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Some Guidelines for Conducting Quantitative and
Qualitative Research in TESOL
Research practices evolve as new issues and questions emerge and as
new methods and tools are developed to address them. In view of the
changing landscape of research in the TESOL profession, TESOL
Quarterly’s Editorial Advisory Board regularly reexamines the guidelines
for research provided for contributors to keep the guidelines up-to-date
and re ective of the agreed-on conventions for undertaking and reporting research. Since 1992 TESOL Quarterly has included guidelines for
statistical research at the back of each issue to guide the growing number
of contributors conducting such research. In 1994, the increase in
qualitative studies submitted to TESOL Quarterly prompted the Editorial
Advisory Board to include a set of qualitative research guidelines for
contributors as well.
In recent years, the character of the submissions has again shifted to
include a wider variety of methodologies. The complexity of today’s
research seemed to call for a rethinking of the guidelines rather than the
simple addition of a methodology. Guidelines for quantitative studies
needed to address more fully the rationale underlying the research
rather than concentrating on the procedural aspects of the analysis. The
qualitative guidelines, rather than re ecting primarily an ethnographic
approach, needed to re ect the multiple legitimate approaches to
qualitative research. Both qualitative and quantitative guidelines needed
to cite authoritative sources to which contributors could turn for
extensive explanation and help.
The revised guidelines address these needs and outline the collective
n
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professional judgment about good practice for quantitative and qualitative research in TESOL. The quantitative guidelines include important
considerations in conducting and reporting rigorous quantitative research, with attention to a study’s purpose, participants, measures,
procedures, analysis, and interpretation. These guidelines do not attempt to distinguish among the many types of quantitative studies, but
rather focus on common principles and good practice pertaining to a
variety of such studies. Readers are referred to the many other published
sources in the References and Further Reading section of the quantitative guidelines.
For qualitative research methods in TESOL, about which fewer
textbooks or articles have been written, we provide guidelines for case
study, conversation analysis, and (critical) ethnography as three exemplars, each with its own traditions, variants and alternatives, and conventions. Among these three qualitative methods, overlapping principles are
evident, but so are distinctions. Across all four pieces, whether quantitative and qualitative, an overriding theme is that researchers should be
explicit about the research contexts, populations, procedures, analyses,
and basis for interpretations. This requirement tends to imply long
papers, but because of the limits on the length of submissions, writers
and editors must make informed decisions about what information is
essential to include and what is not.
We did not attempt to squeeze the guidelines for each research
approach into exactly the same mold. In view of the diverse epistemologies associated with the research approaches, it seems natural for each
set of guidelines to be expressed in a different way. What they share,
however, is an expression of accepted practice within a particular
research tradition from the view of researchers within that tradition. In
assembling these guidelines, we did not intend to cover every research
approach that might be applied to a problem in TESOL. For example,
contributors can  nd discussion of narrative research with comprehensive references in the Research Issues section of Vol. 36, No. 2 (Summer
2002). In the future, this discussion might be formalized into guidelines
for narrative research, as might other discussions of approaches appearing in Research Issues. These guidelines are the  rst in an expanding set
of summaries to be introduced in Research Issues and in the TESOL
Quarterly section of TESOL’s Web site. The guidelines, like those previously published in TESOL Quarterly, will naturally evolve and grow over
time. We welcome readers’ input and suggestions about guidelines for
other types of research.
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Quantitative Research Guidelines
Quantitative research has played an important role in TESOL for a
long time, but over the years the standards have shifted somewhat. In
part because of the educational role TESOL Quarterly plays in modeling
research in the  eld, it is of particular concern that published research
articles meet current standards. To support this goal, the following
guidelines and references are provided for quantitative research papers
submitted to TESOL Quarterly.
n

INTRODUCTION
Explain the point of the study. What problem is being addressed? Why
is it interesting or important from a theoretical perspective? Brie y
review the literature, emphasizing pertinent and relevant  ndings,
methodological issues, and gaps in understanding. Conclude the introduction with a statement of purpose, your research questions, and,
where relevant, your hypotheses; clearly explain the rationale for each
hypothesis.

METHOD
Explain your study in enough detail that it could be replicated.

