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 1 

Introduction 

After joining the European Union in 2004, Poland experienced major system transfor-

mations, including developments in foreign language teaching policy, which since that 

time has had to be in accordance with the mainstream EU language policy. As a result, 

not only a new system of school organisation was introduced, e.g. 6-year primary 

school, 3-year lower secondary school and 3-year upper secondary school, but also new 

types of foreign language examinations were introduced. As a consequence, both theo-

reticians and practitioners have been obliged to update and complement the range of 

approaches to the teaching of foreign languages in the classroom setting in order to ad-

here to the new legal requirements to meet the evolving needs of students. However, to 

the present author’s best knowledge, it is unusual for Polish teachers to share good prac-

tice locally, let alone nationally or internationally, and the study reported in the present 

dissertation constitutes an attempt to initiate genuine discourse on exchanging best prac-

tices in the teaching of foreign languages between different countries. Another goal is to 

ascertain whether there are any differences between the teaching of foreign languages in 

the Polish and English upper secondary schools with an eye to proposing improvements 

in both settings.  

Conducting a comparative exploration of the different educational systems, in 

Poland and England, particularly in view of the fact that English educational authorities 

are more experienced in EU language policy, seems to be of considerable value. An 

abundance of comparative studies focusing on, for example, general principles followed 

in particular educational systems, reform trends or more detailed aspects of foreign lan-

guage teaching, such as forms of assessment, intercultural education, program evalua-

tion, final exams and the role of a teacher, can provide important insights into the ways 
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in which such issues are handled in different contexts, shedding light on the similarities 

and differences between the foreign language policies in different countries. However, 

such comparative studies are useful mainly for educational authorities; what practitio-

ners in Poland need, I believe, is more empirical research concentrating on the practical 

elements of foreign language teaching in different countries.  

To date, the existing empirical comparative studies have been mainly conducted 

by such organisations as the International Association for the Evaluation of Educational 

Achievement (IEA 2011) with their outcomes, yet again, being more useful for the na-

tional authorities in terms of planning language policy, and not particularly helpful for 

teachers. Such studies usually contain a lot of statistical data but they lack information 

about the applied teaching methods and/or innovative teaching practices, which may be 

helpful for teachers. Without doubt, there is scarcity or even lack of empirical compara-

tive studies carried out by practitioners for practitioners, the main goal of which would 

be to share good practices and improve learning from teachers from different countries.  

Bearing all this in mind, the principal goal of the present author is to contribute 

to the improvement in the quality of foreign language teaching practices in upper sec-

ondary schools in  Poland and England, as well as to assisst Polish and English practi-

tioners to update and adjust their teaching practices in line with the EU language policy 

requirements and recommendations. This will be achieved by exploring and discussing 

the similarities and differences between some elements of foreign language teaching in 

English upper secondary schools and upper secondary education in Poland. As a conse-

quence, it is hoped that the main beneficiaries will be students whose needs may be bet-

ter met. In this study, the following nine key elements of foreign language teaching in 

upper secondary schools were selected for examination primarily on account of the fact 

that they are often identified as the key elements of foreign language teaching (e.g. 

Brown 2004; Harmer 2002; Komorowska 2002; Long and Doughty 2011; Pawlak 2012, 

Ur 2002) These are as follows:  

 the performance of foreign language teacher teams;  

 the role of the principal as a leader in education; 

 the model of foreign language lesson; 

 foreign language teaching techniques and aids;  

 the use of a coursebook;  

 student assessment; 



 3 

 classroom interaction;   

 development of learner autonomy;  

 the ways of conducting program evaluation. 

The rationale behind addressing such issues was to provide a set of examples of 

good practice in Polish and English upper secondary schools that could be recognised 

by educational authorities and implemented by practitioners in order to improve the 

overall quality of foreign language teaching. Identifying the similarities and differences 

between different systems might aid the assessment of the suitability and efficacy of 

existing procedures and practices. It is hoped that a longer-term goal might be to en-

courage practitioners to be more reflective and inquisitive about their own foreign lan-

guage teaching practices, as well as those adopted in other countries. All in all, both 

educational authorities and practitioners should seek inspiration and stimuli for new 

ideas concerning foreign language teaching, and exploring foreign educational systems 

in different countries could provide some incentives in this respect.  

The present dissertation presents the results of an empirical comparative study 

which sought to compare the nine aspects of teaching modern foreign languages, listed 

above, in four general upper secondary schools in Poland and four sixth form colleges 

in England. The investigation involved both a pilot study and a main study. The former 

was designed to assess whether the students and teachers in Polish and English upper 

secondary schools were satisfied with the present structure and performance of their 

schools in a general sense. Following the analysis of the results of the pilot study, the 

methodology, instruments and the goals for the main study were developed.  

The present dissertation consists of five chapters, the first three of which will 

deal with the relevant theoretical background, and the remaining two being devoted to 

the presentation and analysis of the data collected for the purposes of this study. Chap-

ter One aims to examine how language policy in the broadest sense determines the ac-

tions of national language policy planners and policy makers resulting in the particular 

organisation of foreign language teaching in a specific country. Accordingly, the defini-

tions and descriptions of general language policy principles are presented, followed by a 

presentation of the language policies of European Union regulations and requirements. 

