tables from 
different points of view (e.g. types of lessons, or kinds of their suggestions) 
and they will have the opportunity to see how their ideas function in 
practice later, when they start to work as fully educated in-service teachers. 
The procedure described here must start as early as possible, that is, during 
the period of teacher education. It is the first opportunity for student 
teachers to develop their creative thinking. It is also the first stimulus that 
forms the grounds on which the habit of such thinking may be established 
in the future teaching practice of diary authors.

3. Observations and teachers’ creativity

Observations are included in the second and third level of the model 
presented here. They entail more advanced and challenging types of 
activities developing FL teachers’ creativity within the frame of the present 
model. Keeping a diary, which is a procedure recommended for level one 
(see Section 2), may be also considered an initial component of FL teachers’ 
professional competence development, which, according to Pot o c k a 
(2009: 61) starts during the period of student teaching practice. Moreover, 
diary writing forms a good background for teachers’ further work on their 
creativity which will be carried out by means of participant observations 
and self-observations designed respectively for the second and third level 
of the model described here.

These two ways of carrying out observations will require the acquisition 
of unique abilities by particular individuals. Therefore the teachers will 
have to be equipped with special knowledge and skills before they begin 
their observations. Procedures that should be undertaken for this purpose 
will be described and discussed below.

3.1. Background knowledge and skills

The first problem to be solved by the teachers who have decided to work 
on their creativity by means of observations is connected with the need to 
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collect basic knowledge about themselves, on the basis of which they would 
go on to the second level of the model presented here. This problem can 
be approached by the teachers in practice by their attempting to supply 
answers to the questions in respect of the characteristic features of their 
teaching styles. Examples of such questions are supplied below:

What were the teacher’s beliefs with which they started teaching? •
How did these beliefs change? •
What is the teachers’ experience in planning language courses? •
What are the ways in which teachers prepare particular types of FL  •
lessons?
What are teachers’ assumptions prior to particular lessons? •
What are the teachers’ roles in which they feel best? •
What are the teachers’ roles in which they feel worst? •
What are the characteristic ways of teachers’ introducing, practicing and  •
testing language material?
What is the teachers’ experience in constructing and evaluating language  •
tests?
What are the things about which the teachers feel (un)successful? •
What are the reasons of these feelings? •

The answers to these questions do not cover all possible problems but 
they may serve as stimuli for particular individuals who will be able to add 
more details to their own characteristics, which will also contribute to the 
development of their creativity. Only equipped with the necessary knowledge 
about themselves can teachers start the conscious process of preparation 
for participant observation and self-observation. Their purposes determine 
the type of observation that is recommended here, i.e. event sampling (cf. 
K omor ow s k a  2002: 16). The observers must then first of all carefully 
select the fragment of the lesson which will be the object of their interest.

The next ability that the teachers who are going to work within the frames 
of our creativity developing model will have to acquire is one of constructing 
and filling the observation sheet, i.e. the document in which the course of 
the observation is going to be registered. Each participant observation and 
each self-observation will be of unique character: planned, organized and 
registered only by one teacher — its author. Therefore it is recommended 
that particular teachers should be able to construct their observation sheets 
by themselves, taking into consideration the aim of the activities they are 
going to undertake. According to Komor owsk a (2007: 255):

Each time the teacher must control the value of teaching strategies and 
techniques that they have read about or worked out themselves. They 
must realize what the advantages and disadvantages of their application 
are as well as what future consequences are going to be like.

10*
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These are also the reasons why FL teachers’ creative abilities must be taken 
care of. In order to make the process of their development successful, it 
must be teacher-friendly. The model presented here assumes maximum 
flexibility. While it is only the first level that must last as long as the 
teaching practice of the students, who work under the supervision of 
their mentors, the teachers are free to work within the two other levels, 
establishing themselves the time devoted to participant observation and 
self-observation. They also decide when to move from the second level to 
the third. When the teachers feel that they have gained enough experience 
they can also combine the two types of observations.

Teachers’ activities that belong to any observation practice usually 
consist of two main parts: pilot observations and proper observations. 
Pilot observations run according to the scheme worked out for the whole 
procedure, with the intention of finding its faults and correcting them. 
Here, pilot observations are also devoted to the development of observation 
skills specific for teacher creativity development and this is the reason why 
they are considered an obligatory element in the whole project. The skills 
characteristic for participant observations and self-observations will be 
presented and described in the following sections.

The creativity development model presented here is also teacher-
friendly because of the fact that the teachers themselves will be expected 
to choose the moment when they feel they are ready to finish one activity 
and begin another. In other words, they will have to estimate the level of 
their observation skills, acquired during pilot observations. They will also 
decide about the number of the latter, remembering that these skills must 
be honed before they start the observations proper.

This model provides the teachers with the greatest possible freedom. 
In this way optimal conditions for the development of their individual 
creativity are established.

4. Participant observations

In the course of participant observation no ‘foreign bodies’ are present 
in the classroom. The teachers observe and register the behaviours and 
reactions of their learners, looking for the procedures that they might 
call optimal. Based on the knowledge of their own teaching (see Section 
3.1.), the teachers must first choose the event or events that they want to 
concentrate on and carefully prepare the scheme of their own activities, 
also trying to predict the learners’ needs. The observation sheet suggested 
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for this type of the observation could be arranged in the following form 
(Table 2):

Table 2. Level two. Scheme for an observation sheet

Course of the lesson Event description Suggested changes Verification

The first and most important observation skill that must be developed 
here is the observer’s ability to fill the first two columns of their sheet which 
constitute the presentation of the lesson itself and the most detailed and 
precise description of the observed event. The third column is devoted to 
reflection-on-action and reflection-for-action (cf. Ga br yś-B a rke r 2009: 420), 
i.e. the presentation of new ideas that occurred to the observer. These ideas 
could be verified in later teaching practice and commented upon in column 
four. Teachers’ creative reflections may be completed later, but the event that 
formed the grounds for their development must be described immediately, so 
that no detail of student behaviour is forgotten by the observer. The events that 
are selected for participant observation must therefore be skillfully described 
by the latter during the lessons designed for pilot observations. Besides, it 
is to be emphasized that event descriptions are not equal to reflection-in-
action. At the beginning these descriptions may be difficult to complete for 
inexperienced teachers; therefore the whole process needs a lot of earlier 
practice (cf. Day 2004: 53). The teachers will have to develop the ability to 
organize their lessons in such a way that the events they had selected for their 
participant observations receive the necessary attention, are described in 
details, and, at the same time the lessons will not lose their natural character. 
Event descriptions will certainly be coherent and cohesive when their authors 
have developed the skill of precise note taking. This ability remains crucial 
for the whole procedure and it has to be acquired by participant observers 
during pilot observations (cf. R ic h a r d s 2003: 119—144).

Since the observers’ attention is in this case concentrated on students, 
their work devoted to preparatory procedures may be facilitated by the 
answers to the initial questions determining teacher-student relations, 
examples of which are as follows:

What is the teachers’ knowledge about how students learn? •
How do teachers organize students’ work in the classroom? •
How far is the record of classroom events different from the teachers’  •
plans and expectations?
What is the characteristic tempo of the average lesson (rather slow — the  •
students may be bored; rather quick — the students may not follow the 
teacher)?
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What is the teachers’ attitude to capable and poor learners? •
What is the teachers’ knowledge about student needs and expectations? •
What are the teachers’ characteristic reactions to student errors? •
What is the type of homework considered best for particular types of  •
lessons?
What are the ways of checking it? •
What are the teachers’ feelings and opinions about the relations with the  •
students that they have established?

The teachers’ background knowledge concerning their individual 
styles, the information about the learners as well as an adequate 
number of pilot observations will certainly form the grounds on which 
the strategies of participant observations optimal for the creativity 
development model described here could be established by particular 
teachers.

5. Self-observations

Self-observations belong to the third, most advanced stage of teachers’ 
professional development, where creative behaviour is the crucial factor 
determining its nature. Unlike the participant observations, in which the 
reactions of the students are most important, here, particular individuals 
are expected to observe themselves as teachers. They have to realize that 
they shape the quality of the teaching-learning process in which they 
participate. In the course of these observations they are expected to register 
and analyse the teaching procedures that they had designed earlier and 
put to practice. This implies the specific observation skill that the self-
observers have had to acquire. The shift of teachers’ attention from students 
to themselves is the greatest problem that they have to cope with.3 Self-
observations also require a different observation sheet, the basic pattern of 
which is as follows (Table 3):

3 This statement is formed on the basis of the author’s experience gained during the 
two FL teaching methodology seminars. Their members, the extra-mural students, and 
at the same time teachers of English were performing self-observations. The ability of 
concentrating on teaching procedures that they had applied and expressing comments 
about them was most difficult and time consuming for them to develop. Several lessons 
had passed before they could get used to the fact that during self-observations they become 
the centre of the teaching-learning process and they are the most important persons for 
themselves.
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Table 3. Level three. Scheme of an observation sheet

Plans Implementations Teachers’ comments Modification

The first column is devoted to the description of teaching procedures 
designed for the event selected to remain at the centre of the observer’s 
attention and could be filled in prior to the lesson. Also lesson modifications 
(column four) introduced by the teachers on the basis of creative analyses 
of their former teaching may be registered, described and verified later. 
Columns two and three are most important for the observer. The events 
that underwent self-observation must be described (column 2) and 
supplied detailed comments (column 3) during the lesson or immediately 
afterwards. These comments are of the utmost importance here, since 
they include evaluations of teaching procedures that the teachers had 
applied, i.e. opinions about their successes and/or failures, as well as the 
description of the aspects of their teaching that, they decided, require 
creative changes.

It follows that pilot observations will then have to be devoted to teachers’ 
learning to express in the form of precisely made notes what they think 
about their own teaching. In addition, their observation sheets, including 
first of all the observations proper, might then form the specific teaching 
portfolios (cf. R ic h a r d s and Fa r r e l l  2005: 103—108) that will certainly 
contribute to further creative thinking as well as to the development of 
particular teaching styles.