Participants
Clearly state whether there is a population that you would ideally want
to generalize to; explain the characteristics of that population. Explain
your sampling procedure. If you are using a convenience sample, be sure
to say so. Arguments for representativeness can be strengthened by
comparing characteristics of the sample with that of the population on a
range of variables. Describe the characteristics and the size of the
sample. When appropriate, describe how participants were assigned to
groups.

Measures
Summarize all instruments in terms of both descriptions and measurement properties (i.e., reliability and validity). Provide estimates of the
reliability of the scores in your sample in addition to reliability estimates
provided by test publishers, other researchers, or both; when you make
judgments about performance or when language samples are coded for
linguistic characteristics, include estimates of classi cation dependability
or coder agreement.
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Procedure
Describe the conditions under which you administered your instruments.
Design. Make clear what type of study you have done—was your study
evaluating a priori hypotheses, or was it exploratory in order to generate
hypotheses? Was it a meta-analysis? Explain your design, and state
whether your comparisons were within subjects, between subjects, or
both. Refer to standard works such as textbooks for study designs.
Describe the methods used to deal with experimenter bias if you
collected the data yourself. If you assigned participants to subgroups,
explain how you did so. If you used random assignment, tell the readers
how the randomization was done (e.g., coin toss, random numbers table,
computerized random numbers generation). If you did not use random
assignment, explain relevant covariates and the way you measured and
adjusted for them, either statistically or by design. Describe the characteristics and the size of the subgroups. In place of the terms experimental
group and control group, use treatment group and contrast group.
Variables. De ne the variables in the study. Make explicit the link
between the theoretical constructs and the way(s) they have been
operationalized in your study. De ne the role of each variable in your
study (e.g., dependent, independent, moderating, control). Explain how
you measured or otherwise observed the variables.
Power and sample size. Provide information on the sample size and the
process that led to the decision to use that size. Provide information on
the anticipated effect size as you have estimated it from previous
research. Provide the alpha level used in the study, discussing the risk of
Type I error. Provide the power of your study (calculate it using a
standard reference such as Cohen, 1988, or a computer program).
Discuss the risk of Type II error.

RESULTS
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Explain the data collected and their statistical treatment as well as all
relevant results in relation to your research questions. Interpretation
of results is not appropriate in this section.
Report unanticipated events that occurred during your data collection. Explain how the actual analysis differs from the planned
analysis. Explain your handling of missing data.
Explain the techniques you used to “clean” your data set.
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Choose a minimally suf cient statistical procedure; provide a rationale for its use and a textbook reference for it. Specify any computer
programs used.
Describe the assumptions for each procedure and the steps you took
to ensure that they were not violated.
When using inferential statistics, provide the descriptive statistics,
con dence intervals, and sample sizes for each variable as well as the
value of the test statistic, its direction, the degrees of freedom, and
the signi cance level (report the actual p value).
Always supplement the reporting of an actual p value with a measure
of effect magnitude (e.g., measures of strength of association or
measures of effect size). Brie y contextualize the magnitude of the
effect in theoretical and practical terms. Con dence intervals for the
effect magnitudes of principal outcomes are recommended.
If you use multiple statistical analyses (e.g., t tests, analyses of
variance, correlations), make the required adjustments to the alpha
level (e.g., a Bonferroni correction).
Avoid inferring causality, particularly in nonrandomized designs or
without further experimentation.
Use tables to provide exact values; present all values with two places
to the right of the decimal point.
Use  gures to convey global effects. Keep  gures small in size;
include graphic representations of con dence intervals whenever
possible.
Always tell the reader what to look for in tables and  gures.

DISCUSSION
Interpretation
Clearly state your  ndings for each of your research questions and
their associated hypotheses. State similarities and differences with effect
sizes reported in the literature. Discuss whether features of the methodology and analysis are strong enough to support strong conclusions.