Next, the comparative studies of Polish and English language policy issues are exam-

ined and discussed. The aim of Chapter Two aims to define and describe the process of 

program evaluation in foreign language teaching so that an in-depth comparison of the 
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ways in which such evaluation is conducted in Polish and English upper secondary 

schools can be made. The main focus of Chapter Three is to describe and compare dif-

ferent aspects of language instruction in the Polish and English upper secondary 

schools. The first part of the chapter is devoted to presenting and comparing the struc-

ture and organisation of Polish general upper secondary school system with that under-

lying English sixth form college system, since these two types of schools were the focus 

of the empirical investigation reported in this dissertation. Accordingly, the legal regula-

tions, the structure and the organisation of foreign language teaching are presented. The 

first part of the chapter closes with a discussion of the similarities and differences be-

tween the organisation of foreign language teaching in both types of schools. The sec-

ond part of Chapter Three identifies the rationale for the choice of certain elements of 

foreign language teaching that are the focal point of the research project. To be precise, 

it describes theoretical aspects of the organisation and performance of foreign language 

teacher teams as well as the theoretical models of the foreign language lesson. More-

over, the chapter focuses on the selection of teaching techniques and lesson aids that are 

proposed in the professional literature. Then the focal attention is shifted to the use of 

the coursebook and forms of student assessment that are provided by the theoreticians. 

Finally, some theoretical background information on classroom interaction and the ways 

of making learners autonomous will be presented. Chapter Four presents the design of 

the main study focusing in particular on the participants, the instruments and methodol-

ogy of data collection. In addition, transcriptions, coding and analysis procedures are 

described. Chapter Five presents and discusses the results of the main research project 

conducted in four Polish upper general secondary schools and four English sixth form 

colleges. It intended to investigate similarities and differences of certain aspects of for-

eign language teaching between the two types of schools. In addition to this, the chapter 

includes evaluation of the overall outcomes of the main study and lays the basis for 

enumerating a set of examples of good practice in foreign language teaching in  Polish 

and English upper secondary schools as well as some practical pedagogical recommen-

dations in the conclusion to the entire dissertation. 

This dissertation closes with suggestions for the ways in which instruction in 

both contexts can be improved. The main strength of the examples of good practice lies 

in the fact that they were observed in authentic foreign language contexts. It is the de-

sire of the present writer through this dissertation: 
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 to contribute to better quality of foreign language teaching in Poland and England 

by providing innovative solutions from another country; 

 to help Polish teachers to update and complement their teaching solutions in accor-

dance with EU language policy recommendations and requirements through the ob-

servations of good practice in the more experienced country;  

 to encourage Polish and English practitioners to be more reflective about sharing 

good practices locally, nationally and even internationally.  
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Chapter 1: Language policy 

Introduction 

The language policy of a country affects most fields of life of its citizens since it deter-

mines which language or languages are considered to be official ones and which might 

be deemed a second official language, and what additional languages will be recog-

nised. Some scholars (e.g. Ricento 2006; Liddicoat 2013) have voiced the opinion that 

language policies presented in official documents and existing in more covert forms 

value official languages and, as a consequence, affect the future of society in a way de-

sired by state authorities. As a result, the language policy of a particular state primarily 

influences the organisation and structure of foreign language teaching in schools at all 

educational levels. 

The present dissertation reports original research comparing elements of foreign 

language teaching in upper secondary schools in Poland and England, and thus the lan-

guage policies and foreign language policies of these countries provide the context in 

which the research and its results can be better understood. Therefore, the main objec-

tive of this chapter will be to present general as well as more detailed aspects of lan-

guage policy and planning. Before launching a discussion of the language policies in the 

European Union, Poland and England, it is first necessary to define several key terms, 

which will aid the understanding of more specific descriptions of the particular lan-

guage policy systems, namely: language policy, language planning, language-in-

education policy/language educational policy/language acquisition management, for-

eign languages policy/foreign language education policies, school language pol-

icy/language policy across curriculum.   
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Logic dictates that since Poland and England are member countries of the Euro-

pean Union, the discussion should focus on the language policy and planning in the EU, 

which will be addressed in detail in the next section. In addition, the most influential EU 

documents relating to foreign language teaching principles, that is programs, frame-

works concerning language-in-education policy and EU agencies and institutions that 

aim at implementing EU recommendations, will be enumerated and discussed. General 

principles of language policy and planning in Poland and England will then be de-

scribed and compared in separate sections, with the emphasis being laid on the organi-

sation and structure of foreign language teaching, and also the reforms introduced and 

current trends.   

