

Appendix: A Mixed Methods Study

Classroom Culture
Carol Griffiths
The small-scale action research study on classroom culture which has been
progressively used to illustrate the various steps throughout this book is
an example of a mixed methods study in that it uses a questionnaire to
gather quantitative data about student perceptions of impoliteness in a
university classroom and also a grounded approach to qualitatively analyse the comments. Since the piecemeal presentation to which it has been
subjected chapter by chapter may well have destroyed any sense of how
it “hangs together”, the full version is presented here for those who may
be interested. Note that, since part of its intended purpose was to act as
a model for how the students might go about their own research, there
is no abstract, keywords, or introduction, and only a very brief literature review, all of which would need to be added or extended if it were
intended for submission to a journal (which was never the case with this
study).
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Literature Review
Culture is always a difficult concept to define and is particularly hard
to separate from concepts such as ethnicity and nationality (Zhou and
Griffiths 2011). In its anthropological sense, culture is regarded as any of
the customs, worldview, language, kinship systems, social organization,
and other taken-for-granted day-to-day practices of a people which set
them apart as a distinctive group (Scollon and Scollon 2000), whereas
ethnicity refers to race (e.g. Maori) and nationality is essentially a political concept (what goes on one’s passport).
A classroom is a specific sociocultural environment which has its own
set of rules, language, expected behaviour, and standards of politeness
(e.g. Griffiths et al. 2011). If these standards are not met, it may stop us
from working well with others whose norms regarding what is polite or
appropriate are different from our own (e.g. Neuliep 2003). It is therefore
important to be clear about the behaviour expected, especially since these
behaviours might not be identical across all contexts.

Research Question
This study asked the following questions:
What are the expected standards of behaviour in a Turkish university
classroom?
Do these standards vary according to gender or nationality?

Research Context
Participants
There were 35 students who participated in this study. They were in the
fourth year of a four-year degree in English Language Teaching (ELT),
so they had already been at the university for some time, and might,
therefore, have been expected to have clear ideas about the standard of
behaviour expected. There were 13 male students and 22 female. Turkish
students were a majority (N = 24), and there were 11 international stu-
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dents (from Nigeria, Turkmenistan, Tajikistan, Iraq, Kirgizstan, Greece,
and Kazakhstan).

Setting
The students were attending a Sociolinguistics course in the ELT
Department in the Education Faculty at a private university in Istanbul,
Turkey. Since the study was carried out in an actual classroom, where students were mainly concerned with passing their course (especially since
many hoped this would be their last semester before graduation), the
study had a multiple purpose: in addition to the research purpose, the
topic was used to stimulate discussion, and also to act as a model for
research projects in which students were engaged as part of their course.

Data Collection
As a first step, the issue of politeness was discussed in class, and students
were asked to provide ideas about their perceptions of polite and impolite
behaviour. They wrote these ideas on pieces of paper which were handed
in anonymously. Based on this input, a questionnaire was then constructed
(see Appendix for the questionnaire). A five-point Likert scale format was
used, ranging from 5 = very impolite to 1 = not at all impolite. In addition, in order to obtain qualitative data, a column was provided where students were asked to comment and explain their opinions. In the interests
of preserving privacy if students chose to remain anonymous, providing
their names was optional, and in order to ensure consensual participation,
students were asked to sign an agreement to using the data for research or
publication purposes at the bottom of the questionnaire form.

Data Analysis
The questionnaire ratings were entered into the Statistical Package for
Social Sciences (SPSS) and, since Likert-scale data are nonparametric,
the data were analysed for median ratings. In addition, Mann–Whitney
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U tests of difference for nonparametric data were used to investigate
any differences in the ratings according to gender or nationality. The
comments were also examined for ınsights which helped to explain the
ratings.