Conclusions
Note the weaknesses of your study. Identify theoretical and practical
implications of your study. Discuss limitations and suggest improvements
to your study. Provide recommendations for future research that are
thoughtful and grounded both in terms of your results and in the
literature.
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Qualitative Research Guidelines
Case Study Research
The following guidelines are provided for submissions reporting case
study research aimed at understanding a bounded phenomenon by
examining in depth, and in a holistic manner, one or more particular
n
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instances of the phenomenon. Case study research in TESOL and
second language acquisition (SLA) has its origins in psychology and
linguistics (e.g., Hatch, 1978), with a focus on the development of L2
syntax, morphology, phonology, and so on, as analyzed by an ostensibly
objective researcher. More recently, TESOL case studies have adopted
the more subjective and interpretive stance typical of case studies in
education and other  elds (Gall, Borg, & Gall, 1996; Johnson, 1992;
Stake, 1994, 1995), with less emphasis on the acquisition of discrete
linguistic elements and more emphasis on such issues as learners’ and
teachers’ identities, skill development and its consequences for learners,
teachers’ professional development experiences, and the implementation of language policies in programs and countries. Both approaches
are legitimate but require suf cient detail and contextualization.

ASSUMPTIONS
1. In TESOL, a case typically refers to a person, either a learner or a
teacher, or an entity, such as a school, a university, a classroom, or a
program (see Faltis, 1997; Johnson, 1992; Nunan, 1992). In language
policy research, the case may be a country. Case studies may be
included in larger quantitative or qualitative studies to provide a
concrete illustration of  ndings, or they may be conducted independently, either longitudinally or in a more limited temporal period.
Unlike ethnographic research, case studies do not necessarily focus
on cultural aspects of a group or its members. Case study research
may feature single cases or multiple cases (e.g., often two to four).
2. Acknowledging multiple realities in qualitative case studies, as is now
commonly done, involves discerning the various perspectives of the
researcher, the case/participant, and others, which may or may not
converge (Yin, 1994). As an interpretive, inductive form of research,
case studies explore the details and meanings of experience and do
not usually attempt to test a priori hypotheses. Instead, the researcher attempts to identify important patterns and themes in the
data. The richness of case studies is related to the amount of detail
and contextualization that is possible when only one or a small
number of focal cases and issues are analyzed. The writer’s ability to
provide a compelling and engaging pro le of the case, with suitable
examples and linkages to broader issues, is also very important.
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METHODS
Context
Provide suf cient contextual information about the case, including
relevant biographical and social information (depending on the focus),
such as ESL learning/teaching history, L1 background, years of residence in a new country, data collection site(s), or other relevant
descriptive information pertaining to the case and situation.

Sampling
Purposeful sampling is generally used in case study research; therefore, explain sampling procedures and case selection, and the de ning
characteristics and typicality or atypicality of the case: Note whether the
case in question is a deviant or extreme case, a critical case, a convenience case, a politically signi cant case, and so on (Creswell, 1998; Miles
& Huberman, 1994). Because attrition may deeply affect longitudinal
case studies based on just one or two participants, sampling carefully is
crucial. If multiple cases are used, researchers often provide a detailed
account of each and then some form of cross-case comparison, either in
prose or in a tabular summary (Creswell, 1998). Multiple cases are often
preferable to single cases, particularly when the cases may not be
representative of the population from which they are drawn and when a
range of behaviors/pro les, experiences, outcomes, or situations is
desirable. However, including multiple cases limits the depth with which
each case may be analyzed and also has implications for the structure
and length of the  nal report.

Data
Draw data either from one primary source (e.g., oral interviews,
journals, or essays) or from multiple sources. As in ethnography, bringing together (triangulating) multiple perspectives, methods, and sources
of information (e.g., from interviews, observations,  eld notes, selfreports or think-aloud protocols, tests, transcripts, and other documents) adds texture, depth, and multiple insights to an analysis and can
enhance the validity or credibility of the results. Observations and data
collection settings may range from natural to arti cial, with relatively
unstructured to highly structured elicitation tasks and category systems,
depending on the purpose of the study and the disciplinary traditions
associated with it (Cohen & Manion, 1994). Data in SLA studies may be
somewhat more restricted (either interviews, tests, writing samples,
think-aloud protocols, or grammaticality judgments), and the analytic
focus may be narrower and more technical as well, such as the development of linguistic or rhetorical structures in oral or written L2 production.
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Establishing a trusting relationship with research participants, using
multiple elicitation tasks (data collection procedures), obtaining adequate relevant background information about case participants and
sites, and having access to or contact with the case over a period of time
are, in general, all highly desirable.