6. Final remarks

Language teachers who decide to work on their professional creativity 
must realize, however, that the key to their ultimate success depends on 
their earlier conscious preparation of particular activities and equally 
conscious application of any innovations that they decide to introduce later 
in the course of their teaching practice. This statement may be supported 
by the opinions of other authors, e.g. Ga br y ś-B a rke r  (2007: 430), who 
points out that

[…] the key concepts in [teacher] education these days are: awareness 
of oneself, self-direction and autonomy, and, at the affective level, 
enthusiasm and creativity deriving from awareness.
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Komor owsk a (2008: 73) also presents the fields of conscious knowledge 
needed by particular individuals, regarding possession of this knowledge as 
a preliminary condition for them to function as reflective FL teachers. The 
list of consciously performed activities which are peculiarly valid for the 
present model of teacher creativity development will be presented below:

Level one
conscious selection of lessons, or their fragments, that will be the object  •
of diary writing,
decisions concerning the data about the lessons in question (column 1,  •
Table 1),
ways of describing teaching procedures (column 2, Table 1), •
optimal moments and situations to make notes, •
optimal situations to verify suggested changes and improvements. •

Level two
collecting the necessary information about one’s own teaching, •
selection of events that will undergo participant observations, •
constructing the observation sheet and establishing its best shape, •
establishing the quality of data that constitute the course of the lesson in  •
question as well as the observed event (columns 1, 2; Table 2),
working out the ways of filling the observation sheet, •
deciding about optimal situations to verify the suggested changes, •
deciding about the quantity of pilot observations. •

Level three
careful establishment of teachers’ plans for the whole lesson and the  •
observed event,
the establishment of details of the behaviour which will undergo self- •
observation,
working out the shape of the observation sheet, •
working out the ways of filling the observation sheet with special  •
attention paid to teachers’ comments,
deciding about the optimal time and situation to verify the suggested  •
changes and modifications of teachers’ behaviour.

The character of the activities listed above depicts the nature of the 
language teachers’ creativity model presented here. It shows the gradual 
development of teachers’ creative thinking from diary writing through 
participant observations to self-observations, thus contributing to the 
conscious process of their becoming reflective practitioners (cf. St a ńc z yk 
2009). This model could also be called a specific action research since it 
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stimulates different types of improvements that the language teachers 
could introduce into teaching procedures of all kinds.

Another advantage of this model is its flexibility. Pre-service teachers, 
i.e. students, can work first of all on their diaries, discussed in section 2 
(level 1). Student practice seems to be the most appropriate period when 
the teachers’ attitudes to the nature of their future profession are shaped. 
Novice teachers can devote most of their time and attention to participant 
observations during which their creativity modifying the reactions of their 
students could be developed (level 2). Finally, self-observations (level 3) can 
become the object of interest of the most experienced individuals. Particular 
teachers can go through all the stages of the creativity development model, 
deciding about their length, or select the level that they consider crucial 
for their practice.

Professional creativity is one of the most important aspects of teacher 
behaviour and work. It is assumed that the model described here will be 
accepted and treated as teacher-friendly and will help particular persons 
to successfully organize their work so that they can find and describe the 
fields of their creativity relevant to their teaching. They will also become 
capable of noticing the situations in which their creative behaviour needs 
further development.
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7. Questions and tasks

The following activities focus mainly on diaries, as observation tasks 
are presented in the chapter on classroom observation (this volume).

Q. 1. Could you discuss a contribution of a diary to a teacher’s professional 
development?

Q. 2. What are the advantages of the creativity model presented in the 
chapter for teacher development?

Q. 3. What could be possible reasons for implementing a learner diary in 
a foreign language classroom?

Task 1. Look at the following extracts from trainee-teachers’ diaries and 
think what the focus of the reflection in each of them is:

a. “Very good!”
Diary entry 1, 10th October
From the very beginning my children were excited and I could hear that they’d 
listened to the CD. So I praised them remembering how important the positive 
reinforcement is and what I’ve been taught on a teacher training. Kuba said: 
“I am Kuba” and my response was “Very good!”. We did seven actions and after 
each of them I shouted “Very good!” several times. Flashcards with animals — 
my reaction was the same. “Up and Down Song”, counting to ten, “Elephant 
Song”, Animal Memory Game? “Very good!” and sometimes even “Excellent!” 
or “Great!”. My gestures and smiles also encouraged them to cooperate with me. 
I did it automatically. Repeating two words in every two minutes of the lesson 
might seem strange and boring but I could see that it really works. Children 
were more willing to answer my questions and repeat words. Even Zuzia wasn’t 
so shy as usual. When they said something wrong I corrected them without 
saying “no” or “wrong”. The second lesson was very satisfying. Our relations 
brought better and better so I truly liked them. And I’ve become a walking 
“Very good!” exclamation.

b. “Our First Encounter”
Diary entry 1, 20th November
I entered the classroom with energy and self-confidence. I knew it would be 
quite a difficult first lesson. The fact that I’m going to teach people who are older 
than me was making me very scared. That’s why I tried to make a very good 
first impression. But it was rather unnecessary because with the first words 
that I said in English I realised that they were also frightened. Nobody even 
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tried to answer in English. After a short presentation of the Method I began to 
teach. My students were answering the questions very nervously and blushed 
scarlet every time I tried to correct their mistakes. The majority of them didn’t 
grasp the new way of learning and were making notes and reading from their 
exercise books. Moreover, they couldn’t answer my questions because they did 
not understand anything and tried to translate every new word. I used the 
break to ask the students who were taught with the Callan Method to share 
their experience. It worked out but it doesn’t mean that everything was perfect. 
After the lessons, I was almost sure that nobody will appear next time.

Task 2. Think of designing a study on learner motivation, in which 
a structured diary based on a predetermined set of questions would be the 
main data collection tool. Propose five basic questions for this assignment.

Task 3. Design a self-development action research study based on one-
semester diary writing and classroom observation, either in your own 
classroom or in your one-to-one tutorials.

Additional reading

Further reading sources on classroom observations are presented in the 
chapter on classroom observations (this volume), thus only some additional 
sources on diaries will be enlisted here to further illustrate the nature of 
this instrument of data collection in the context of teaching and learning 
a foreign language.

Nu n a n (1992) Research Methods in Language Learning devotes the whole 
chapter to a detailed description of diaries (and journals) as research tools 
in action research projects. He also provides samples of diaries for analysis 
and discussion.

Appe l  (1995) in his Diary of a Language Teacher provides the reader with 
samples of diary entires compiled by the author himself over a period of 
several years of his own teaching of EFL. It is an excellent illustration of 
a teacher diary (informality of entries, content focus, etc.). It also offers 
a thorough analysis of the entries, supported by references to theory and 
appropriate literature sources. It is not only informative but also a very 
interesting text for pleasure reading.

Ga br yś-B a rke r (2009) New to Self-reflection and Self-evaluation: Novice 
Teachers as Diary Writers may be a useful source for student-teachers on 
the level of description of diary as a research tool. It additionally provides 
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an account of a mini-study, in which trainee-teachers (student-teachers) 
express their views on their own diary writing experiences during the 
teaching practice period.
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Maria Wysocka

Dzienniki, obserwacje lekcji i praca twórcza nauczyciela języków obcych

St r e s z c z e n ie

Celem niniejszego rozdziału jest przedstawienie trójczłonowego modelu samodzielnej 
pracy nauczyciela języków obcych nad rozwijaniem jego twórczości. Model ten obejmuje 
odpowiednio:

Przeznaczony dla studentów i praktykantów poziom obserwacji lekcji i rejestrację ich  •
w formie dzienników.
Prowadzenie obserwacji uczestniczących i wprowadzanie zmian do prowadzonego przez  •
siebie procesu dydaktycznego — dla nauczycieli początkujących.
Poziom autoobserwacji — przeznaczony dla nauczycieli doświadczonych, chcących  •
twórczo modyfikować własną działalność.

Proponowany model ma za zadanie pomóc nauczycielom w pracy poprzez wskazanie 
obszarów, w których mogliby oni najlepiej funkcjonować i wypracowywać nowatorskie 
rozwiązania problemów, z jakimi spotykają się w codziennej pracy.

Maria Wysocka

Klassenbücher, Unterrichtsbesichtigung und schöpferische Arbeit des 
Fremdsprachenlehrers

Zu s a m me n f a s s u ng

Zum Zweck des vorliegenden Kapitels wird die Darstellung des dreiteiligen Modells 
der selbständigen Arbeit eines Fremdsprachenlehrers an der Entfaltung dessen Tätigkeit. 
Das Modell umfasst wie folgt:

Die für Studenten und Referendaren bestimmte Stufe der Unterrichtsbesichtigungen und  •
deren Aufzeichnung in Form von Klassenbüchern.
Beteiligte Besichtigungen des Unterrichts und die Modifizierung seines eigenen  •
didaktischen Prozesses — für angehende Lehrer.
Die Selbstbeobachtungsstufe — für erfahrene Lehrer, die ihre eigene Tätigkeit  •
modifizieren möchten.

Das präsentierte Modell hat die Aufgabe, die Lehrer in ihrer Arbeit zu unterstützen 
und ihnen solche Gebiete zu zeigen, auf denen sie noch besser funktionieren und die 
Probleme ihrer täglichen Lehrerpraxis neuartig lösen könnten.
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Case study methodology

1. The case study — 
definition and characteristic features

Defining the case study is not an easy task. Nu n a n (1992: 74) points 
out that methodologically speaking the case study is ‘a hybrid’ consisting 
of a range of methods for collecting and analysing data, rather than being 
restricted to a single procedure. Ł oboc k i  (2006: 305) shares a similar view. 
He claims that the case study is not a separate method but an approach 
based on various techniques. Below, three widely available definitions of 
the case study are presented:

Case study — the intensive study of an aspect of behaviour, either 
at one period in time or over a long period of time, e.g. the language 
development of a child over one year. The case study method provides an 
opportunity to collect detailed information which may not be observable 
using other research techniques (compare cross-section(al) method), and 
is usually based on the assumption that the information gathered on a 
particular individual, group, community etc., will also be true of the 
other individuals, groups or communities (R ic h a r d s, Pl at t  and Pl at t 
1992: 47).

Case study (or history) — the detailed account of a single individual. 
Most often used in psychotherapy, where as complete a record of a single 
person as possible is compiled, including personal history, background, 
test results, ratings, interviews, etc. In clinical psychology and psychiatry, 
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disciplines which were originally non-experimental in their approach, 
case studies have often become the basis for generalized theoretical 
principles (Reb e r and Reb e r 2001: 106).

1. Case study research comprises an intensive study of the background, 
current status, and environmental interactions of a given social unit: 
an individual, a group, an institution, or a community, while

2. Developmental research comprises an investigation of patterns and 
sequences of growth and change as a function of time (Br ow n and 
Ro dge r s  2002: 21).