1.1. Defining language policy  

Language policy has been a formal academic discipline since the 1960s (McKay 1996: 

103) and since that time a lot of studies, which have drawn upon a multiplicity of re-

lated terms, have been published. Not surprisingly, in many publications some of the 

labels are used interchangeably while in others they are treated as separate concepts, 

with different meanings. For instance, the terms language policy (Cobarrubias 1983; 

Daust 1997; Jahr 1992; Liddicoat 2013; Lo Bianco 2006; Phillipson and Skutnabb 

2011; Spolsky 2012), language planning (Cooper 1989; Haugen 1959; Liddicoat 2013; 

Wiley 1996), language-in-education policy/language educational policy/language ac-

quisition management (Baldauf et al. 2010; Komorowska 2004; Liddicoat 2013), for-

eign languages policy/foreign language education policies (Liddicoat 2013; Spolsky 

2012) or school language policy/language policy across curriculum (May 1999) are 

sometimes not interpreted in the same way. In view of such terminological confusion, it 

is important to provide clear definitions of the above terms and to discuss the distinc-

tions between them so that it will be clear what they refer to in the present work.  

It is fitting to begin the discussion by distinguishing between language policy 

and language planning in the broadest sense since the actions in these areas are the ba-

sis for the state’s further steps related to education. Although the terms language policy 

and language planning are frequently used interchangeably, in fact they involve differ-

ent forms of activities. In the first place, language policy may be considered as the out-
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come of some preparatory work which is language planning, and in this sense, the two 

terms describe separate forms of a state’s activities (Liddicoat 2013: 1-2). However, in 

the sense that language policy also involves language planning to manage its actions, 

they are interrelated (Liddicoat 2013: 2). Some researchers, however, see  language 

policy simply as a more extensive scope of activities which embrace language planning 

(Phillipson and Skutnabb-Kangas 2011: 30). The adoption of a particular lan-

guage/languages as a result of a state’s official language policy can be seen as an in-

strument to unify the country and enable efficient communication between its inhabi-

tants. When this is done to influence sociolinguistic norms, it is called language 

planning (Fettes 1997: 13-14).  

As far as the concept of  language policy is concerned, both Spolsky (2012: 5-6), 

Lo Bianco (2006: 740), Kennedy (2011: 2) and Liddicoat (2013: 2-3) associate this term 

with the government’s deliberate action to decide on a language/languages to be taught; 

whatever the choice, it inevitably influences all aspects of life in the country, including 

the education sector (Liddicoat 2013: 2-3) and political and economic issues with the 

principal aim of providing the best possible solutions for the dominant and minority 

groups (Wiley 1996: 104). As a consequence, the authorities define the universal writ-

ten and spoken patterns of the language/languages of instruction that must be followed 

by the members of the country (Jahr 1992:12-13, as cited in Wiley 1996: 109); the 

state’s language policy aims, objectives and procedures are then the basis for language 

planning (Liddicoat 2013: 3). However, to use the words of Sallabank (2012: 119), lan-

guage policy is also reflective of an ideology and a set of beliefs which, when docu-

mented in laws, influence every single member of a particular state. Moreover, lan-

guage policy can be very dynamic and versatile in solving language problems in the 

country and it can shape the future of its citizens if it is implemented according to a 

thought-out plan (Jernudd and Nekvapil 2012: 16), but it may also be the cause of some 

political and social problems if it is not approved of by all groups in the country 

(McKay and Rubdy 2011: 10-11).  

Although language planning is a term used frequently when defining language 

policy, it also has a quite separate meaning and relies on different actions. Fettes (1997: 

14), Liddicoat (2013: 2), Haugen (1959: 8, as cited in Spolsky 2012: 24), Bright (1992: 

310-311, as cited in Wiley 1996: 108), and Cooper (1989: 45, as cited in Wiley 1996: 

110) state that language planning is a set of deliberate actions related to the role, struc-
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ture and educational issues within a particular country and its inhabitants. Such actions 

involve the sociolinguistic aspects of a particular society and are also a kind of critical 

evaluation of the state’s language policy. Logically, careful language planning seems to 

be indispensable in multilingual societies, where there is a dramatic need for solving 

communication problems. Taking all of this into account, the language policy of a par-

ticular country is understood in this dissertation as a set of the state’s ideologies and 

beliefs about the usefulness of a particular language or languages to enable the members 

of the speech community to communicate efficiently in order to enhance the social, po-

litical and economic well-being. By contrast, language planning is viewed as a variety 

of actions conducted by the responsible authorities and institutions in order to imple-

ment and evaluate language policy. 

There are three more specific labels that emerge from these two general terms, 

namely (Liddicoat 2013: 6-8; Baldauf et al. 2010: 240; May 1999: 231): 

 language-in-education policy, which is sometimes called language educational pol-

icy  or language acquisition management;  

 foreign languages policy, which is occasionally named as foreign language educa-

tion policies; and  

 school language policy, also known as language policy across the  curriculum.  

When it comes to language-in-education policy, which will be used interchangeably 

with language educational policy and language acquisition management as these terms 

share a similar meaning, it is the state’s determination of which language/languages 

have been chosen as first, second and foreign to be taught and/or learnt through the edu-

cational sector (Liddicoat 2013: 6; Baldauf et al. 2010: 240). As a result of such 

choices, the language/languages of instruction in schools is/are decided (Fettes 1997: 

13). The obvious corollary of the state’s language educational policy is that not only 

does it try to determine the national identity but also facilitates international cooperation 

(Phillipson and Skutnabb-Kangas 2011: 27). Komorowska (2004: 38) explains that lan-

guage educational policy involves several steps, such as deciding upon the number and 

type of languages in schools, the way in which they are taught, including the curriculum 

and teaching methods, the role of foreign and minority languages, the system of exami-

nations and certificates, as well as teachers’ training and development. Boldizsár (2003: 

10) refers to two varieties of language-in-education policy, namely codified and not- 

codified versions. In the former, language teaching is centralised, especially in the sense 
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of awarding legal certificates and qualifications, whilst the latter refers to the type of 

language teaching which is decentralised in all aspects of language education actions. 