Results
The median ratings results are set out in Table 1. According to these
results, Items 7 and 8 are rated 5 (“very impolite”), whereas none of the
items are rated 2 or 1 (in the “not impolite” range)
According to a Mann–Whitney U nonparametric test of difference,
there were no statistically significant differences according to gender.
According to nationality, only Item 1 showed a significant difference
(p = .029), with international students considering coming late to class
significantly more impolite than Turkish students.
A selection of the qualitative results from the comments are as
follows:
1. Coming late
• Being on time is your responsibility.
• Causes lack of concentration.
• If it is temporary OK, but if they keep coming late it is rude.
Table 1 Median ratings of questionnaire items (the higher the rating, the more
impolite the behaviour is considered to be)
Item

Behaviour

Rating

1
2
3
4
5
6
7
8
9

Coming late
Using a phone
Talking while someone else is talking
Not paying attention
Sleeping
Eating or drinking
Using inappropriate terms of address
Using bad language
Wearing inappropriate clothing

3
4
4
3
3
3
5
5
3
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2. Using a phone
• It is disrespectful.
• It disturbs others.
• OK for emergency, but it causes students to lose their
concentration
3. Talking while someone else is talking
• We should behave as we want to be treated.
• Plain rude.
• Everybody needs to respect one another.
4. Not paying attention
• This is disrespectful.
• It distracts others
• Don’t attend the class if you won’t pay attention anyway.
5. Sleeping
• There is always coffee.
• It is disrespectful.
• Bedrooms are for sleeping, not classes.
6. Eating or drinking
• Sometimes we don’t get time for lunch or breakfast.
• OK unless loud or smells bad.
• Maybe he/she has an illness.
7. Using inappropriate terms of address
• This is very rude.
• It may cause unfriendly situation or arguments.
• It can be very embarrassing, but it depends on the culture.
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8. Using bad language
• This is impolite not just in class but everywhere.
• Can cause anger, losing concentration, and so on.
• Unrespect for the teacher.
9. Wearing inappropriate clothing
• It may be distracting. This is a school.
• It is a personal choice.
• It is important to be comfortable.
10. Any other behaviour you consider impolite
•
•
•
•
•
•
•

Not bringing the right material.
Not sitting upright.
Chewing gum.
Doing other work/reading in class.
Being noisy.
Leaving the class without permission.
Attending to personal grooming (e.g. applying make-up, combing
hair)

Discussion
It is interesting that all of the items in the scale were rated on the medium
to very impolite side of the scale, with using inappropriate terms of address
and using bad language being considered most impolite (median = 5).
Using a phone and talking while someone else is talking are also considered impolite (median = 4). Some participants felt that, given Istanbul’s
notorious traffic, coming late was sometimes unavoidable, while eating
or drinking in class might be all right under some circumstances as long
as it did not inconvenience others, since there are days when students
start early and finish late with no breaks between classes. A reasonable
degree of tolerance seemed to be extended to standards of dress, as long
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as it was not “embarrassing” or “distracting”, and the question was also
raised by some students that it was not easy to achieve a definition of
what was “appropriate”, a point that was also made regarding terms of
address (these points were discussed in class as part of a follow-up to
the study). Several other impolite behaviours were suggested, including
failure to bring the correct material, chewing gum, and attending to personal grooming.
Another interesting feature of the results is the unanimity across
learner variables. We might have expected males and females to have
different opinions about some of these behaviours, but this did not
prove to be the case. Furthermore, although there was one statistically
significant difference according to nationality, suggesting that Turkish
students are less concerned about punctuality than their international
classmates, the remainder of the differences according to nationality
were not significant.

Implications
Once the results had been found and the study written up, it was
distributed to the class for discussion. There was some amusement
with some of the findings (e.g. about eating, drinking, or sleeping in
class), and some embarrassment from some who recognized impolite
behaviours in themselves (e.g. consistently coming late and entering
in such a way as to distract classmates, using phones during class).
In the weeks following the study, there was some evidence that students made some effort to control their own negative behaviour (e.g.
by being more punctual, turning off phones when they arrived in
the room) and some also seemed to be more inclined to attempt to
control classmates for impolite behaviour (e.g. if they were talking
while someone else—either the teacher or one of their own classmates
during a presentation). In other words, this study seemed to have
some effect with raising students’ own awareness of the effect of their
behaviour on others, and to result in more willingness to engage in
polite behaviour, which, in turn, seemed to have a positive effect on
classroom dynamics.
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Suggestions for Further Research
There are a number of ways in which this study might be extended:
• An interesting direction would be to give the survey to teachers and
compare their perceptions with those of students.
• Also, interviews could be conducted for a more in-depth qualitative
perspective.
• Some of the other behaviours the students considered impolite might
be added to the questionnaire.