ANALYSIS AND INTERPRETATION
Analysis
Case study data analysis generally involves an iterative, spiraling, or
cyclical process that proceeds from more general to more speci c
observations (Creswell, 1998; Palys, 1997; Silverman, 2000). Data analysis
may begin informally during interviews or observations and continue
during transcription, when recurring themes, patterns, and categories
become evident. Once written records are available, analysis involves the
coding of data and the identi cation of salient points or structures.
Having additional coders is highly desirable (but is less common in
qualitative research than in quantitative research), especially in structural analyses of discourse, texts, syntactic structures, or interaction
patterns involving high-inference categories leading ultimately to the
quanti cation of types of items within categories. Data reduction may
include quanti cation or other means of data aggregation and reduction, including the use of data matrices, tables, and  gures (Miles &
Huberman, 1994).
In multiple case studies, each case may represent a different thematic
 nding, such as a different type of learner, teacher, or program (e.g.,
highly successful vs. less successful, domestic vs. international), which
you may also portray as a clustering of properties or even a metaphor;
alternatively, you may analyze and discuss each of the cases in terms of a
small number of pervasive and important themes that run across them to
varying degrees.

Interpretation
Establishing the signi cance or importance of themes or  ndings is
crucial; the discussion should ideally link these themes explicitly to
larger theoretical and practical issues. However, generalization to populations is not appropriate or desirable in most case studies. Be cautious
about drawing unwarranted inferences because of the small sample size,
particularly if the case is not typical of others in the same set. L2
researchers frequently propose models or principles based on their
results to be supported, tested, compared, or refuted by themselves or
others in subsequent research (e.g., Schmidt, 1983; Schmidt & Frota,
1986).
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Data may be analyzed and interpreted through a variety of ideological
lenses (e.g., positivist, poststructuralist, feminist, or critical (Duff, 2002;
Merriam, 1998; Yin, 1994), although descriptive/interpretive approaches
are still the most common in TESOL. Provide suf cient evidence for
your claims or interpretations to make them clear, credible, and convincing to others. Consider alternate explanations, and account for results
that run contrary to the themes that emerge or for differences among
triangulated sources. It may be worthwhile to consult case participants
for their interpretation of (nontechnical) data or  ndings. Young L2
learners or others who are not highly pro cient in their L2 may not have
the maturity or the linguistic competence to convey their perspectives
easily; in some cases, an assistant who can speak the participant’s L1 to
explain the research purposes and elicit the participant’s views in their
L1 may be helpful, depending on the focus of the study (Duff, in press).

THE CASE STUDY REPORT
Reports of case studies submitted to TESOL Quarterly should include
the following elements:


a statement of the study’s purpose and the theoretical context



the problem or issue being addressed



central research questions



a detailed description of the case(s) and explanation of decisions
related to sampling and selection



context of the study and case history, where relevant



issues of access to the site/participants and the relationship between
you and the research participant (case)



the duration of the study



evidence that you obtained informed consent, that the participants’
identities and privacy are protected, and, ideally, that participants
bene ted in some way from taking part in the study



methods of data collection and analysis, either manual or computerbased data management and analysis (see Weitzman & Miles, 1995),
or other equipment and procedures used



 ndings, which may take the form of major emergent themes,
developmental stages, or an in-depth discussion of each case in
relation to the research questions; and illustrative quotations or
excerpts and suf cient amounts of other data to establish the validity
and credibility of the analysis and interpretations
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a discussion of factors that might have in uenced the interpretation
of data in undesired, unanticipated, or con icting ways
a consideration of the connection between the case study and larger
theoretical and practical issues in the  eld
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Conversation Analysis
The following guidelines are provided for submissions using an
ethnomethodological approach to conversation analysis (CA) as originated by Sacks, Schegloff, and Jefferson (1974) and Schegloff, Jefferson,
and Sacks (1977). From this perspective, the principal goal of CA is to
explicate and interpret how participants achieve everyday courses of
action by orienting to the underlying structural organization of talk-ininteraction.
n