These definitions stress various dimensions of the term. The first 
definition focuses on the possibility of generalizing the findings, the second 
one concentrates on the application of the method and techniques used to 
collect the data. Finally, the third one highlights some possible variables 
that need to be taken into consideration in the course of research as well 
as the nature of the research process. These definitions, however, do not 
exhaust the issue. An extensive literature review allows one to enumerate 
the following characteristics of the case study:

A case study is a specific, holistic, often unique instance that is frequently  •
designed to illustrate a more general principle (Cohe n, M a n ion and 
Mor r i son 2006).
It is an intensive, holistic description and analysis of a single entity  •
(Me r r i a m 1988: 16, quoted in Nu n a n 1992: 77).
A case study refers to a longitudinal approach characterized by at  •
least three of the qualitative paradigm attributes: naturalistic (use of 
spontaneous speech), process-oriented (it takes place over time) and 
ungeneralizable (very few subjects) (L a r se n, F r ee m a n and L ong 1991: 
11—12, quoted in Nu n a n 1992: 76). The last feature (i.e. ungeneralizable), 
however, needs to be treated with caution (consider the definition by 
R ic h a r d s, Pl at t  and Pl at t  presented above).
It is a contextualized study, which means that research is carried out in  •
the naturalistic environment of the case/student. It needs to be clarified 
that contexts involved in the case study may be temporal, physical, 
organizational, institutional, interpersonal.
The study of ‘an instance in action’. As Nu n a n  (1992: 75) explains,  •
‘one selects an instance from the class of objects and phenomena one 
is investigating (for example, “a second language learner” or “a science 
classroom”) and investigates the way this instance functions in a context.’
The study of an evolving situation (Cohe n, M a n ion and Mor r i s on  •
2006).
The case study is often developmental in nature. Br ow n and Rodge r s  •
(2002: 21) claim that in language education research, case studies often 
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involve following the development of the language competence of an 
individual or small group of individuals.
The case study is characterized by rich, vivid and holistic description  •
(‘thick description’) and portrayal of events, contexts and situations 
through the eyes of participants (including the researcher). It is more 
interesting in human terms than statistical research (Wa l l ace  1998: 
164).
The focus is on actors and participants. •
The case study is idiosyncratic; it concentrates on what is unique  •
(Wa l l ace 1998: 161).
It belongs to the qualitative research tradition, however, it contains a mix  •
of qualitative and quantitative measures.
There is a chronological narrative of the data. •
Case studies are best used for intensive investigation of complex situations  •
where there are many interacting variables (C h i ld  2007: 551). Wa l l ace 
(1998: 164) enumerates some possible aims of case study research, namely: 
solving problems; applying theories to practice; generating hypotheses 
and providing illustrations.
Case studies draw on multiple sources of evidence and information.  •
According to Cohe n, M a n ion  and Mor r i s on  (2006), data in case 
studies are derived from: observations (structured to unstructured); 
field notes; interviews (structured to unstructured); various documents; 
numbers. Ł oboc k i  (2006: 305) enumerates the following techniques for 
collecting data: conversation and interview, document analysis, analysis 
of works produced by the subject, participant observation and sometimes 
psychological tests. According to Ł ob o c k i  (2006: 305), another useful 
procedure implemented in case studies is the portfolio containing 
background information about the student and his/her works. The 
portfolio is gradually expanded and supplemented with the information 
added by the teachers or other people involved.
Case study research implies the combination of description, analysis  •
and interpretation. However, R ic h a r d s and Fa r r e l l  (2005: 128) claim 
that the case study involves a detailed description of a situation, but the 
researcher does not necessarily analyse or interpret it. The case thus 
becomes the data for analysis and interpretation by the reader. In other 
words, as Cohe n, M a n ion and Mor r i son (2006) put it: ‘The principle 
behind the case study is to let the data speak for themselves (don’t over-
interpret)’.
It can be an instructive example for other teachers (R ic h a r d s  and  •
Fa r r e l l  2005: 128).
It focuses on an instance or example of something we wish to learn more  •
about (R ic h a r d s  and Fa r r e l l  2005: 128). It is more accessible to the 

11 Action…
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practising professional (Wa l l ace 1998: 161). Re ic he lt  (2000: 346) says 
that the case study represents so-called ‘teacher research’, defined as a 
systematic, intentional inquiry by teachers’ interest in the problems of 
practice.
Case studies have implications beyond the situation described (R ic h a r d s  •
and Fa r r e l l  2005: 128).

1.1. What is a case?

Case study research focuses on either individuals or well-defined groups 
such as a family, school or community. Cohe n, M a n ion and Mor r i son 
(2006) specify what constitutes a case:

A person (e.g. an individual teacher — Nu n a n 1992: 76). •
A group (e.g. group dynamics within a classroom — Nu n a n 1992: 76). •
An organization (e.g. summer intensive language learning program at  •
a university; a classroom or a school district — Nu n a n 1992: 76)
An event (e.g. a Japanese language tutorial… where one could examine  •
the amount of time a teacher speaks in either Japanese or English for 
class management purposes — D u f f  1990: 35, quoted in Nu n a n 1992: 
76).

Nu n a n (1992: 76) adds that a case can be also a construct, such as an 
innovative teaching program. Ł obo c k i  (2006: 304—305) is of the opinion 
that the case study is implemented to examine students with specific needs, 
deviant or anti-social behaviour who need extra or modified treatment. 
Thus, a case is often associated with an individual requiring special 
treatment.

Y i n  (2003: 10) draws attention to two terms, which are frequently 
confused, namely: case study teaching and case study research. The 
former refers to the materials or situations which are deliberately modified 
to highlight some important issues or to present some problems more 
effectively (the value of these case studies has been thoroughly described 
by Re ic he lt  2000, who uses them in L2 teacher education). The latter, 
however, requires a fair and objective description of the data (the example 
refers to longitudinal, intensive studies — see Section 6).

1.2. Types of case studies

As far as the purpose of the research is concerned, Yi n (1984, quoted in 
C h i ld  2007: 551—552) distinguishes 3 main types of case studies:
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exploratory •  — these can be used as pilot studies for larger projects. 
Te l l i s  (1997a) says that exploratory case studies may be undertaken 
prior to the definition of the research questions and hypotheses, 
as a prelude to some social research. Additionally, they are useful 
in determining and modifying the research tools that are to be 
administered in the research. Yi n (1984, quoted in C h i ld  2007: 551—
552) provides the example of a study of teacher attitudes to the inclusion 
of pupils with special needs, conducted in one school, in which teachers 
are asked to complete questionnaires and take part in interviews. 
Feedback from this case study of one school is then used to plan a larger 
project involving a representative sample of schools from throughout 
the country.
descriptive •  (e.g. narrative) — these provide narrative accounts of 
a particular case; often applicable in special education. Te l l i s  (1997a) 
claims that this type of study focuses on the formation of hypotheses of 
cause-effect relationships. That is why the descriptive theory must cover 
the depth and scope of the case under study. The selection of cases and 
the unit of analysis are developed in the same manner as the other types 
of case studies. Yi n (1984, quoted in C h i ld  2007: 551—552) gives the 
example of a focused study of a teenage girl with anorexia nervosa, which 
details the development and treatment of the disorder over a period of 
years from the perspectives of her parents, teachers, and the girl herself. 
In language studies, descriptive case studies would refer, for example, 
to the in-depth description of two learners acquiring a second language 
and the detailed presentation of various factors connected with second 
language development.
explanatory •  — these attempt to test hypotheses or theories using 
a single person or homogeneous group. Te l l i s  (1997a) is of the opinion 
that explanatory cases are suitable for doing causal studies. For example, 
an intensive investigation following the exploratory example above might 
be used to track the effects of integrating students with disabilities into 
mainstream inclusive schools (St a ke s  and Hor n by 2000, quoted in 
C h i ld  2007: 552).

St a k e  (1988, quoted in C oh e n, M a n ion  and M or r i s on  2006) 
provides a slightly different typology:

Intrinsic case studies: (to understand the case in question). •
Instrumental case studies (examining a particular case to gain insight  •
into an issue or theory). Te l l i s  (1997a) explains that instrumental 
case studies are used to understand more than what is obvious to the 
observer.
Collective case studies (groups of individual studies to gain a fuller  •
picture).

11*
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For Ste n hou se (1983, quoted in Nu n a n 1992: 77—78) case studies can 
be divided into:

neo-ethnographic — the in-depth investigation of a single case by  •
a participant observer;
evaluative — an investigation carried out in order to evaluate policy or  •
practice;
multi-site — a study carried out by several researchers on more that one  •
site;
teacher research (action) — an investigation carried out by a classroom  •
practitioners in his or her professional context (classroom action 
research).

Yi n (2004) focuses on the following types:
single case study, •
multi-case study, •
holistic case study, •
embedded case study. •

Nu n a n  (1992: 81—82) discusses a single case study as a special  
type of case study, which shares some characteristics with the case 
study and experimental research (as some intervention takes place). 
The difference, however, lies in the fact that there are no experimental  
or control groups, as the study involves a single individual or a group.  
The behaviour of the subject or subjects is measured at two or more points 
in time. The author also claims (1992: 82) that single case research has  
been employed in areas such as psychology and speech pathology. In 
education, studies have been carried out to alter the classroom behaviour 
of children who are disruptive or who have specific learning or attitudinal 
problems.

Y i n  (2004) explains the difference between holistic and embedded 
case studies, namely: research into why a school system had implemented 
certain student promotion policies and the system’s classrooms could serve 
as embedded ‘sub-cases’ from which you also collect data.

2. Case studies and other types of the research

Yi n (1994, quoted in Wa l l i m a n 2001: 228) compared the case study 
with other research methodologies in terms of forms of research questions, 
required control and focus on contemporary events. The findings are 
presented in Table 1.



165Case study methodology

Table 1. Various types of research — comparison (source: Y i n 1994, quoted in Wa l l i m a n 
2001: 228)

Strategy Forms of research question Requires control over 
behavior of event

Focuses on con-
temporary

Experimental How, why
What if?

Yes Yes

Survey Who, what, where
How many, how much?

No Yes

Archival analysis Who, what, where
How many, how much?

Yes/No No

Historical How, why? No No
Case study How, why? No Yes

From the above comparison, we may assume that case studies typi- 
cally take more of a qualitative than a quantitative approach, allowing 
participants to speak for themselves, thereby enabling the situation to be 
seen through the eyes of participants. Thus, the main source of information 
for case studies is usually based on interviews with key participants, 
but documentary evidence, questionnaire data, observational data, even 
information from standardized tests has been included (C h i ld  2007: 
551).