Conclusion
Overall, there is agreement that four out of nine (44.4%) of the behaviours listed in the questionnaire are impolite or very impolite. Students
did not express strong opinions about the remaining five items (55.6%),
but none of the items was rated polite. Perhaps if students are made aware
of these findings it might help to promote a more harmonious classroom
atmosphere which is likely to promote more effective learning.
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Questionnaire

Gender: M F Nationality:
Please mark the following behaviour according to how impolite you
think it is. Please also add a comment explaining your opinion.
5 = very impolite 4 = impolite 3 = no strong opinion 2 = not impolite
1 = not at all impolite
Item

Behaviour

1
2
3
4
5
6
7
8
9

Coming late
Using a phone
Talking while someone else is talking
Not paying attention
Sleeping
Eating or drinking
Using inappropriate terms of address
Using bad language
Wearing inappropriate clothing

Rating

Comment: please
explain your rating

Any other behaviour you consider impolite

I agree to the use of this data for research or publication purposes:
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A short summary of the main ideas and findings placed at the beginning of an article.
Action research First used by Lewin (1946), the term action research involves an
active investigation of a problem, puzzle, question, or issue by a researcher or
researchers (often the teacher/s) who is/are a participant or participants in the
given context (Burns, 2010; Lewin, 1946).
ANOVA (analysis of variance) A statistical procedure for testing whether the difference between parametric (q.v.) variables is significant (q.v.)
APA This refers to a style established by the American Psychological Association,
commonly used in social science publications.
Case study This kind of research takes an in-depth look at a specific definable
unit, for example, an individual, a particular class, or a specific school.
Categorical data Another term for nominal data (q.v.) where the data are divided
into categories.
Collaborative action research Teachers working collaboratively to do action
research with the purpose of investigating and reflecting critically on their
teaching practices.
Abstract
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The confidence interval indicates a certain degree of probability that we can have confidence that a given result is more than mere
chance. For instance:

Confidence interval

p<.05 indicates that we can be 95% confident that the result is significantly
more than would be found just by chance. Even better, p<.01 indicates a
99% level of confidence that the result is significantly more than would
be found just by chance.
The context refers to the environment (e.g. a nation, a district, a school,
a workplace, or a classroom) in which a given phenomenon occurs. Context
may include both the setting where the phenomenon occurs and the people
involved.
Continuous data Operating over a range, for example, test scores from 0% to
100%.
Convenience sampling This refers to a group of participants chosen for a study
based on their convenient availability. For instance, if I want to investigate
the effect of strategy training, I might decide to study my own class on the
basis that they are easily available, whereas other groups might not be so
convenient.
Correlation This refers to a statistical procedure to measure the strength of the
relationship between variables. Correlations can vary between 1 (meaning
there is a perfect correlation, typically found only between items that actually are the same), 0 (which means there is no correlation), and −1 (meaning
that the correlation is negative, so that as one variable increases the other
decreases). Two well-known tests of correlation are:
Context

• Pearson product–moment correlation or Pearson’s r for numerical (q.v.),
normally distributed (q.v.) data such as test scores etc.
• Spearman’s rank–order correlation or Spearman’s rho (rs) for data
which is not normally distributed (q.v.) or ordinal (q.v.) data such as
obtained from Likert-type questionnaires (q.v).
The practice of ‘socially situated reflection and evaluation’ (Banegas,
2016, p. 1) which involves creating multiplicity in perspectives while elaborating on issues, including self-criticism.
Cross-sectional These kinds of studies look at the relationships between/among
various factors at a particular point in time (cf. longitudinal).
Deductive analysis Pre-setting the potential themes that are to be deduced from
the data.
Criticality
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This term is used to include procedures such as mean,
median, mode, frequencies, and percentages which are used to describe the
results of a particular study.
Differences Whereas tests of correlation test how variables relate to each other,
tests of difference examine whether given variables (e.g. reported strategy use)
vary according to different groups (e.g. male/female). Common tests of difference include:
Descriptive statistics