To be more specific, Liddicoat (2013: 6) and other researchers (Baldauf et al. 2010: 

238-240) refer to six dimensions of language-in-education policy: 

 access – policies regarding which languages are to be studied and the levels of edu-

cation at which they will be studied; 

 personnel – policies regarding teacher recruitment, professional learning and stan-

dards; 

 curriculum and community – policies regarding what will be taught and how the 

teaching will be organised, including the specification of outcomes and assessment 

instruments; 

 methods and materials – policies regarding prescriptions of methodology and set 

texts for language study; 

 resourcing – policies regarding the level of funding for languages in the education 

system; 

 evaluation – policies regarding how the impact of language-in-education policy will 

be measured and how the effectiveness of policy implementation will be gauged. 

In addition, Liddicoat (2013: 7) suggests four main types of scope of language-

in-education policy, that is “official language education policies, foreign language edu-

cation policies, minority language education policies and external language spread poli-

cies”. Language-in-education policy regulates the course of action for foreign lan-

guages policy, which varies from country to country and depends on the aims of the 

state’s educational programs and the demand for particular foreign languages regarded 

as the most useful for the society (Cenoz and Gorter 2012: 301). When it comes to a 

more precise explanation, foreign languages policy deals with the acquisition of such 

languages that are “official languages of other polities”, not spoken in the speech com-

munity as a rule, having no official functions in the target community, and which could 

be taught mainly through the educational system. (Liddicoat 2013: 7-8). It can reasona-

bly be assumed that the last officially regulated stage of the state’s official language 

policy is school language policy, which is sometimes referred to as language policy 

across the curriculum. According to May (1999: 231), its narrow scope usually refers to 

a kind of document with an action plan which relates to the language requirements in a 
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particular school. If a school language policy is to be implemented successfully, it must 

rely on the cooperation of school community members (May 1999: 231).  

In the light of the above discussion, in order to be able to compare elements of 

foreign language teaching in two different countries, first the language policy of par-

ticular states must be considered, followed by the language-in-education policy target 

background, then the state’s foreign language education policy organisation and struc-

ture, and finally, the target schools’ language policy. In the remainder of the dissertation 

these terms will be employed in accordance with the definitions given above.  

1.2. Language policy and planning in the European Union 

Having considered the terminological issues related to language policy and its current 

trends, some general aspects of European Union language policy will now be reviewed, 

including the main documents, programs, frameworks and agencies that have affected 

foreign language teaching systems in European Union countries.  

In order to make the European Union language policy the most effective and 

beneficial for all the EU nations, four leading principles have been defined (Boldizsár 

2003: 8): 

(1) The defence of human rights, pluralistic democracy and the rule of the law, 

which secures the status of minority and regional languages including language-

in-education policy. 

(2)  The promotion and enhancement of cultural identity and diversity in Europe, 

which also guarantees preservation of minority and regional languages.  

(3) The search for solutions to problems in society, which helps to solve variety of 

issues, including the language ones, in the most efficient ways.  

(4) The development of democratic stability in Europe through support for political, 

legislative and constitutional reforms which channel EU language policy to-

wards particular ideologies and polities. 

While there are many major and minor implications for the EU language policy which 

derive from the four main principles, for the sake of clarity, only eight EU language 

policy goals will be briefly explored. The first important aim of EU language policy that 

affects and shapes the foreign language teaching systems in member countries involves 
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removing internal linguistic boundaries and aims at facilitating national and interna-

tional collaboration (Boldizsár 2003: 9; Liddicoat 2013: 61). In the view of EU officials, 

effective implementation of this aim will contribute to successful political and economic 

integration within the organisation and the means to achieve this goal include encourag-

ing the member states to include the English language as the main foreign language in 

the national curriculum (Liddicoat 2013: 65).  

The second EU language policy aim is to enable the creation of an effective 

European system of information (Boldizsár 2003: 9). What is also pertinent to EU lan-

guage policy general goals is the adjustment of national foreign languages curricula so 

that widespread knowledge of foreign languages can facilitate global progress in various 

fields of life (European Council 2000: 1; Magnuszewska 2005: 10; Robichaud and De 

Schutter 2012: 139). Consequently, the more languages a EU citizen knows, the greater 

the chances of their international mobility in order to find a job or set up a business. 

Another EU language policy general principle, which is called multilingualism and lin-

guistic diversity, influences the foreign languages teaching systems in the member 

states. According to it, all EU citizens should be trilingual (Ammon 2012: 589-590; 

Beacco and Byram 2003: 32; Komorowska 2007: 14; Krzyżanowski and Wodak 2011: 

116). Such a stance has significant implications for the organisation of foreign language 

teaching in EU member states since it requires teaching at least two foreign languages at 

some stage of school education.  