Yi n (1994, quoted in Te l l i s  1997a, 1997b) is even more specific about 
primary sources of evidence for case study research and identifies six 
of them. However, he asserts that the use of each of these might require 
different skills from the researcher. Not all the sources are essential in 
every case study, but the importance of multiple sources of data to the 
reliability of the study is well established (St a ke 1995; Yi n 1994, quoted 
in Te l l i s  1997a). Another thing worth remembering is that no single 
source has a complete advantage over the others; rather, they might be 
complementary and could be used in tandem (Te l l i s  1997b).

The six sources identified by Yi n (1994, quoted in Te l l i s  1997a, 1997b) 
are as follows:

documentation, letters, memoranda, agendas, study reports, or any items  •
that could add to the data base;
archival records, service records, maps, charts, lists of names, survey  •
data, and even personal records such as diaries;
interviews, which constitute one of the most important sources of case  •
study information. The interview could take one of several forms: open-
ended, focused, or structured;
direct observation, which occurs when the investigator makes a site  •
visit to gather data. The observations could be formal or casual activi- 
ties;
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participant observation, understood as a unique mode of observation  •
in which the researcher may actually participate in the events being 
studied;
physical artifacts, which could be defined as any physical evidence that  •
might be gathered during a site visit. That might include tools, art works, 
notebooks, computer output, and other such physical evidence.

Fly vbje r g (2005: 65) claims that the value of quantitative methods (e.g. 
statistical studies) is their scope, the weakness relates to the depth of the 
analysis. With the case study, the situation is completely diverse. Yet, both 
approaches are needed in social studies.

S e l ige r  and Shoh a my (1989: 124—125) place case study approaches 
within descriptive research, especially in relation to second language 
acquisition. The example they provide concerns L2 performance or L2 
development of one or more subjects as individuals. The authors claim that 
in such research the focus is on the thorough description of individual’s 
linguistic performance as well as the frequency of occurrence of certain 
structures or behaviour. For S e l ige r  and S h oh a my  (1989: 129), 
descriptive research in second language acquisition provides descriptions 
of naturally occurring phenomena connected with language development 
and processing. It does so by collecting data through non-intrusive and 
non-manipulative procedures. S e l ige r  and Shoh a my  (1989: 124—125) 
contrast qualitative and descriptive research. The former is: synthetic/
holistic, heuristic (not deductive, which means that few decisions, if 
any, are made before the research begins) and control low. At the same 
time, the latter is often more deductive than heuristic, and begins with 
preconceived hypotheses and a narrower scope of investigation. Because 
of that, descriptive research shares some of the qualities of experimental 
research and is often quantitative.

B r o w n  and R o dge r s  (2002: 287) define the case study as an 
‘observation of the characteristics of an individual unit such as a person, 
a social group, a class, a school or a community’. However, we must bear in 
mind that the case study is more than observation. Ade l m a n, Je n k i n s 
and K e m m i s (1976, quoted in Nu n a n 1992: 74) state that ‘a case study 
should not be equated with observational studies as this would rule out 
historical case studies.’

Nu n a n  (1992: 75) points out that a case study might bear some 
resemblance to ethnographic research, especially in its philosophy, methods 
and context-based approach. Ethnographic research is commonly defined as 
a non-manipulative study of the cultural characteristics of a group in real-
world rather than laboratory settings, utilizing ethnographic techniques 
and providing a sociocultural interpretation of the research data (Nu n a n 
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1992: 230). All of these features are also present in the case study. However, 
Nu n a n (1992: 75) stresses three main differences between these two types 
of research, namely: the scope, the focus and the type of applied research 
methods. The case study is more limited in scope than ethnography. Another 
difference is concerned with the focus: ethnography is mostly concerned 
with the cultural context and cultural interpretation of the phenomena 
under investigation. Finally, the case study can employ qualitative data 
and statistical methods (which makes it more descriptive — for details see: 
Se l ige r  and Shoh a my 1989, earlier in this section), unlike ethnography, 
which is based solely on qualitative field methods.

R ic h a r d s and Fa r r e l l  (2005: 129) contrast the case study with critical 
incident analysis. They claim that a case study differs from a critical incident 
in that it starts from identification of a particular issue or phenomenon and 
then selects a method for collecting information about it. Critical incident 
analysis involves looking back on an unplanned classroom incident and 
reflecting on its meaning. Cognitions and emotions are equally important 
in critical incident analysis. In contrast, a case study usually has a broader 
focus than a critical incident, though a critical incident can provide the 
initial motivation for a case study. A case study may require some amount 
of planning or planned intervention. According to R ic h a r d s and Fa r r e l l 
(2005: 129—130), a case is defined as a narrative description of a real-life 
situation; a ‘slice of life’, that can provide a forum for teachers to explore 
issues that arise in real classrooms. Similarly, Yi n (1984: 23, quoted in 
Nu n a n 1992: 76) claims that

a case study is an empirical inquiry that investigates a contemporary 
phenomenon within its real-life context; when the boundaries between 
phenomenon and context are not clearly evident; and in which multiple 
sources of evidence are used.

3. History of case study methodology

The pendulum metaphor describes well the history of case study 
research, as it is marked by periods of intense use and periods of disuse. 
This was determined by the emphasis of researchers either on quantitative 
or qualitative methods. H a m e l  et al. (1993, quoted in Te l l i s  1997a) 
asserted that if the case study was rejected, it was not so much because 
of its drawbacks, but due to the inappropriate and immature methodology 
of some disciplines (i.e. sociology). As the use of quantitative methods 
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advanced, the decline of the case study hastened. However, in the 1960s, 
researchers were becoming concerned about the limitations of quantitative 
methods. From that time on, a renewed interest in case study methodology 
could be observed. 

R ic h a r d s  and Fa r r e l l  (2005: 126) report that case analysis has 
a long history in fields such as business, law and medicine. For example, 
the Harward Law School has used case studies since 1870 (C a r t e r  and 
Un k le sb ay  1989, in R ic h a r d s  and Fa r r e l l  2005: 128). However, in 
language teaching the case study method was not used until the mid-1980s.

Je nd r yc h and Wi sn iewsk a (2009) admit that the analysis of cases 
originates from the early 20th century (the 30s of the previous century 
to be more specific). Te l l i s  (1997a) claims that the earliest use of this 
form of research can be traced to Europe, predominantly to France. 
In the United States, however, the method was most closely associated 
with the University of Chicago, Department of Sociology. According to 
Jendrych and Wisniewska (2009), the case study was firstly implemented 
in psychiatry as a means to describe and diagnose instances of diseases. 
Case studies have been exploited regularly in law education, business and 
second/foreign language education, particularly in ESP. They are used 
as a research method, a teaching method and a method of professional 
development.

4. Evaluation of case study methodology

The case study, like any research method, can be evaluated both 
positively and negatively.

4.1. Strengths of case studies

The strong points of case studies can be classified into some wider 
categories:

Nature of the study and type of data obtained
The case study method is pertinent when it addresses a descriptive  •
question (what happened?) or an explanatory question (how or why 
it happened?); in contrast, a well-designed experiment is needed to 
establish causal relationships (e.g. whether a new education programme 
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had improved student performance, and a survey may be better at telling 
you how often something has happened (Yi n 2004);
It is ideal when a holistic, in-depth investigation is needed (Fe ag i n,  •
O r u m and Sjob e r g 1991, in Te l l i s  1997a);
The benefits of a case study are that apart from diagnosing and examining  •
the behaviour/nature of the problem, it also presents some wider context 
(environmental or cultural). Nu n a n (1992: 76) highlights the fact that 
the case study is particularly characteristic of some areas of psychological 
research, such as clinical psychology, which focuses on abnormal (or 
antisocial) behaviour;
It is rooted in real contexts; •
The case study regards context as a determinant of behaviour; •
It assumes that the whole is more than the sum of the parts (holism); •
It recognizes and accepts complexity, uniqueness and unpredictability; •
Case studies can represent a multiplicity of viewpoints, and can offer  •
supporting or alternative interpretations (Ade l m a n et al. 1976, quoted 
in Nu n a n 1992: 78);
It offers multi-perspectival analyses. This means that the researcher  •
considers not just the voice and perspective of the actors, but also of the 
relevant groups of actors and the interaction between them. This one aspect 
is a salient point in the characteristics that case studies possess. They give 
a voice to the powerless and voiceless. When sociological investigations 
present many studies of the homeless and powerless, they do so from the 
viewpoint of the ‘elite’ (Fe ag i n, O r u m  and Sjob e r g 1991, in Te l l i s 
1997a);
The case study offers a multitude of details, that enables a thorough  •
understanding of the situation and focuses one’s attention on details 
(Fly vbje r g 2005: 46).

Outcomes
The case study is strong on reality (contextualized) and ‘strong in reality’  •
(i.e. likely to appeal to practitioners — Ade l m a n et al. 1976, quoted in 
Nu n a n 1992: 78);
It can establish cause and effect; •
It can focus on critical incidents; •
It leads to action (link to action research); a ‘step into action’ (Cohe n,  •
M a n ion and Mor r i son 2006);
The case study seems suitable for small-scale investigations (Nu n a n  •
1992: 88);
It can permit generalizations and application to similar situations. One  •
can generalize from a case, either about an instance, or from an instance 
to a class (Ade l m a n et al. 1976, quoted in Nu n a n 1992: 78);
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It can provide a database of materials which may be reinterpreted by  •
future researchers (Ade l m a n et al. 1976, quoted in Nu n a n 1992: 78).

Practicality and simplicity (clarity)
The case study is practicable (it can be done by a single researcher); •
Case studies can be put to immediate use for a variety of purposes  •
(Ade l m a n et al. 1976, quoted in Nu n a n 1992: 78);
Case study data are usually more accessible than conventional research  •
reports. As a result, they may serve multiple audiences (Ade l m a n et al. 
1976, quoted in Nu n a n 1992: 78);
Case study data are written in an accessible style and are immediately  •
intelligible;
Cases are necessary to develop and extend one’s knowledge and skills,  •
which is indispensable to conducting further research (Fly vbje r g 2005: 
46).

4.2. Drawbacks of case studies

Problems with case studies concern the following issues (C oh e n, 
M a n ion and Mor r i son 2006):

Difficulty to organize the research; •
Limited generalizability; •
Problems of cross-checking; •
Risk of bias, selectivity and subjectivity; •
Fly vbje r g  (2005: 64) claims that case studies may be arbitrary and  •
subjective;
Reliability of the gathered material and information is not guaranteed; •
Case studies require a certain predisposition and experience of the  •
researcher to deal with the gathered data appropriately, otherwise they 
tend to reflect subjective judgement of the researcher.