ASSUMPTIONS
CA studies submitted to TESOL Quarterly should exhibit an in-depth
understanding of the ethnomethodological philosophical perspectives
and methodologies of CA research (see Firth, 1996; Firth & Wagner,
1997; Markee, 1994, 1995, 2000; Schegloff, Koshik, Jacoby, & Olsher,
2002; Seedhouse, 1997, 1999; Wagner, 1996). Utilizing these perspectives
and methods in the course of conducting CA research helps ensure that
studies represent credible accounts of participants’ orientations to the
behaviors they display to each other and therefore to analysts. Reports of
CA studies should meet the following criteria:
1. The kinds of data analyzed should include naturally occurring data
from either ordinary conversation (i.e., ordinary chatting among
friends) or institutional talk (e.g., ESL classroom talk, oral pro ciency interviews, writing conferences).
2. The report should focus on the usual topics of CA research (see
Drew, 1994). These topics include, but are not limited to, the
organization of sequences (i.e., courses of action), turn-taking and
repair practices, syntax-for-conversation, the structure of speech
events, and the integration of speech and gesture. Analyses should
demonstrate how native speakers/users of English, nonnative speakers/users of English, or both deploy these aspects of interactional
competence to communicate in or learn this language.
3. The research should aim to uncover an emic perspective. In other
words, the study focuses on participants’ contextualized perspectives
and interpretations of behavior, events, and situations rather than
etic (outsider-imposed) categories, models, and viewpoints (van Lier,
1988).
4. The primary data in the study should be the conversational and
other behaviors that participants produce for each other in real
time. The notion of context is principally understood as the talk that
immediately precedes and follows the conversational object under
study (Heritage, 1988); this is sometimes referred to as the cotext of
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5.

6.

7.

8.

talk (Brown & Yule, 1983). Other important aspects of context
include the integration of embodied action and gesture with talk
(Schegloff et al., 2002).
The conversational analysis may be supplemented by ethnographically oriented notions of context that entail the use of triangulated
secondary data (such as think-aloud protocols, interviews, or diaries;
see van Lier, 1988). The study may establish theoretical links to other
perspectives on talk-in-interaction, such as Vygotskyan analyses of
learners’ zones of proximal development (Ohta, 2001).
Data collection strategies include the collection of videotapes, audiotapes, or both of talk-in-interaction, which are then transcribed
according to the conventions of CA developed by Gail Jefferson (see
Atkinson & Heritage, 1984; Boden & Zimmerman, 1991; Goodwin,
1981). Videotapes are strongly preferred because of the importance
of embodied aspects of interaction.
In all cases, the recordings are considered to be the de nitive source
of information about the behaviors that were observed. Transcripts
are understood as a tool for analysis to be used in conjunction with
recordings.
External materials, such as classroom materials, interview schedules
or drafts of papers, may be introduced into the database when
relevant and appropriate, such as when participants themselves
orient to these materials.

DATA ANALYSIS
Data analysis is guided by the ethnomethodological philosophy,
methods, and goals of CA research.
1. You should provide a comprehensive treatment of the data under
discussion by demonstrating how participants collaboratively coconstruct their talk. This entails analyzing prototypical examples of
talk-in-interaction, which may consist of either single cases or collections of particular types of conversational objects. Ensure that you
can warrant your claims by pointing to a convergence of different
types of textual evidence and, where relevant, by demonstrating the
characteristics of a particular practice across a variety of contexts
( Jacobs, 1986, 1987).
2. You may use CA  ndings to generate hypotheses for subsequent
experimental research. However, this is not the principal aim of CA
research (Schegloff, 1993). If you use quanti cation, ensure that it
only follows careful analysis of the individual cases that are being
quanti ed, with categories for quanti cation emerging from this
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analysis of individual cases (Stivers, 2001, in press). However, the
quanti cation of data is rarely an important issue in CA research.