The next general aim of EU language policy is to promote cultural understand-

ing among different countries through studying the foreign language with a strong em-

phasis on intercultural elements (Beacco and Byram 2003: 96; European Council 2000: 

1; Liddicoat 2013: 60-63). Given the dramatic recent increase in migration from both 

within and beyond the EU region, this aspect of foreign language teaching may become 

increasingly important in promoting inter-cultural harmony. Another EU general lan-

guage policy aim is to promote lifelong language learning where the necessity to im-

prove language skills throughout the whole life is strongly emphasised since it enables 

constant enhancement of life conditions among EU citizens (European Commission 

2003: 7; Krzyżanowski and Wodak 2011: 123). Finally, a further general goal of the EU 

language policy is to provide EU citizens with the opportunity for an early start to for-

eign language learning, which is justified by the results of some research which shows 

that “age factor can influence outcomes decisively” (Phillipson and Tove Skutnabb-
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Kangas 2011: 36). In the subsequent subsection, the most significant EU documents 

concerning foreign language learning/teaching will be presented. 

1.2.1. Foreign language learning situation in Europe 

Teaching foreign languages is often an essential element of language policy and plan-

ning in a particular country. However, some researchers have identified direct and indi-

rect factors which have a significant influence on foreign languages policy. For exam-

ple, the globalisation of economic and political actions results in the choice of a 

particular language or languages for international communication whereas other influ-

ential elements include increase in lifelong learning of languages, which will be dis-

cussed in a more detailed way in the following section, and decentralisation of educa-

tion in some countries (Baldauf et al. 2010: 241). Other indirect factors that also 

influence foreign languages policy in different countries are the growing tendency to 

consider foreign language knowledge as an important professional qualification as well 

as the dynamic development of modern information technology tools that facilitate in-

ternational communication (Baldauf et al. 2010: 241). Furthermore, the changing struc-

ture of the workforce, increased international mobility, as well as changing attitudes and 

ambitions of young people toward work also subtly affect the foreign languages policy 

since individuals are more and more interested in learning foreign languages in order to 

fulfil their personal and professional goals (Baldauf et al. 2010: 241). The growing de-

mand for learning languages encourages governments to adjust their foreign languages 

policies to address current trends and demands. Such factors, especially those leading to 

the choice of particular foreign languages, are critical to understanding the foreign lan-

guage teaching systems in different countries when undertaking a comparative study.  

To be more specific, the choice of foreign languages that are to be taught de-

pends on their usefulness in the modern, highly globalised, world. The most frequently 

chosen, in the course of foreign languages policy, are the ones which enable widespread 

access to modern technology inventions, job opportunities, forms of entertainment 

and/or products of different cultures (Robichaud and De Schutter 2012: 126-127). As 

McKay and Rubdy (2011: 10) and many others aptly point out, English is the most 

popular foreign language that has gained a special status in language-in-education pol-
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icy in numerous countries. In particular, it has become today’s lingua franca, a language 

of  international communication in the field of economics, politics, social issues and 

military science (European Commission 2011: 25; Réaume and Pinto 2012: 41; Ricento 

2010: 128; Phillipson 2008: 261). Crystal (2007: 120-121; 1996: 106) emphasises some 

historical factors that explain the leading role of English as a lingua franca, namely the 

United Kingdom being: 

 a colonial power in the seventeenth and eighteenth century; 

 the initiator and facilitator of the industrial revolution in the eighteenth and nine-

teenth century;  

 together with the USA, economic, electronic and Internet tycoons between the nine-

teenth and twentieth centuries.  

No other language has managed to arouse such intense interest and the teaching of Eng-

lish is included in the language-in-education official policies of many countries. Some 

researchers and official agencies (Crystal 2002: 1-2; European Commission 2011: 26) 

estimate that between 330 and 400 million people use English as a mother tongue; be-

tween 300 and 500 million people use it as a second language, and between 500 million 

and over a billion use it as a foreign language.  

As for the implications for foreign language policy in education, the 2009/2010 

Eurydice/Eurostat data reveal that more than 90% of students in general upper secon-

dary education in Europe learn English as their foreign language as a mandatory and 

non-mandatory subject (European Commission 2012a: 11), with 98% secondary school 

students in Poland (Ośrodek Rozwoju Edukacji 2011: 19). It should perhaps be added 

that in European schools the remaining most popular foreign languages taught are Ger-

man, which is widely taught in central and eastern European countries, and French, 

which is particularly popular in southern Europe (European Commission 2012: 11). The 

next most popular foreign languages are Spanish, Italian and Russian (European Com-

mission 2012: 11). As for Poland, the second most popular language in general upper 

secondary education is German – 67.8%, then French 12.6%, followed by Russian, 

Latin, Italian and Spanish (Ośrodek Rozwoju Edukacji 2011: 19). As far as England is 

concerned, traditionally, the most popular foreign language in schools is French, which 

is learnt by slightly less than 30% of students, then German – about 10% and the third is 

Spanish – less than 10% (European Commission 2012: 77).  
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In order to compare elements of foreign language teaching in upper secondary 

schools in Poland and England, it is important to understand the factors behind the 

choice of foreign languages that are taught. For obvious reasons, English is not consid-

ered to be a foreign language in England. But, because English so widespread, only a 

minority of British upper secondary school students learn a foreign language. Such a 

stance may limit the progress of the whole country, which could be faster and more ef-

fective if its citizens were bilingual or trilingual.  