Yi n (1984, quoted in Nu n a n 1992: 80) argues that construct validity 
is especially problematic in case study research as it is difficult to develop 
a sufficiently operational set of measures and ‘subjective’ judgements are 
used to collect the data. Yi n (1984: 38, quoted in Nu n a n 1992: 80) also 
claims that this is ‘a concern only for causal or explanatory studies, where 
an investigator is trying to determine whether event x led to event y’. If the 
casual relationship between the variables is established incorrectly, without 
taking some other, potential variables into account, then the research 
design may fail to meet internal validity. However, Nu n a n (1992: 80) adds 
that internal validity (defined as the extent to which the researchers have 
really observed what they decided to observe and have addressed all the 
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critical observational data — Br ow n and Rodge r s  2002: 44) is of concern 
in all types of research. For Guba and L i ncol n (1981, quoted in Nu n a n 
1992: 81) internal validity takes precedence over external validity because 
without internal validity results are meaningless.

Yi n (1984, quoted in Nu n a n 1992: 81) says that there is also a threat 
to external validity, which may serve as the major barrier to doing case 
studies. Yi n (1984, quoted by Nu n a n 1992: 81) defines external validity 
as the extent to which a particular finding can be generalized beyond the 
case under investigation. Br ow n and Rodge r s  (2002: 45) provide a more 
detailed definition. For them, external validity concerns the extent to 
which the researcher can generalize from the case study participant(s) and 
situation to other people and situations. Yi n (1984, quoted in Nu n a n 1992: 
81) has dealt with this potential threat by claiming that case studies seek to 
make ‘analytic’ rather than ‘statistical’ generalizations. This brings to mind 
Popper’s work on falsifiability (Nu n a n 1992: 81). Case studies, thus are 
appropriate as a tool for falsifying a particular hypothesis or claim on the 
grounds that a single disconfirming instance is sufficient to refute a given 
hypothesis or claim (Nu n a n 1992: 81).

All in all, construct validity has been a source of criticism because of 
potential investigator subjectivity. Yi n (1994) suggested three possibilities 
to minimize problems with construct validity: using multiple sources of 
evidence, establishing a chain of evidence, and having a draft case study 
report reviewed by key informants (Te l l i s  1997a).

A frequent criticism of case study methodology is that its dependence 
on a single case prevents it from providing a generalizing conclusion. Yi n 
(1993, in Te l l i s  1997a) presented Giddens’ view which considered case 
methodology ‘microscopic’ because it ‘lacked a sufficient number’ of cases. 
H a me l  et al. (1993, in Te l l i s  1997a) and Yi n (1993, 1994, in Te l l i s  1997a) 
forcefully argued that the relative size of the sample, whether 2, 10, or 100 
cases are used, does not transform a multiple case into a macroscopic study. 
The goal of the study should establish the parameters, and then should be 
applied to all research. In this way, even a single case could be considered 
acceptable, provided it met the established objective.

For Nu n a n  (1992: 83—85), there are five potential weaknesses 
concerning single case research, namely:

ethical objections — treatment or withholding the treatment may raise  •
some ethical doubts;
practical problems — finding individuals with similar characteristics  •
may be difficult;
averaging of results — difficulty may arise from an attempt to derive  •
generalizable results and obtain data on specific subjects for diagnosis 
or remediation;
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generality of findings — related to averaging. As results from group  •
studies do not reflect changes in individuals, it is difficult for the 
researcher to determine to what extent any given subject is similar to 
those in the group who showed improvement;
intersubject variability — an individual may differ in the amount of  •
improvement (some may improve, while others deteriorate or remain 
stable).

Fly vbje r g (2005: 42—43) addresses five misconceptions about the case 
study. He points out that it is not true that the case study does not provide 
reliable results and that it can be used in the initial stage of research, 
as a kind of a pilot study. Flyvbjerg’s discussion concerning the possible 
drawbacks of the case study is presented below:
1. Theoretical, context-free knowledge is more valuable than concrete, 

practical and contextualized knowledge. Fly vbje r g (2005: 47) explains 
that in social studies there is no theoretical, context-free prognostic 
theory similar to the one that occurs in science. Social studies, because 
of their focus (i.e. understanding human behaviour), must be based on 
concrete, contextualized knowledge.

2. One cannot generalize from a single case; therefore the single case 
study cannot contribute to scientific development. Since it is difficult to 
generalize on the basis of one single case, case study method does not 
contribute to the progression of knowledge. Fly vbje r g (2005: 50—51) 
admits that case study is particularly useful for generalization on the 
basis of falsification by Karl Popper. Popper’s theory of falsifiability is 
based on the ideas that an assertion can be shown false by an observation 
or a physical experiment. In other words, if only one of the observations 
does not fit the theory or the initial hypothesis, then the theory may be 
considered as inappropriate, and as such must be verified or discarded. 
Thus, the statement that all swans are white can be falsified if we find 
one single black swan. In Fly vbje r g’s opinion (2005: 51), the case study 
as a method is particularly useful for the identification of such ‘black 
swans’. Fly vbje r g  (2005: 51) further suggests that the importance 
of formal generalization is overemphasized, whereas the meaning of 
a single case is often underestimated.

3. The case study is most useful for generating hypotheses, while other 
methods are more suitable for hypotheses testing and theory building. 
The case study is more applicable in the initial stage of research for 
posing hypotheses than in other stages of research where other methods 
are more useful. Fly vbje r g  (2005: 52—53) addresses this point by 
claiming that cases are important at any stage of the research process. 
The problem depends on the types of the cases selected. Fly vbje r g 
(2005: 52—53) provides the types of cases suitable for particular purposes, 
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namely: extreme cases (unusual, deviant cases which are crucial for 
reaching the point, understanding the idea often in a dramatic sense). 
Decisive cases are needed to evaluate the general problem. Fly vb e r g 
(2005: 52—53) suggests the strategy of looking for the most probable case 
or the least probable one so that either of them would help to accept or 
reject the initial hypothesis). Paradigmatic cases relate to the problem of 
whether the value of the case is metaphorical or prototypical. In other 
words, the aim is to establish the range of contexts to which a case is 
related as well as provide the model example of something).

4. The case study method contains a bias toward verification. Fly vbje r g 
(2005: 59) claims that falsification, not verification is characteristic for 
the case study method. If we assume that the aim of the researcher is to 
understand and acquire some knowledge about the issue, then the case 
study is a method ensuring deeper understanding by contextualizing 
the problem.

5. It is often difficult to summarize specific case studies and build theories. 
Fly vbje r g (2005: 60) admits that case studies often contain the element 
of narration. The value of narratives lies in the fact that they capture 
the complexity and ambiguity of real life, and as such, can be difficult 
to summarize in the form of scientific principles, general statements or 
formal theories. Peat t ie  (2001, quoted in Fly vbje r g 2005: 61) warns 
against the summarising of case studies, saying that the strengths of 
the case study (i.e. contextualized and multidimensional approach 
to the problem) is lost when one wants to summarize general and 
complementary issues. Narrative studies give meaning to the situation 
that we have experienced. They help to anticipate future situations before 
we have a chance to experience them. They give us the opportunity to 
imagine future alternatives of various situations. Fly vbje r g (2005: 64) 
sums up his discussion by saying that well-designed case studies should 
be read holistically as some kinds of narration.

5. Case study methodology in practice

Yi n (2003: 19, 35—39) stresses the fact that while designing case study 
we need to account for:
a) construct validity — establishing correct operational measures (by 

selecting appropriate/specific types of changes that are to be studied; 
demonstrating that the selected measures of changes do indeed reflect 
selected types of the changes;
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b) internal validity — establishing a causal relationship between the 
conditions (the case of explanatory and descriptive case studies);

c) external validity — establishing a domain to which a study’s findings 
can be generalized (the major obstacle in case study research);

d) reliability — ensuring that data collection techniques can be replicated 
with the same results (e.g. by detailed documentation of the procedures 
in particular stages).

5.1. Stages in case studies

Cohe n, M a n ion and Mor r i son (2006) identify the following stages in 
the case study:

Start with a wide field of focus; •
Progressive focusing; •
Draft interpretation/report (avoid generalizing too early). •

The procedure in single case studies offered by Nu n a n (1992: 82) involves 
four stages or phases, which constitute an ABAB design:

A — Baseline — observations carried out to establish a baseline against  •
which future behaviour can be evaluated. This phase continues until the 
researcher is satisfied that a stable and reliable measure of the behaviour 
has been obtained;
B — Intervention — the teacher or therapist intervenes in some way; •
A — Base — the treatment is withdrawn, and the conditions which  •
existed during phase A are restored. The researcher now wants to know 
whether the behaviour will remain at the lower level predicted by the 
intervention phase;
B — Intervention — the intervention is restored, and the individual’s  •
behaviour is observed once more.

5.2. Triangulation

Case studies are often criticized for low generalizability (for details 
see Section 4.2). That is why, while designing a case study, it is good to 
realize what kind of conclusions or general findings can be drawn. Cohe n, 
M a n ion and Mor r i son (2006) point out that we can generalize:

from the single instance to the class of instances, •
from features of the single case to classes with the same features, •
from the single features of part of the case to the whole of the case. •

Another important thing to remember while planning case studies 
concerns triangulation, understood as the process (processes) of verification 
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which gives us confidence in our observation. Te l l i s  (1997a) believes 
that triangulation increases the reliability of the data and the process of 
gathering them. In the context of data collection, triangulation serves to 
corroborate the data gathered from other sources.

De n zi n (1984, in Te l l i s  1997b) identified four types of triangulation:
Data source triangulation, when the researcher looks for the data to  •
remain the same in different contexts;
Investigator triangulation, when several investigators examine the same  •
phenomenon;
Theory triangulation, when investigators with different view points  •
interpret the same results;
Methodological triangulation, when one approach is followed by another,  •
to increase confidence in the interpretation.