THE CA REPORT
CA reports submitted to TESOL Quarterly should include the following
information:
1. a clear statement of the research issues
2. a description of the research site, participants, procedures for
ensuring participant anonymity, and data collection strategies
3. an empirically based description of a clear and salient organization
of patterns found through data analysis—including representative
examples, not anecdotal information
4. interpretations in which you trace the underlying organization of
patterns across all contexts in which they are embedded
5. a discussion of how the data analyzed in the study connect with and
shed light on current theoretical and practical issues in the acquisition and use of English as an L2
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(Critical) Ethnography
The following guidelines are provided for submissions to TESOL
Quarterly adopting an ethnographic approach by developing a  rsthand,
contextualized, naturalistic, hypotheses-generating, emic orientation to
the study of TESOL through the study of culture. Ethnography represents diverse research approaches (Atkinson, Coffey, Delamont, Lo and,
& Lo and, 2001), and the form and content of ethnographic reports
thus vary considerably.
n

ASSUMPTIONS
Research approaches that use the quali er critical differ from descriptive or interpretive approaches, which historically adopted a more detached, objective, value-free orientation to knowledge, although there is
some convergence between critical and descriptive approaches within
contemporary ethnography. Critical approaches align themselves with
the post-Enlightenment philosophical tradition of situating research in
its social context to consider how knowledge is shaped by the values of
human agents and communities, implicated in power differences, and
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favorable for democratizing relationships and institutions. A critical
approach questions the traditional separation of theory and method,
interpretation and data, subjective and objective, and ethics and science,
and particularly the treatment of the second term in each pair as
constituting valid research. Critical ethnography prefers to see these
binary constructs as interconnected, making mutual contributions to
knowledge.
Ethnography (and critical ethnography in particular) adopts a complex theoretical orientation toward culture. Culture—in collectives of
differing magnitude, whether educational institutions, student communities, classrooms, or activity groups—is treated as heterogeneous, con ictual, negotiated, and evolving, as distinct from uni ed, cohesive,
 xed, and static. Also, in contrast with a relativistic view of cultures as
different-but-equal, critical ethnography explicitly assumes that cultures
are positioned unequally in power relations. Furthermore, critical ethnography sees descriptions of culture as shaped by the interests of the
researcher, the sponsors of the project, the audience, and the dominant
communities. Therefore, cultural representations are acknowledged as
always being somewhat partial and partisan. Studies that claim to adopt
an ethnographic approach should be informed by the theoretical
assumptions motivating this research practice.
1. Because of the diversity of perspectives represented within ethnography, be as explicit as possible about the disciplinary traditions or
models of ethnographic scholarship that have in uenced your work
(e.g., cultural anthropology, sociology, sociolinguistics, linguistic
anthropology, ethnography of communication, cultural studies). A
wide array of approaches exist, including but not limited to hermeneutics, symbolic interactionism, critical theories, feminist theories,
postmodernisms, constructivism, and critical humanism.
2. State explicitly your speci c approach and its underlying assumptions and beliefs about the nature of ethnographic knowledge. For
example, do you believe that ethnographic  ndings are scienti c,
aimed at uncovering patterned social realities? Or do you believe
that the purpose of ethnography is interpretive, aimed at developing
insights into the symbolic meanings of experiences for participants?
Or do you believe that the purpose of ethnography is, more critically,
the pursuit of social justice?
3. State explicitly the conventions for data collection, analysis, and
reporting that are typical within your chosen school(s) of thought,
and cite exemplars from previously published work.
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DATA
1. Show evidence of residing or spending considerable lengths of time
interacting with people in the study setting, observing and recording
their activities as they unfolded through means such as  eld notes
(see, e.g., Emerson, Fretz, & Shaw, 1995), audio and video recordings, or both. A hallmark of ethnography is extended,  rsthand
participant observation and interactions with participants in the
study setting.
2. Record participant beliefs and attitudes through such typical means
as notes or transcribed recordings of informal conversation and
interviews, and participant journals (see Salzman, 2001).
3. Include several different sources of data. Besides participant observation and interactions with participants, these sources might include
life histories (Darnell, 2001) and narrative analysis (Cortazzi, 2001),
photography, audio or video recordings (Nastasi, 1999), written
documents (Brewer, 2000), data documenting historical trends, and
questionnaires and surveys (Salzman, 2001).
4. If called for, as they often are in critical ethnography (as well as in
many cases of descriptive/interpretive ethnography), use additional
sources of data and re ection. These include


evidence of how the power differences between you and the
informants/subjects were negotiated. Though it is idealistic to
think that power differences can be totally eliminated, address
how they were managed, modi ed, or shifted and how they
in uenced the data gathered.