• Student’s t-test—named after William Gosset who introduced the procedure under the pseudonym “Student”, this test is used for numerical
(q.v.), normally distributed (q.v.) data such as finding the differences in
test scores according to gender.
• Mann–Whitney U—this test is used for two independent groups (e.g. male/
female) when the dependent variable is either ordinal (q.v.), for example,
reported strategy use, or numerical (q.v.) but not normally distributed (q.v.).
• Kruskal–Wallis—this test is used for groups (e.g. several different nationalities) when the dependent variable is either ordinal (q.v.), for example,
reported strategy use, or numerical (q.v.) but not normally distributed
(q.v.). This test is often used for nonparametric (q.v.) data where an
ANOVA (q.v.) would be used for parametric (q.v.) data.
There are numerous documents which might be kept to serve as
evidence for research studies, including:

Documentation

•
•
•
•
•
•

lesson plans
teaching materials
student work
journals/diaries/blogs
pictures
tests and results

This refers to the strength of one variable’s effect on another, for
example, what is the effect of motivation on target language proficiency
development.
Ethics Ethical behaviour in research refers to a number of issues, including:
Effect size

• Informed consent: participants have a right to be informed about the
purpose of the research and how the data they provide will be used.
• Voluntary participation: participants have a right to understand that
they do not have to participate, and that they can withdraw at any time if
they wish to do so.

286

Glossary

• Anonymity: participants do not have to identify themselves if they do not
wish to do so.
• Confidentiality: information given during the data collection process
must remain confidential.
• Storage of data: data obtained during the collection process must be
stored securely and kept for an approved period of time.
• Absence of threat: participants must be assured that the data they provide
will have no effect on their results or cause any other disadvantage.
• Professional distance: teachers should take care to maintain the teacher–
student relationship at all times. (See Chap. 5 for more details.)
Ethnographic studies examine a particular phenomenon which
occurs in a specific cultural context.
Experimental A true experimental study involves using:
Ethnography

•
•
•
•

random assignment
control versus experimental groups
application of some kind of intervention
use of pre- and post-tests to examine the effect of the intervention.

A form of research requiring extensive initial discussion of practice before attempting to make further practical and pedagogical
changes.
Exploratory practice A form of research requiring exploring the context with co-
researchers such as learners through normal pedagogical practices as research
tools.
Factor analysis A factor analysis is used to determine whether particular items in
a data set “hang together”. There are two types of factor analysis:
Exploratory action research

• An exploratory factor analysis uses the factor analysis procedure to identify factor groupings, for example, in a newly constructed instrument.
• A confirmatory factor analysis is used to determine whether factors do,
in fact, hang together according to some pre-determined grouping, for
example, an existing questionnaire.
This refers to how practical a given research idea may be in a given
context.
Grounded theory Grounded theory describes a research approach which does
not begin with hypotheses, but where the conclusions emerge “from the
ground up” as a result of the investigation. Typically, there are three stages of
coding involved with grounded theory:
Feasibility
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• Open coding: At this stage, the data is examined for salient themes.
• Axial coding: At this stage, the themes identified in Stage 1 (which can be
numerous) are grouped around central axes.
• Selective coding: At this final stage, a single overarching theme is
identified.
Also called observer paradox (Labov, 1972), the Hawthorne
effect (after the place where it was first documented, Landsberger, 1958)
explains the phenomenon that, although an observer may go into a situation
in order to observe natural behaviour, the very fact of being there is likely to
change normal patterns of behaviour.
Hypothesis/es A hypothesis states the researcher’s prediction/s concerning the
finding/s that a given study is likely to arrive at. A null hypothesis (q.v) proposes that there will be no difference between the groups being researched. If
a difference is found, the null hypothesis will be rejected and the alternative
hypothesis will be supported.
Inductive analysis This involves inducing conclusions from the data rather than
deducing conclusions according to pre-set criteria.
Inferential statistics This term is used to include procedures such as correlation,
differences, and effect size which are used to infer generalizations beyond the
immediate sample.
Instrumentation Instrumentation refers to the materials or instruments (e.g. a
questionnaire, interview schedule, observation checklist) used in the course
of the study.
Inter-rater reliability This is important for qualitative studies to help reduce the
risks of subjectivity if just one researcher’s assessments are recorded. Interrater reliability is often expressed as a percentage, which represents the total
number of the items on which the different raters agree divided by the
total number of items identified. Any disagreements need to be resolved by
negotiation.
Interviews The interview technique involves canvassing the opinions of an individual or group of individuals. Interviews can be:
Hawthorne effect