C oh e n, M a n io n  and M o r r i s o n  (2006) approach the issue of 
triangulation from slightly different perspective. They enumerated seven 
possible types of triangulation in case studies:

Time, •
Place, •
Methodologies, •
Instrumentation, •
Researchers, •
Participants, •
Theory (interpretive paradigms/lenses). •

5.3. The role of the researcher

It is often mentioned in the literature that the case study requires 
a certain preparation and skills on the part of the researcher Yi n (2003: 
50) specifies that case study researchers should:

be able to ask good questions and interpret the answers; •
be able to listen attentively (i.e. receive information through different  •
modalities) and objectively (i.e. without ideologies and preconceptions, 
assimilating large amounts of information without bias);
be adaptive and flexible (i.e. willing to modify research procedures and  •
adapt to unplanned situations);
have a firm grasp of the issues under investigation; •
be unbiased by the preconceived notions or theories. •

St a ke (1995, in Cohe n, M a n ion and Mor r i son 2006) focuses on the 
roles of researcher in case studies. The roles are as follows:

teacher, advocate, evaluator, biographer, interpreter. •
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6. Examples of case studies in ELT literature

Nu n a n (1992: 78) claims that the case study is often implemented in 
first language acquisition and second language learning. The most common 
issues that are examined concern the language development of first and 
second language learners (see Lois Bloom’s study presented in details in 
Section 6.1.) as well as the impact of individual variables on progress in 
language learning (e.g. Schumann’s s longitudinal study of Alberto, a 33-
year-old Costa Rican, who made little progress in learning English and did 
not adapt to the new culture despite intensive instruction — Nu n a n 1992: 
79).

A case study can also be applied in education as a method to deal with 
unique, exceptional students or students with special educational needs 
(for details, see the study of Laura and Christopher — Sections 6.2 and 6.3, 
respectively, or Ja r osz 2006, F r a n kowsk a 2008).

6.1. Negation — Lois Bloom’s study

Lois Bloom’s longitudinal study of three children: Kathryn, Gia, and 
Eric, included a detailed analysis of the development of negation when 
they were less than three years old. The children learned the functions of 
negation very early. That is, they learned to deny, reject, disagree with, and 
refuse something. However, even though they had this awareness of how 
negation functions, it took some time before they learned the grammatical 
rules to express these negative functions. The following stages in the 
development of negation have been observed (L ig ht b ow n  and Sp a d a 
1999: 5—6).

Stage 1
The child’s first negatives are usually expressed by the word ‘no’, either all 
alone or as the first word in the utterance:

No go. No cookie. No comb hair.

Some children even adopt the word ‘any’ as a negator, perhaps with an 
accompanying shake of the head:

Any bath!
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Stage 2
As utterances grow longer, and the sentence subject is included, the negative 
usually appears just before the verb:

Daddy no comb hair.

Stage 3
At this stage, the negative element is inserted into a more complex sentence. 
Children may add forms of the negative other than no, including words like 
can’t and don’t. These sentences appear to follow the correct English patterns 
of attaching the negative to the auxiliary or modal verb. However, the 
negative words do not yet vary these forms for different persons or tenses:

I can’t do it. He don’t want it.

Stage 4
Later, children begin to attach the negative element to the correct form of 
auxiliary verbs such as ‘do’ and ‘be’, and modal verbs such as ‘can’:

You didn’t have supper. She doesn’t want it.

They may still have difficulty with some other features related to 
negatives:

I don’t have no more candies.

6.2. Laura — a study of a retarded girl

Laura was a retarded young woman with a nonverbal IQ of 41—44. She 
lacked almost all number concepts, including basic counting principles, 
could draw only at a preschool level and had an auditory memory span 
limited to three units. Yet, when at the age of sixteen she was asked to 
name some fruits, she responded with pears, apples, and pomegranates. In 
this same period she produced syntactically complex sentences like:

He was saying that I lost my battery-powered watch that I loved

and

Last year at school when I first went there, three tickets were gave out by a police 
last year.

12 Action…
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Laura could not add 2 + 2. She was not sure of when ‘last year’ was 
or whether it was before or after ‘last week’ or ‘an hour ago’, nor did she 
know how many tickets were ‘gave out’, nor whether three was larger or 
smaller than two. Nevertheless, Laura produced complex sentences with 
multiple phrases. She used and understood passive sentences, and she was 
able to inflect verbs for number and person to agree with the subject of 
the sentence. She formed past tenses in accord with adverbs that referred 
to past time. She could do all this and more, but she could neither read 
not write nor tell time. She did not know who the President of the United 
States was or what country she lived in or even her own age. Her drawings 
of humans resembled potatoes with stick arms and legs. Yet, in a sentence 
imitation task, she both detected and corrected grammatical errors 
(F r om k i n, Ro d m a n and Hy a m s 2003: 49—50).

F r om k i n, Ro d m a n and Hy a m s (2003: 49—50) state that Laura is 
one of many examples of children who display well-developed grammatical 
abilities, less-developed abilities to associate linguistic expressions with 
the objects they refer to, and severe deficits in nonlinguistic cognitive 
development. They add that any notion that linguistic competence results 
simply from communicative abilities, or develops to serve communication 
functions, is belied by studies of children with good linguistic skills, but 
nearly no communicative skills. The acquisition and use of language seem 
to depend on cognitive skills different from the ability to communicate in 
a social setting.

6.3. Christopher — a boy of outstanding linguistic 
capabilities

Christopher has a nonverbal IQ between 60 and 70 and must live in 
an institution because he is unable to take care of himself. The tasks of 
buttoning a shirt, cutting his fingernails, or vacuuming the carpet are too 
difficult for him. However, linguists find that his ‘linguistic competence 
in this first language is as rich and as sophisticated as that of any native 
speaker’. Furthermore, when given written texts in some fifteen to twenty 
languages, he translates them quickly, with few errors, into English. The 
languages include Germanic languages such as Danish, Dutch, and German; 
Romance languages such a French, Italian, Portuguese, and Spanish; as 
well as Polish, Finnish, Greek, Hindi, Turkish, and Welsh. He learned these 
languages from speakers who used them in his presence, or from grammar 
books. Christopher loves to study and learn languages. Little else is of 
interest to him. His situation strongly suggests that his linguistic ability is 
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independent of his general intellectual ability (F r om k i n, Ro d m a n and 
Hy a m s 2003: 50).

F r om k i n, Ro d m a n and Hy a m s (2003: 50) conclude that the cases 
of Laura and Christopher argue against the view that linguistic ability 
derives from general intelligence, since for these two individuals language 
is developed in spite of other intellectual deficits.

7. Summing up

Summing up, we can say that despite the difficulty (both in design 
and interpretation), case study research is one of the most attractive 
styles of research for the first-time researcher. Its attractiveness lies in 
the organizational and reporting styles which tend to be less formal than 
in other types of the research as well as the readiness of participants to 
contribute (Br ow n and Rodge r s  2002: 51).

The case study is also attractive to educational researchers because it 
raises a variety of issues. Finally, case studies are attractive to readers and 
people working in different contexts. Wi nte r  (1988, in Deve r eu x, Ey r es 
and P r ice  2001: 345) summarizes his views by saying that case studies 
have the form of a plurality of ‘voices’, and writers can organize the data to 
bring out the discrepancies and contradictions. Additionally, the material in 
case studies can be presented as a story that does not require the reader to 
accept it, but anticipates a continuing analytical response from the reader 
who, in a way, becomes a collaborator in the research process. This, in turn, 
may lead to action research and/or encourage professional development.

12*
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8. Questions and tasks

Q.1. Go back to Section 4. Analyse the arguments and select three pros and 
cons that you find the most convincing.

Q.2. Select one of the case studies presented in Section 6. Determine the 
research questions that triggered the study and identify research 
instruments that allowed one to gather such data. Then, evaluate the 
case study of your choice by enumerating the strong and weak points 
of it.

Task 1. Design a case study procedure for: a) a dyslectic student or b) an 
ADHD student. Identify three research questions and decide upon the 
research tools that you are going to use. The steps enumerated below will 
help in designing your case study:

Determine and define the research questions •
Select the cases and determine data gathering and analysis techniques •
Prepare to collect the data •
Collect data in the field •
Evaluate and analyze the data •
Prepare the report (source: St a ke, Si mon s and Yi n, in Soy 1997). •

Task 2. Conduct a 24-hour case study of yourself reporting all communi- 
cation strategies that you use while interacting in your mother tongue. 
Before conducting the self-case study, browse the literature (e.g. E l l i s 
1994) to familiarize yourself with the typology of communication 
strategies. Observe yourself and note down the examples of communication 
strategies that you have implemented. Pay special attention to the following 
problems:

the types of communication strategies you have resorted to, •
situations in which you are most likely to implement communication  •
strategies,
some variables that have affected your performance. •

Report your findings and samples of language behaviour to your class of 
students, your partner, colleague, etc. What general conclusions can you 
draw from this study? Having experienced self-case study, how would you 
evaluate this method?

Task 3. Select a case study from the ELT literature. Discuss the research 
problems and procedure implemented.
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Additional reading

Nu n a n  D., 1992: Research Methods in Language Learning. Cambridge: 
Cambridge University Press. The book focuses on various research 
methodologies that can be implemented in language studies. It starts with 
an introduction to research methods and traditions, which is then followed 
by chapters devoted to subsequent research methods. Such organization of 
the book provides a spectrum of possibilities that a researcher can choose 
from and allows us to select each research method appropriately.

R ic h a r d s  J.C. and Fa r r e l l  T.S.C., 2005: Professional Development 
for Language Teachers. Cambridge: Cambridge University Press. The book 
offers a slightly different perspective on the case study, namely as a tool 
for teacher professional development, which links case study methods with 
action research. The value of the book lies in its presenting some wider 
background for the method (i.e. brief history and the application of the 
method). 

Si m on s  H., 2009: Case Study Research in Practice. London: Sage 
Publications. Simons concentrates on qualitative case study, which she 
also refers to as ‘instance in action’ (after MacDonald and Walker) or 
‘authenticated anecdote’ (MacDonald), and presents the complexity of this 
research method. Simons focuses on the educative process of case study 
research suggesting that this is appropriate methodology for exploring 
problems of educational practice.

Wa l l ace  M.J., 1998: Action Research for Language Teachers. Cambridge: 
Cambridge University Press. A practical approach to the case study is 
presented together with a lot of suggestions and ideas for how to conduct 
case studies in practice.