your attitudes and biases toward the community and its culture.
Record how the your perspectives changed during the course of
the research and how these changes shaped the data gathered.



the impact of your activities and behavior on the community.
State whether you involved yourself in the ethical, social, or
political challenges faced by the community. Include in the data
the way such practical engagements may have generated deeper
insights or affected the research (and the ways you negotiated
these tensions).
the con icts and inconsistencies in the statements made by the
informants (or community insiders). Rather than favoring one
set of data over the other or neatly tying all the loose strands to
arrive at generalizations, wrestle with the diversity of insider
perspectives in order to represent culture with complexity.
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even as the informants interact with the researcher, re ect in the
data the way larger forces outside the community shape culture.
Study how social institutions and political agencies affect the
local culture, and, similarly, seek historical data on the status of
the culture before and after the research.
5. Because ethnographic analytical procedures vary by researchers’
schools of thought, you may incorporate quantitative as well as
qualitative procedures and instruments if appropriate (see, e.g.,
Bernard, 2002).

ANALYSIS AND INTERPRETATION
1. Emphasize emic—or participant—attitudes, beliefs, behaviors, and
practices, as the objective of ethnography is to come to a deeper
understanding of how people in particular contexts experience their
social and cultural worlds.
2. Practice re exivity, a process of self-examination and self-disclosure
about aspects of your own background, identities or subjectivities,
and assumptions that in uence data collection and interpretation.
3. Approach data analysis and  ndings through an inductive and
recursive process. Expect patterns, categories, or themes to evolve as
data collection proceeds rather than imposing them a priori.
4. In the report, show evidence of triangulation, a systematic process of
looking across multiple data sources for  ndings and con rming or
discon rming evidence.
5. Note that because of its  rsthand, experiential nature, ethnographic
knowledge is necessarily tied to particular contexts and periods of
time. However, most contemporary ethnographers view it as important to acknowledge the instability and ever-evolving nature of the
cultures under study, and to explore their nestedness in and interdependence with broader sociocultural contexts.
6. Note that while ethnographic reports may present abstractions and
generalizations about attitudes, behaviors, and beliefs of the cultures
under study, many ethnographers acknowledge and represent heterogeneity and diversity within the cultures or cultural scenes under
study (see below).
7. Give evidence that you have interpreted the tensions implicit in the
research with complexity and openness, particularly (but not exclusively) in critical research
 between insider (emic) and outsider (etic) perspectives. Your
relative outsider status and generalized etic perspectives can
offer interpretive angles that are not available to the insiders.
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between macro- and microperspectives on the culture. Though
the strength of ethnography is its localized, detailed, grounded
perspective, global forces from ideological, economic, and geopolitical structures in uence local culture. Sensitivity to the
macrolevel shaping of the local culture will provide critical
insights into the prospects for community empowerment.
 between the structural and the temporal. Although descriptive
ethnography traditionally may have valued capturing the historical present—that is, culture as a self-contained and well-constructed static system—critical ethnography considers culture as
open to historical in uences and itself shaping history, though it
is relatively autonomous from other social institutions.
 between interpreting and explaining. Critical ethnography recognizes that culture-as-ideology can lead to certain misinterpretations of social life. Similarly, a culture that is merely lived out is
not always open to critical re ection for insiders. With suf cient
respect and sensitivity to the community, you may attempt to
explain some of the questions/contradictions left open in the
informant’s interpretation of things.
 between the parts and the whole of the culture. To explain away
the tensions in a culture is to impose a consistency and uniformity on the community that serves to stereotype, essentialize,
and generalize its culture reductively. Thus, a critical interpretation represents the culture in all its complexity, instability, and
diversity.
 between the different subject positions of the researcher. Adopt
a re exive approach; interpret your own biases, backgrounds,
and identities (e.g., of scholarship, ethnicity, class, gender,
region) both in the  eld and outside; and acknowledge the ways
they shape the research and cultural representation.
8. Indicate the social implications of the cultural description. Interpretation in critical ethnography values not only the validity of the study
(e.g., enhanced by triangulation of data or the sophistication of
methods used), but also the social usefulness of the research and the
ways it addresses issues of social justice, human development, and
ethical integrity.