1.2.2. Documents related to foreign language learning/teaching 

The primary focus of this subsection will be on a range of documents relating to lan-

guage education which underpin the overall set of EU standards and recommendations 

for foreign language teaching and which shape the national foreign language policies in 

particular countries. Only the documents most relevant to language education will be 

considered; those concerning multilingualism or general principles of EU language pol-

icy, for example, will be omitted because they are not of significance to main research 

goals of this study.  

At the very outset, it is fitting to discuss the provisions of Teaching and learn-

ing: Towards the learning society. This document emphasises the need for each EU 

citizen to know at least three European Union languages, including the mother tongue, 

and also recommends creating a universal assessment system, highlighting the impor-

tance of foreign language knowledge in vocational training. It also recommends an early 

start to the teaching the languages used in the EU (European Commission 1995: 47-48) 

to increase the overall intellectual potential of children, enabling greater mobility across 

the EU and facilitating understanding of culture issues (European Commission 1995: 

47-48).  

Another EU document that needs to be mentioned is Council Resolution of 31 

March 1995. This document develops and builds upon ideas focusing on the necessity 

of improving the quality of foreign language teaching in schools and placing emphasis 

on developing communicative skills within the cycle of education (European Council 

1995: 1-3). Additionally, some means of achieving such general objectives are sug-

gested, such as promoting: 
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 a balanced development of four basic skills at school;  

 innovative methods at all levels of education;  

 an early start of children’s language education;  

 support for adult foreign language education;    

 measures relating to teachers’ education and performance.  

Another significant document related to foreign language policy, the Council 

Resolution of 16 December 1997. This document attaches primary importance to the 

question of an early start in foreign language teaching/learning in compulsory education 

(European Council 1997: 1). The reasons for taking such measures are explained in de-

tail, and then some guidelines are listed, such as international schools’ cooperation 

within the EU countries, developing adequate teaching materials and preparing teachers 

to cope with teaching young children (European Council 1997: 2).  

In the overall presentation of the most influential documents that have given 

shape to the foreign language teaching policies in EU member countries the Guide for 

the development of language education policies in Europe must be mentioned. This 

Guide was prepared in order to serve as a kind of tool or framework for the analysis of 

national education systems regarding language teaching with the special emphasis on 

plurilingualism (Beacco and Byram 2003: 8). It is stressed throughout the document that 

member states might have different language policies that are more adequate for their 

internal needs, but they must all serve the main purpose which is enabling each individ-

ual to acquire a certain number of foreign languages in order to be more mobile and 

flexible in the whole territory of the European Union as far as the economy, social is-

sues and culture are concerned. Furthermore, the national identity aspects of each indi-

vidual must be respected (Beacco and Byram 2003:109). In addition to this, a later Ex-

ecutive version of this document was published which replaced the former one and 

included reflections and suggestions that appeared during the consultation period 

(European Council 2007: 3). The latter document emphasises that the language policies 

of EU countries ought to facilitate the learning of several languages for all citizens 

throughout their life and it gives advice how to maintain language education with a 

view to developing diverse and plurilingual societies (European Council 2007: 7). 

Among many influential documents relating to foreign language policy, there is 

also an Action Plan for the years 2004-2006. Although it may seem somewhat outdated, 

this document laid solid foundations for the European Union key aspects of language 
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policy that have been incorporated by the EU countries. The chief recommendations for 

language teaching were included and they concerned all stages of the education cycle, 

such as the suggestion of introducing at least one foreign language at the earliest stage 

of primary education and at least two foreign languages at the secondary level with the 

emphasis on developing autonomous skills in order to enable students to learn in and 

outside the classroom environment (Commission of the European Communities 2003: 

7-8). In this approach, teachers are encouraged to relate foreign language knowledge to 

the native language so as to make learners aware of the similarities and differences be-

tween the languages; as a result it is proposed that learning further languages might be 

contributing to receptive multilingualism (Commission of the European Communities 

2003: 9).  