• Structured (where the questions are decided beforehand and only those
questions are used)
• Unstructured (where the interview proceeds according to issues which
arise spontaneously)
• Semi-structured (where a set of pre-planned questions forms the basis
of the interview, but there is some flexibility to discuss other issues or
insights as they arise)
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Where values have regular intervals between them, for example,
children’s ages in years, worker’s income in dollars.
Introspection Introspective methods involve asking participants to reflect on
their thinking processes and to report on these while they are performing a
task. Often also called think-aloud procedures (q.v.).
Keywords The purpose of keywords is so that key topics will appear on a database for someone looking for this subject. As such, they are an important aid
to citability.
Kolmogorov–Smirnov test This test checks whether data are normally distributed around a mean (see also Shapiro–Wilk test). If the significance value
for an item is less than .05, distribution is not normal. This is important,
since parametric tests such as Pearson product–moment correlation, t-tests,
and ANOVAs (q.v.) assume normal distribution, and, if this is not the case,
nonparametric equivalents such as Spearman rank order correlation, Mann–
Whitney U or Kruskal–Wallis H (q.v.) should be used. The Kolmogorov–
Smirnov is considered more reliable for smaller numbers (less than about
100) than the Shapiro–Wilk.
Kruskal–Wallis H test of difference This is a nonparametric (q.v.) test useful for
testing whether any differences among several data sets which are nonnumerical and/or not normally distributed are significant. It is often reckoned to be the nonparametric equivalent of an ANOVA (q.v.).
Lesson study A form of reflection supported by peer observation to develop better understanding of actual classroom settings at the moment of teaching as
well as student learning.
Likert-type questionnaire. This kind of instrument, invented by psychologist
Rensis Likert (1932), involves asking participants to rate questionnaire items
on a continuum, typically, for instance, from strongly agree to strongly disagree, from always to never or some similar range which expresses opinion
or attitude.
Literature review A summary of the existing published literature on a given
topic.
Longitudinal Taking place over a period of time (cf. cross-sectional).
Mann–Whitney U This is a nonparametric (q.v.) test useful for testing whether
there are any significant differences between two data sets which are nonnumerical and/or not normally distributed. It is often reckoned to be the
nonparametric equivalent of a t-test (q.v.).
MANOVA (Multivariate analysis of variance). A statistical procedure for testing
whether the difference among multiple parametric variables is significant (cf.
ANOVA, Kruskal–Wallis H).
Interval data
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The mean (also called “average”) is obtained by adding all numbers
together and dividing by the number of the numbers. So if a group of students score 10, 8, 8, 7, 5, 4, 2 on a test, the mean is the total (=44) divided
by how many numbers (=7), so the mean=6.28.
Median The median is the number at the midpoint of a set of numbers. In the
example above for the mean, the median is 7.
Member-checking Asking for the feedback of the people who provided data for
the analysed data in order to increase the reliability and validity.
Methodology The methodology refers to how a researcher went about conducting the study, and includes details about the participants, the context, how
the data were collected and analysed, the instruments that were used, ethical
procedures, and so on.
Mixed methods A mixed method study is one which, rather than keeping to
just one method (e.g. a questionnaire or interviews), uses more than one
method (e.g. a questionnaire, followed up by interviews). The advantage of
such methods is that they provide triangulation (q.v.).
Mode The mode of a set of numbers is the one which occurs most frequently. In
the case of the numbers exemplifying “mean” above, the mode is 8.
Narrative inquiry This kind of methodology gathers data by means of asking
participants to narrate their experiences, feelings, opinions, and so on. These
data are then analysed by means of qualitative methods such as grounded
theory (q.v.).
Nominal/categorical data This occurs where variables are given numbers for the
sake of convenience for entering them into a computer programme. For
instance, males=1, females=2. Or Chinese=1, Indians=2, Turkish=3, and so