Yi n R., 2003: Case Study Research. Design and Methods. 3rd edition London: 
Sage Publications (website: http://www.scribd.com/doc/3289743/Yin-
Case-study-research-3rd). This is an extensive step by step description of 
case study research. It presents the case study approach mostly in social 
and psychological contexts. Certain concepts, e.g. related to validity and 
reliability, are thoroughly described and supported by examples. Worth 
mentioning is the fact that Yin is the author of several books and articles 
in the area of case study methodology.
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Grażyna Kiliańska-Przybyło

Studium przypadku

St r e s z c z e n ie

Rozdział poświęcony został metodzie badawczej określanej jako studium przypadku 
lub analiza przypadku. Studium przypadku, jako przykład badania jakościowego, zmierza 
do szczegółowej i wieloaspektowej analizy życia danej jednostki (przypadku) lub zjawiska 
w celu ich opisania, znalezienia diagnozy lub podjęcia działań terapeutycznych. Jej głównym 
celem jest zrozumienie, a nie wartościowanie. Z metodologicznego punktu widzenia, 
studium przypadku stanowi przykład badania celowego, planowego i długotrwałego, 
w którym stosuje się wielorakie narzędzia zbierania danych, m.in. obserwację, wywiad czy 
analizę dokumentów. Pozornie łatwa, metoda analizy przypadku wymaga odpowiedniego 
przygotowania i wiedzy badacza. Niniejszy rozdział skupia się na szczegółowej 
charakterystyce i ocenie tej metody, uwzględniającej typy oraz miejsce studium przypadku 
w kontekście innych metod badawczych, np. eksperymentu czy badania sondażowego. 
Kolejny element rozdziału stanowią wskazówki praktyczne dotyczące etapów planowania 
i przeprowadzenia badań, reguł jakich należy przestrzegać oraz roli badacza. Całości 
dopełniają przykłady studium przypadków z dziedziny badań nad językiem.

Grażyna Kiliańska-Przybyło

Die Fallstudie

Zu s a m me n f a s s u ng

Das Kapitel ist der Forschungsmethode gewidmet, die als Fallstudie oder Fallanalyse 
bezeichnet ist. Als eine qualitative Forschung wollte sie, auf eine ausführliche und 
vielseitige Weise, das Leben von einem Individuum (einem Fall) oder einem Phänomen 
untersuchen und beschreiben, damit eine Diagnose gestellt und entsprechende Therapie 
angewandt werden können. Das Hauptziel der Methode ist ein Bewusstwerden und nicht 
eine Bewertung. Methodologisch gesehen ist die Fallstudie ein Beispiel für zweckmäßige, 
geplante und lang dauernde Untersuchung, in der verschiedenerlei Methoden der 
Datengewinnung, u. a.: Beobachtung, Interview oder Dokumentenanalyse verwendet 
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werden. Die scheinbar leichte Methode der Fallstudie bedarf von dem Forscher geeigneter 
Vorbereitung und Kenntnisse. Sie wird von der Verfasserin ausführlich charakterisiert 
und beurteilt. Es werden hier verschiedene Typen und die Rolle der Fallstudie angesichts 
der anderen Forschungsmethoden (z.B.: Experiment o. Befragung) gezeigt. Die Verfasserin 
gibt auch einige praktische Hinweise: wie die Forschung auf den einzelnen Stufen geplant 
und durchgeführt werden sollte, welche Regel zu beachten sind, was zu Aufgaben des 
Forschers gehört. Das Kapitel wird noch mit den Beispielen der Fallstudie im Bereich der 
Sprachwissenschaft ergänzt.



Closing remarks

Pre-service teachers to whom this book is mainly addressed are still 
involved in their course of studies designed to give them professional 
qualifications to teach. They have obligatory courses in theoretical 
psycho-pedagogy, applied linguistics and EFL methodology. These courses 
include some elements of classroom practice. However, they need to be 
supplemented by the practicum, which entails both passive observations 
at school and active teaching in the final year of their studies. Although it 
is very limited in terms of time, if properly designed and supervised, it can 
be an invaluable source of professional growth for pre-service teachers. It 
constitutes their first encounter with a classroom and becomes the first 
point of confrontation between theoretical knowledge gained throughout 
their studies and classroom realities.

The trainees’ teaching practice should also be seen as an opportunity 
to develop their enthusiasm and curiosity about and reflection on their 
own, often not very effective, classroom practices. One of the ways of 
achieving this is by allowing the trainees to diagnose their own problems 
and implement corrective measures by designing their own mini-scale 
projects.

During approximately ten years of experience of implementing 
action research projects in the programme of studies at the pro-seminar 
level in university and teacher training college diploma classes, it has 
been observed that the students’ attitude to teaching has changed. AR 
projects have allowed pre-service teachers to see that they themselves 
are responsible for their effectiveness in their own classrooms. They 
have become more open and flexible in their practices. They have also 
become more enthusiastic about EFL teaching. They register their own 
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development, as one of the students remarked recently: ‘In action research 
teachers are learners.’

When surveyed and asked to express their views on the experience 
of carrying out their projects, the students saw the advantages of such 
experiential learning in the following terms:
1. The projects stimulated them to expand and update their theoretical 

knowledge by means of an extensive study of available sources, focusing 
solely on area of interest.

2. The project helped them to develop analytical skills (e.g. spotting the 
problem, defining it, collecting and analysing data): ‘It allowed me to 
understand better the relation between the process of teaching and the 
process of learning’; ‘I became more aware of certain mechanisms taking 
place in the classroom.’

3. The projects showed how important it is to experiment, to introduce 
change, to improve the situation: ‘Yes! A lot of advantages — self-
development, finding new things, experimenting with new ideas, 
becoming aware of many things in the classroom.’

4. The projects helped in finding out more about the learners themselves: 
their attitudes, preferences, needs and motivations.

5. The projects made the students aware of how important it is to talk to 
learners and negotiate what happens in the classroom in terms of types 
of activities, forms of work used, etc.: ‘It made them (learners) realize 
that they also should feel responsible for the process of learning’; ‘They 
feel important because of the project and able to change something they 
would like to.’

6. The projects brought a change in teaching and in the learners themselves: 
‘The results are already visible — teaching children is very rewarding — 
children come to classes quite willingly now’; ‘They could freely express 
their opinions and thoughts which will be helpful for me in future lesson 
planning.’

7. The projects inevitably led to confrontation between what was read in 
the books and what actually happened in the classroom: ‘I have learnt 
when doing my project that what is written in methodology books 
not always corresponds to a real situation in a classroom. So by doing 
research projects, I can learn something about practical methods in real 
life and about students.’

8. The projects let students see the importance of classroom atmosphere 
‘It is a real challenge but really helpful in my future teaching’; ‘It is a 
good idea for beginning teachers, especially if results can be exchanged 
and compared in discussion among teachers’; ‘The personal reasons for 
my project? I want to be a different and motivating teacher!’ (Ga br yś-
B a rke r 2006).
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The student-teachers also emphasized that the project was advantageous 
for the learners. It made them more aware of themselves as a part of the 
teaching process and of their own motives for learning a foreign language. 
The project also allowed learners to share their learning problems with 
their peers. It made them more autonomous in their learning decisions 
and resulted in improved rapport between teachers and their groups. At 
the same time, all the above advantages contributed to the learners’ higher 
awareness of their own potential as learners and as people (G a br y ś-
B a rke r 2006).

Despite the positive sides of action research, pre-service teachers 
perceived designing and carrying out AR projects in their classrooms to 
be difficult. One of the difficulties encountered was the need to be better 
acquainted with the range of research tools available for data collection. 
It is the purpose of this volume to make these research instruments 
more available to pre-service teachers by giving them some theoretical 
background in research methodology and also providing examples of how 
research instruments are constructed. These examples are illustrated 
here with instances of empirical studies of the AR type to provide a better 
understanding of how they work. Also questions and tasks to be performed 
by the students are designed to offer some practice in how to construct and 
use the research tools introduced in each individual chapter of the book. 
Thus, the book has been prepared with a view to facilitating the research 
work of trainee teachers, our students, who hopefully will ‘catch the 
bug’ and become enthusiastic reflective practitioners and therefore more 
effective and successful teachers, both right away and later on in their 
professional lives.

Danuta Gabryś-Barker





Glossary of terms

action research teacher-initiated inquiry in his/her own classroom, aiming 
at diagnosing and defining a classroom problem and finding solutions to it 
through classroom study, which is not generalizable

ad hoc approach an approach to observation making use of the list of categories 
designed for a particular purpose by the researcher him/herself

acquisition (language a.) a subconscious process of developing one’s language 
competence, usually refers to L1 (mother tongue) and L2 (second language) in 
its natural context as contrasted with classroom instruction

attendance to input the way a language user (a language learner) approaches 
a language task

affective filter a processing mechanism based on one’s affective features such as 
attitude, confidence, self-esteem or anxiety

affective processing processing related to feelings and emotions, usually only 
partially uncontrolled influence of emotions on behaviour, thinking and 
language production, operates through the affective filter

Ballack’s system a fixed system of categories (‘moves’) aimed at measuring 
classroom interaction by means of recording and then transcribing data

BIAS Brown’s Interaction Analysis System; a fixed system of categories for the real-
time coding of classroom behaviour, with the use of a tabular time-line display

case study an intensive, holistic, contextualized and naturalistic study of an 
aspect of behaviour, either at one period in time or over a long period of time. 
It focuses on contemporary phenomenon

closed-ended/closed question a questionnaire item with a determined range of 
possible responses

cloze task a language task in which individual words were removed at regular 
intervals, for example, used in reading comprehension tests

construct validity correct operational measures demonstrating that selected 
measures of changes do indeed reflect selected types of changes

13*
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control group any group of subjects participating in an experiment who receive 
the standard treatment (or no treatment), included in the design in order to 
provide a baseline for comparison

cognitive processing analysis of language chunks at the level of decoding 
(comprehension) and encoding (language production) by employing analysis 
and synthesis in thinking

cross-linguistic consultations another term for language transfer (see 
language transfer)

declarative knowledge knowledge of a language system, its rules at the level of 
different language sub-systems (lexical, morphosyntacic, etc.)

descriptive statistics statistics used to describe a set of data in quantitative 
terms, these are measures of central tendency (the mean, the median, the 
mode) and measures of variability (the range, the standard deviation), and 
frequency counts

dialogical journal a classroom instrument used by a teacher to communicate 
with a learner in the form of an interactive diary, used to diagnose learner’s 
needs, motivations and attitudes, and also learning problems

diary a retrospective method of data collection, in classroom research can take 
the form of a written reflection on one’s experiences concerning teaching 
— a teacher diary or learning — a learner diary (see also a dialogical 
journal)

educated talk language used as a critical tool, e.g. to express one’s opinions
ethnographic approach a more open-ended approach to observation enabling 

the researcher to first identify the area of research and then devise appropriate 
instruments

experimental group any group of subjects participating in an experiment who 
receive the experimental treatment, i.e. the treatment being studied in the 
experiment. The results of an experimental group can be compared with the 
results of other experimental groups and/or the control group(s)

experimental method a research method in which causal relationships 
between variables are investigated under controlled conditions. In a true 
experiment, the subjects are randomly assigned to experimental and 
control groups in order to compare their performance on the dependent 
variable(s). In a quasi experiment, both experimental and control groups 
are included in the research design, but there is no random assignment of 
subjects

external validity the extent to which a particular finding can be generalized 
beyond the case under investigation. It is perceived as the major limitation of 
case study research