Last but not least, the Content and language integrated learning will be briefly 

considered. This document derived from the idea of Canadian immersion teaching 

which gained popularity in the 1970s and 1980s, it is still reasonably widespread, and 

achieved enormous success (Ellis 2012a: 260-261). This way of teaching can be de-

scribed in the following way:  

It may be regarded as ‘early’ or ‘late’ depending on the age of the children for whom it 

is intended. It may be considered ‘total’ if the entire curriculum is taught in what is 

termed the target language, or ‘partial’ if that language is the language of instruction for 

just some subjects. These different approaches are a reflection of the rich variety of lin-

guistic and educational environments, as well as the varied ambitions and aims of pupils 

or their parents and the education authorities. (European Commission 2006: 7)  

Following its huge success, in the 1990s the approach laid the foundations for content 

and language integrated learning and has been incorporated ever since in many coun-

tries. In Poland and England, for example, it has been introduced under such labels as 

bilingual teaching, CLIL and bilingual learning (European Commission 2006: 67). The 

initial recommendations to promote innovative foreign language teaching methods and 

improve the general quality of language teaching were included in many previous EU 

documents, but at the May 2005 Education Council the idea of employing CLIL at dif-

ferent levels of the educational cycle was highlighted together with the recommendation 

of providing language teachers with special training in CLIL (European Commission 

2006: 9).  
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1.2.3. European Union programs, frameworks and other facilitators of foreign 

language learning and teaching 

There is an abundance of European Union programs, frameworks and other facilitators 

of foreign language learning and teaching that have contributed to the particular organi-

sation and structure of language education in EU member states. For obvious reasons, it 

is impossible to present and discuss all of them in detail. Thus, the most influential ideas 

will be briefly mentioned so as to shed some light on the background of language edu-

cation and structure in Poland and England.  

One of the main EU was introducing the European Year of Languages 2001 and 

then the annual European Day of Languages 26 September (Ammon 2012: 590), both 

of which were based on principles summarised in previous EU documents. These in-

cluded (European Council 2000: 3): 

 encouraging EU citizens to acquire a whole range of foreign languages in order to 

improve both economic and personal abilities;  

 promoting intercultural understanding so as to prevent phenomena, such as xeno-

phobia or racism;  

 facilitating the idea of lifelong learning to maintain a high quality of life.  

It was as a consequence of this that the European Day of Languages 26 September was 

established in the Parliamentary Assembly Recommendation in 2001 (Council of 

Europe 2001a: 1).  In addition to this, the Council Resolution of 14 February 2002 in-

cluded four chief principles, which have been mentioned above, continuing to empha-

sise the role of learning foreign languages by EU citizens in developing integration of 

the Union and providing social and economic prosperity of EU inhabitants (European 

Council 2002: 2).  

An important EU initiative that has affected all the areas of European Union lan-

guage policy is the action program established in 2006 concerning lifelong language 

learning. In the European Union decision document of 15 November 2006, lifelong 

learning was defined as referring to formal and informal actions related to general and 

vocational education as well as different forms of training and individual actions 

throughout life that bring about progress in varied fields of professional and personal 

life of EU citizens (Council of Europe 2006: 50). Thus, lifelong language learning is 

emphasised as one of the most efficient means of facilitating the general lifelong learn-
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ing process since acquiring a variety of languages throughout the whole life can provide 

an individual with many opportunities (Council of Europe 2006: 46). In addition to this, 

four sectoral sub-programs were named in the document that would support lifelong 

learning initiatives, including learning languages, at different stages of life.  

In the first place, the Comenius program was directed at children between the 

pre-school and upper secondary education level including the agencies and organisa-

tions that deal with this level of education (Council of Europe 2006: 50). The most gen-

eral goal of this program was to improve the European education system through the 

international cooperation of educational institutions. The detailed aims of this program 

concerned promoting cultural understanding and knowledge among students and teach-

ers from different European countries as well as helping young people gain basic skills 

and competences necessary to be a citizen who is flexible and well prepared for profes-

sional life in the future (Foundation for the Development of the Education System 2011: 

2). On top of that, promoting learning languages was an indispensable element of this 

program as it was based on international cooperation.  

Similarly, the Erasmus program was dedicated to formal higher education and 

vocational education and training (Council of Europe 2006: 50). The program itself 

supported all actions concerning international cooperation between institutions of higher 

education including student and teacher exchanges, participation in apprenticeship 

schemes, organisation of international projects and tertiary education level employees’ 

improvement programs (Foundation for the Development of the Education System 

2012: 7; Członkowska-Naumiuk 2012: 90).  

The third program, Leonardo da Vinci, was aimed at those involved in teaching 

and learning at the vocational and training level, excluding tertiary education (Council 

of Europe 2006: 50). The detailed goals covered promoting mobility in the European 

Union work market and supporting innovative projects that dealt with improving the 

quality of education and professional qualifications; it was clear that language education 

seemed to be key in improving the links between the education and job market needs 

(Foundation for the Development of the Education System 2012-2013: 1).  

The fourth program is the Grundtvig program, which dealt with varied forms of 

adult education including the agencies and institutions involved in this level of educa-

tion (Council of Europe 2006: 50). The main goals of this program constituted response 

to the overall demographical situation in Europe and some problems that were likely to 



 20 

appear because of the phenomenon of aging of the European population (Foundation for 

the Development of the Education System 2012a: 1). As a result, the Grundtvig pro-

gram aimed to support adults in the development of knowledge and skills including lan-

guage learning so that people could cope with the demands of the job market throughout 

their professional life (Foundation for the Development of the Education System 2012a: 

1).  