on. These values are purely arbitrary, and have no actual numerical value. As
a result, they cannot be analysed by either parametric (e.g. Pearson’s product–
moment correlation) or nonparametric (e.g. Spearman’s rho) tests, though
they can be used as grouping variables in tests of difference.
Nonparametric Nonparametric data are not normally distributed (q.v.) and often
non-numerical. A common example of these types of data include Likerttype questionnaires (q.v.), where the numbers actually represent strength of
opinions (e.g. “strongly disagree”) rather than real numbers.
Normal distribution If numbers are normally distributed, they form a symmetrical bell-shaped curve when graphed. Normality of distribution can be tested
by means of a Kolmogorov–Smirnov or a Shapiro–Wilk (q.v.) on SPSS.
Null hypothesis (H0). This is a statement that there is no correlation or difference between given variables. If a correlation or difference is found, the null
hypothesis is rejected, and the alternative hypothesis is accepted.
Mean
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Are real numbers (e.g. ages, incomes, test scores), as opposed to
ordinal (q.v.) or nominal (q.v.) data.
Observation One of the ways of understanding practices as well as learning
about learners and teachers through direct access to the classroom. It provides
first-hand data to the researchers or other teachers.
Observer paradox See Hawthorne effect.
Ordinal data This kind of data is generated from procedures such as Likert-type
questionnaires. The numbers assigned to judgements such as “strongly disagree” are clearly not actual numbers: they merely indicate strength of opinion about a given question/statement. Furthermore, we cannot assume that
someone who assigns a “4” to a given item is twice as much in agreement
as someone who only gives it a “2”: this simply makes no sense. In other
words, this kind of data is non-numerical, and should be analysed using nonparametric tests such as Spearman’s rho (for correlations, q.v.) and Mann–
Whitney U or Kruskal–Wallis (for differences, q.v.).
Parametric This kind of data consists of real numbers, which operate within set
parameters. For instance, we can say that a child of 4 is half as old as a child of
8. Someone who earns $50,000 per year earns twice as much as someone who
earns $25,000. A student who gets 60% on a test gets 2/3 of what a student
who gets 90% earns. As long as this kind of data is normally distributed (q.v,)
it can be analysed using parametric tests such as Pearson’s product–moment
correlation, Student’s t-test of difference, or ANOVA (q.v.).
Participants Participants are those who take part in a study, perhaps by answering questionnaires, attending interviews, and so on.
Pearson product–moment correlation A statistical test for calculating the relationship between two numerical variables (e.g. exam scores, age).
Phenomenology This is the study of a specific phenomenon (e.g. unmotivation,
age or gender differences, autonomy, metacognition.) in a given context.
Piloting The term used for trialing an instrument or research procedure in order
to identify any problems before using it with the main target participants.
Population A group of people who share some particular characteristic (e.g.
university students, young readers, older language learners, female language
learners) from which a sample (q.v.) is drawn.
Potentially exploitable pedagogic activities (PEPAs) Classroom activities that integrate teaching practices and research purposes especially in collecting data. These
activities benefit students rather than use them only for eliciting research data.
Probability In statistics, this term refers to the probability that a given effect
has occurred by more than just chance. In social sciences, 95% probability
(p<.05) is generally accepted as the lower threshold to conclude that a result
is statistically significant.
Numerical data
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Investigating an issue in the classroom which is not necessarily
deficient but may be developed or understood from different perspectives.
Purposive sampling Purposive sampling occurs when participants are selected for
some particular reason, such as their gender, age, achievement level or nationality (cf. convenience and random sampling).
Qualitative research This refers to studies which result in data which cannot be
expressed in numerical terms, such as interviews, observations, case studies,
think-alouds, and so on.
Quantitative research This refers to studies which produce data which can be
expressed as numbers, such as Likert-type questionnaires (q.v.).