FIAC Flanders Interaction Analysis Categories; a fixed system of categories used 
for measuring the teacher and pupil talk on a tally sheet of paper by means of 
a pen-and-paper technique

hypothesis a formal statement about the possible outcome of a study. The 
hypothesis of no relationship between independent and dependent variables 
in the population is called the null hypothesis
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hypothesis testing a set of procedures used to establish the statistical 
significance (probability of not having occurred by chance) of the result 
obtained from sample data

inner speech an internal dialogue with oneself, silent speech (Vygot s k y)
inferential statistics statistics used to draw inferences and make generalizations 

about the population on the basis of sample data (see also hypothesis 
testing)

input any language sample one is exposed to
internal consistency the homogeneity of the questionnaire items addressing 

one content area, measured by the Cronbach Alpha coefficient
internal validity defined as the extent to which researchers have really 

observed what they decided to observe and have addressed all the critical 
observational data

interval/metric data values which represent measurements, such as sizes, 
degrees and proficiency scores

introspection expressing one’s own thought, reflections and emotions on a given 
subject

item pool a set of potential questionnaire items
language transfer influence between languages in the possession of a given 

language user, for example influence of the mother tongue on a foreign 
language (a substratum transfer) or vice versa (a borrowing transfer), it can 
be positive or negative (interference)

learner autonomy learner responsibility for his/her own learning process and 
its effects, operates on the level of choosing one’s goals and ways of achieving 
them

learning a conscious and usually instructed process of acquiring knowledge in 
a given area

lexical search a strategy (or a set of strategies) of guessing word meaning from 
the context (comprehension) or recalling it from memory using different types 
of strategies (production)

long term memory (LTM) see memory
memory an ability to store information, two types are distinguished — short 

term memory (STM) — storage of information for short periods of time 
(several seconds) to be registered, analysed and transferred to long term 
memory (LTM) where it is stored permanently

metalanguage the language which is used to describe a language: concepts, 
terms and rules

metalinguistic awareness consciousness of how a language system works, 
includes knowledge of metalanguage

multi-item/summative scales scales consisting of a set of differently worded 
questions which measure the same target

nominal/categorical data values which identify and categorise data without 
any ranking, e.g. categories of male and female

non-participant observation an observation during which the observer watches 
the situation and collects data without interacting with its participants
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non-verbal behaviour behaviour sending and receiving wordless messages, e.g. 
by means of facial expression or gesture

observation task a focused activity to work on while observing a lesson in 
progress

off-task behaviour a behaviour unrelated to the activity set by the teacher, such 
as playing with materials or talking to others

on-task behaviour a behaviour related to the activity set by the teacher
open-ended/open question a questionnaire item in which the respondents 

decide the content and style of their response
open interview also called unstructured or nonscheduled interview, it provides 

the interviewee with broad freedom of expression and elaboration and often 
resembles informal talk

operationalization defining a theoretical construct in empirical terms, i.e., in 
the form of specific observations. An example of operationalization would be 
defining language aptitude as a score on the Modern Language Aptitute Test 
(MLAT)

ordinal data values which serve to divide the sample into groups and assume 
ranking, e.g. grouping the sample according level of proficiency

output any sample of language produced
participant observation an observation during which the observer collects data 

by interacting and, therefore, experiencing the phenomenon being studied
pen-and-paper technique a technique of recording the information using a pen 

and a sheet of paper
population a larger group of individuals who share one or more characteristics
private speech as defined by Vygot s k y, it means thinking aloud by a child as 

a stage in cognitive development, leads to inner speech; also used in relation 
to foreign language learning

professional creativity model a model of teachers’ professional creativity 
development carried out by means of diary writing, participant observations 
and self-observations

procedural knowledge the term describing knowledge of how to use language, 
in other words, knowledge of strategies of language use

qualitative data non-numerical, exploratory data
quantitative data data suitable for statistical calculations
questionnaire a data collection instrument, written or oral, which makes use of 

a variety of closed and open questions
random assignment a procedure of allocating subjects to the comparison groups 

in an experiment in such a way that each subject has an equal chance of being 
included in any of the control or experimental groups

reliability the extent to which the research instrument is free from errors 
of measurement, e.g. in experimental research; the extent to which an 
experiment yields consistent results on replication, i.e. when it is repeated 
under the same conditions

real-time observation observation carried out while the lesson is proceeding, 
by means of checklists or taking notes
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reliability the extent to which the research instrument is free from errors of 
measurement, i.e. ensuring that data collection techniques can be replicated 
with the same results

retrieval another term for recall of, for example, a language chunk from memory 
by means of various strategies

semi-open interview (also called semi-structured or moderately scheduled 
interview) involves specific core questions determined in advance from 
which the interviewer branches off to explore in-depth information, probing 
according to the way the interview proceeds, and allowing elaboration, within 
limits

short term memory (STM) see memory
structured approach an approach to observation guided by an observation 

schedule allowing for collecting data of a more objective kind and in 
a systematic way, e.g. in a system-based, ethnographic or ad hoc way

structured interview (also called structured, highly scheduled or highly 
scheduled standardized interview) — consists of questions defined from the 
start and presented to the interviewee. No elaboration is allowed in either 
the questions or the answers. This type of interview is usually employed 
when uniform and specific information is needed and when it is necessary to 
interview a large number of subjects

system-based approach an approach to observation making use of a fixed list of 
categories, such as Flanders or Ballack’s system

taped observation an observation which is recorded by means of a video or 
audio tape

teacher autonomy teacher’s individual responsibility for his/her own teaching 
by being reflective and open to new ideas, beyond the prescribed ones in terms 
of methods, materials, techniques, etc.

teacher developer a coordinator supporting and guiding teachers, e.g. a senior 
staff member or head teacher

think aloud protocol (TAP) transcribed verbalizations of one’s own thinking 
processes and emotional states at the moment of performance of the task

transcript a written account of the words spoken in the video or audio tape
transfer of learning a learner’s ability to use his/her knowledge and strategies 

of learning in different contexts of learning
transfer of training influence of the method of teaching to which a learner was 

exposed on his/her approach to learning and on learning strategies
triangulation a process of verification of the data collected; possible types of 

triangulation include: time, place, theory, research instruments, researchers, 
etc.

teachers’ professional creativity a special type of creativity aimed at 
modifications and improvements of the teaching-learning process introduced 
by particular individuals

validity in experimental research: the extent to which the experiment can 
clearly establish a cause-effect relationship between independent and 
dependent variable(s), i.e. the degree to which it can be claimed that any 
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change observed in the dependent variable occurred as a result of the treatment 
(internal validity), and the extent to which the results of the experiment can 
be generalized beyond the sample (external validity)

variable a property or characteristic that can vary, i.e., take on at least two 
values. Depending on the scale of measurement, variables can be divided 
into non-continuous (nominal) variables and continuous (interval or 
ordinal) variables. As regards their function in a research design, variables 
can be classified as dependent, i.e., the variable(s) of focus, measured by the 
experimenter, or independent, i.e., those potentially affecting the dependent 
variable(s), manipulated by the experimenter

verbal behaviour a behaviour sending and receiving messages by means of 
words

verbatim transcript a word-for-word transcript of what is said in the recording, 
including common fillers, such as ‘erm’, ‘er’
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Appendix 1. Action research project 
thesis/structure

Action research mini-scale project (title)

Introduction:
general area of interest •
title of the project •
purpose of the study/its significance •
l • imitations of the study

Chapter 1. Theoretical background (literature overview)
Introduction (content of the chapter)
1.
1.1.
1.2.
1.3.
2.
2.1.
2.2 
2.3. (etc.)
Summary

Chapter 2. Research design
1. The research questions/hypothesis
2. The subjects used in the study (description: numbers, background, etc.)
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3. Data collection methods (description of the methods e.g. presentation of 
a questionnaire, etc.)

4. Stages of the project and procedures

Chapter 3. Data presentation and analysis
1. Introduction
2. Data presentation and analysis
3. Summary of findings
4. Answers to the research questions

Chapter 4. Implications for teaching/learning
1. Introduction
2. Implications for teaching
3. Implications for learning
4. Project evaluation
5. A way forward

Appendices
References

Appendix 2. Examples of AR projects 
(titles of BA/licencjat thesis)

Visual materials in developing speaking skills of adolescent learners
A profile of an adult learner (a case study of two)
Teaching pronunciation at the level of segmentals (a case study of an adult learner)
Developing FL writing skills of young learners
The use of songs in teaching English tenses at the primary school level
Teaching idioms at pre-intermediate level
Developing listening comprehension by using authentic video materials in a FL 
classroom
The role of movement in FL development (the case of young learners)
Multisensory teaching of dyslexic children
The influence of a seating arrangement on teaching and learning a FL
Teaching English article system to Polish learners
Ways of oral assessment
Code-switching as a communication strategy in a FL classroom context
Effectiveness of rewards in teaching a FL to teenagers
Pre-communicative activities — encouraging students to talk
Mind-mapping as a way of teaching and learning a FL vocabulary
Project work in autonomy development
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L1 in teaching FL vocabulary
The facilitative function of false friends
Implementing mnemonic strategies into FL vocabulary learning
Transfer of learning as a learning strategy
Language portfolio in the process of developing learner autonomy
Reward and punishment in teaching very young learners
Adapting a course-book for young learners
Teaching and learning phrasal verbs
Motivational aspects of pair and group work
Corrective feedback in development of speaking skills
Teaching adults: focus on FL grammar
Teaching English to kindergarten children — a syllabus proposal
Code-switching in a FL classroom
Effectiveness of inductive approach in teaching English questions
The ways of motivating discouraged and de-motivated children to learn a FL
The role of positive transfer in FL learning
Learning strategies used in the process of learning English prepositions
Business English at a secondary vocational school
Teaching children with symptoms of ADHD
Prevention and reaction to discipline problems in the classroom
Teaching English as a FL to a dyslexic learner (a case study)
The role of awareness of language transfer in TEFL
A profile of an unsuccessful FL learner
Raising learners’ awareness of lexical collocations
Teaching grammar to young learners
Testing from teachers’ and learners’ perspective
Application of authoritarian teaching style in FL instruction
Continuous assessment from the learner’s perspective
Warm-up activities in development of reading comprehension
Lesson planning: integration of four language skills
Development of cultural awareness in student exchange programmes
The importance of accuracy in the process of communication
Reading comprehension test in matura examination
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