THE CRITICAL ETHNOGRAPHY REPORT
Established genres of the research article may not always be suitable
for reporting ethnographic studies that practice a critical ethnography.
The dominant Introduction-Method-Results-Discussion structure is often
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more amenable to reporting descriptive and scienti c studies informed
by Enlightenment values, typically presenting a detached, controlled,
authorially imposed version of the  ndings. Other emergent genres of
research reporting adopt greater reexivity (in representing the personal
shaping of the  ndings, in light of the changing biases, subject positions,
and involvement of the researcher), narratives (for a more indirect,
context-bound, personal form of theorization), multivocality (for textualizing the plural perspectives and voices—of different informants, researchers, participants—on the same culture), authorial collaboration (in
involving the participants/informants in the representation of the
 ndings), and open-endedness (in dramatizing the tensions in interpretation and data from the  eld, and encouraging the readers to form
alternate paradigms of interpretation). Develop a mode of textual
representation that suits your research experience, objectives, beliefs
about the nature of ethnographic knowledge, and preferences.
REFERENCES AND FURTHER READING ON ETHNOGRAPHY
Anderson, G. (1989). Critical ethnography in education: Origins, current status, and
new directions. Review of Educational Research, 59, 249–270.
Athanases, S. Z., & Heath, S. B. (1995). Ethnography in the study of the teaching and
learning of English. Research in the Teaching of English, 29, 263–287.
Atkinson, P., Coffey, A., Delamont, S., Lo and, J., & Lo and, L. (2001). Editorial
introduction. In P. Atkinson, A. Coffey, S. Delamont, J. Lo and, & L. Lo and
(Eds.), Handbook of ethnography (pp. 1–7). London: Sage.
Belsey, C. (1983). Critical practice. London: Methuen.
Berkenkotter, C. (1993). A “rhetoric for naturalistic inquiry” and the question of
genre. Research in the Teaching of English, 27, 293–304.
Bernard, H. R. (2002). Research methods in anthropology: Qualitative and quantitative
approaches (3rd ed.). Walnut Creek, CA: AltaMira Press.
Brewer, J. D. (2000). Ethnography. Buckingham, England: Open University Press.
Canagarajah, A. S. (1993). Critical ethnography of a Sri Lankan classroom: Ambiguities in opposition to reproduction through ESOL. TESOL Quarterly, 27, 601–626.
Canagarajah, A. S. (1996). From critical research practice to critical research
reporting. TESOL Quarterly, 29, 320–330.
Cortazzi, M. (2001). Narrative analysis in ethnography. In P. Atkinson, A. Coffey,
S. Delamont, J. Lo and, & L. Lo and (Eds.), Handbook of ethnography (pp. 384–
394). London: Sage.
Darnell, R. (2001). Invisible genealogies: A history of Americanist anthropology. Lincoln:
University of Nebraska Press.
Emerson, R. M., Fretz, R. I., & Shaw, L. L. (1995). Writing ethnographic eldnotes.
Chicago: University of Chicago Press.
Kubota, R. (1999). Japanese culture constructed by discourses: Implications for
applied linguistics research and ELT. TESOL Quarterly, 33, 9–35.
Marcus, G., & Fischer, M. M. J. (1986). Anthropology as cultural critique: An experimental
moment in the human sciences. Chicago: University of Chicago Press.
Nastasi, B. K. (1999). Audiovisual methods in ethnography. In J. J. Schensul, M. D.
LeCompte, B. K. Nastasi, & S. P. Borgatti (Eds.), Enhanced ethnographic methods:

RESEARCH ISSUES

177

Audiovisual techniques, focused group interviews, and elicitation techniques (pp. 1–50).
Walnut Creek, CA: AltaMira Press.
Peirce, B. N. (1995). The theory of methodology in qualitative research. TESOL
Quarterly, 29, 569–576.
Pennycook, A. (1994). Critical pedagogical approaches to research. TESOL Quarterly,
28, 690–693.
Salzman, P. C. (2001). Understanding culture: An introduction to anthropological theory.
Prospect Heights, IL: Waveland Press.
Scheurich, J. J., & Young, M. D. (1997). Coloring epistemologies: Are our research
epistemologies racially biased? Educational Researcher, 26(4), 4–17.

178

TESOL QUARTERLY