Quasi-experimental This refers to the kind of study which attempts to assess the
effects of a particular treatment, but where one or more of the conditions for
a true experiment (e.g. random assignment, q.v.) are not met.
Questionnaire An instrument for collecting data, with open and/or closed items.
Questionnaires can be paper-and-pencil, or, increasingly commonly, they can
be distributed electronically.
Random sampling This occurs where participants are selected for a study purely
by chance. (cf. convenience and purposive sampling).
Reflective practice Reflecting upon classroom practices in order to evaluate their
efficiency in a systematic way.
Regression A regression analysis is a statistical technique for using independent
variables to predict a dependent variable. For instance, if a student scores
30% on one assessment, and 40% on another, a regression analysis could be
used to predict the likelihood of him or her obtaining a passing grade (60%).
In an example such as the above where there is more than one independent
variable, it is called multiple regression.
Reliability This refers to the consistency of the data. There are two main types:
internal and external (see Chap. 1: Quality of the data).
Replication Replication occurs when a study which has been carried out in one
context is repeated in a different environment in order to see if similar results
are produced.
Reports Reports are constructed by means of gathering and analysing available
documents, such as journals, blogs, class records, and so on.
Sample A sample is a section of a larger population (q.v.) which is used (usually
for practical reasons, since surveying an entire population is often difficult if
not impossible) to gather information about a particular phenomenon. For
instance, if we want to find out about first language maintenance among
immigrant children, we might begin by surveying children at just one school,
or even just one class, and begin to draw conclusions from there.
Problematize
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This term refers to the place or location where particular phenomena
occur.
Shapiro–Wilk test Like the Kolmogorov–Smirnov test (q.v.) this test checks
whether data are normally distributed around a mean. If the significance
value for an item is less than .05, distribution is not normal. This is important, since parametric tests such as Pearson product–moment correlation,
t-tests, and ANOVAs (q.v.) assume normal distribution, and, if this is not
the case, nonparametric equivalents such as Spearman rank order correlation,
Mann–Whitney U or Kruskal–Wallis (q.v.) should be used. The Shapiro–
Wilk test is usually considered to be more reliable than the Kolmogorov–
Smirnov for larger numbers (100+).
Significance The significance (sig.) figure tells us the probability that a particular
result is likely to be more than chance. In social sciences, the lower threshold
is generally accepted as 95% (p.<05).
Spearman rank order correlation This is a statistical test for calculating the relationship between two nonparametric (q.v.) variables (e.g. expressions of
strength of agreement on a Likert-type questionnaire).
Standard deviation (SD) A measure of the degree to which scores deviate from the
mean. If the SD is low, it indicates scores are close together. If it is large, it
means scores vary considerably.
Sustainability Sustainability refers to creating potential longer-term impacts of
the benefits of action research on teachers.
Teacher autonomy Teachers’ ability to make decisions on their own professional
development and create independent and interdependent opportunities for
themselves.
Teacher research A form of research carried out by teachers in their own working
context in order to improve their practices and develop their understanding.
Think-aloud The think-aloud technique is a form of introspection (q.v.) where
participants are asked to verbalize their thinking processes for later analysis.
Triangulation Where different methods of data collection and analysis are used
to cross-check the findings.
t-test This is a parametric (q.v.) statistical procedure for determining whether
any differences between numerical, normally distributed variables are significant (q.v.).
Validity Validity refers to the extent to which a procedure measures what it is
supposed to be measuring. There are several different types of validity, including construct/concept, content, convergent, concurrent, criterion, external,
face, internal and predictive (see Chap. 1: Quality of the data).
Setting
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