The main strength of the European Union language policy lies in creating and in-

troducing frameworks that unify and recommend important guidance concerning for-

eign language teaching. For example, the document, Common European Framework of 

Reference for Languages: Learning, teaching, assessment (CEFR), aims to unite Euro-

pean Union language policy including the educational systems implemented in different 

countries. In the introduction to the document, its goals are summarized in the following 

way: 

The Common European Framework provides a common basis for the elaboration of lan-

guage syllabuses, curriculum guidelines, examinations, textbooks, etc. across Europe. It 

describes in a comprehensive way what language learners have to learn to do in order to 

use a language for communication and what knowledge and skills they have to develop so 

as to be able to act effectively. The description also covers the cultural context in which 

language is set. The Framework also defines levels of proficiency which allow learners’ 

progress to be measured at each stage of learning and on a life-long basis. (Council of 

Europe 2001: 1)  

Thanks to these guidelines, international cooperation in the field of teaching foreign 

languages is possible, enabling the recognition of language qualifications internation-

ally, which in turn leads to greater mobility and flexibility of the European Union citi-

zens (Council of Europe 2001: 1). Three basic language policy principles were taken 

into account while creating the Common European Framework (Council of Europe 

2001: 2), namely:  

(1) The main goal of language policy should be taking advantage of the diverse 

European languages and culture, making the member societies more mingled, 

richer but still tolerant and cooperative. 

(2) Language learning is the key to eliminating communication barriers among EU 

citizens of different nationalities and interact with a variety of language users as 

well as learn about different cultures.  
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(3) Employing the overall guidance for modern foreign language teaching by mem-

ber countries contributes to success with respect to international cooperation.  

Three general measures are provided in the framework to help implement the 

main principles. In the first place, all citizens in a particular EU country should, regard-

less of age, be provided with the opportunity to learn foreign languages effectively 

(Council of Europe 2001: 3). The second measure is related to supporting both teachers 

and learners in the process of acquiring foreign languages by adjusting the syllabus to 

their individual needs and characteristics (Council of Europe 2001: 3). Finally, conduct-

ing educational research as well as introducing innovative methods in language teaching 

should be facilitated with a general view to improving the language teaching quality 

(Council of Europe 2001: 3).  

One of the most important goals concerning language policy included in the 

CEFR, the importance of methods of modern language teaching to promote learner 

autonomy (Council of Europe 2001: 4). To be more precise, learners are expected to 

participate actively in their learning processes, cooperate with foreign language teachers 

and other learners in order to negotiate the choice of teaching process, and also work 

independently outside the language classroom (Council of Europe 2001: 144-145). 

Trzcińska (2009: 84) points out, the results of the survey conducted by the European 

Council in 2005 revealed that the CEFR recommendations were most widely used when 

creating coursebooks, adjusting teacher training system and, importantly, creating tests 

and varied forms of final examinations. The role of descriptors defined in the CEFR is 

very significant in this respect alongside practical hints included in the Manual for Re-

lating Language Examinations to the Common European Framework of Reference for 

Languages (Trzcińska 2009: 85-86). The descriptors include three levels of proficiency, 

namely the Basic Level (A1 and A2), Independent Level (B1 and B2), and Proficient 

Level (C1 and C2) (Council of Europe 2001: 24). 

The European Language Portfolio seems to be one of the most important facili-

tators of language learning and self-assessment. The rationale behind creating The 

European Language Portfolio was to develop a companion piece to the Common Euro-

pean Framework of Reference for Languages and it is “designed to mediate the CEFR’s 

approach to language learners” (Little 2011: 9). Its two main goals are documenting the 

language learning process and its effects and making students more reflective about 

their role in the process (Pawlak 2006a: 46). However, generally speaking, it is also an 
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important European Union project which helps to implement its language policy by 

fostering respect and understanding for other cultures and lifestyles as well as promot-

ing linguistic and cultural diversity on the continent (Pawlak 2006b: 62). Each portfolio 

produced by an individual is his or her property and must comprise three parts, that is 

the Language Passport, the Language Biography and the Dossier. The Language Pass-

port consists of three sections, such as “a list of language skills divided into the levels of 

proficiency”, records of the language learning and acquiring the target language culture 

and “a list of attestations, certificates and diplomas which confirm the competences and 

skills possessed as well as the intercultural experience gained” (Pawlak 2006d: 9-10). 

The Language Biography aims at making learners more autonomous since it relies 

mainly on a systematic summary of their language learning experiences and exploring 

other cultures and nationalities (Pawlak 2006a: 46). In the Dossier, a student chooses 

and collects both his or her outstanding and average pieces of language work such as 

projects, audio or video recordings (Pawlak 2006d: 73). Thanks to such systematic and 

varied ways of reflection, students have a chance to become aware of the fact that learn-

ing a foreign language is not limited to the school environment and it can take place in 

many other places and contexts (Pawlak 2006a: 46-47). The first portfolio was created 

in Switzerland and since that time many other European countries have created their 

own language portfolios; France, Russia, Germany, the Czech Republic, Great Britain, 

Ireland, Hungary, Holland, Sweden, Portugal, Austria, and Italy, Poland has also joined 

this list (Pawlak 2006c: 13).   

In addition to developing frameworks which provide clear guidance for EU 

member states on foreign language teaching, the need for objective and universal lan-

guage progress measure systems led to the creation of the European Indicator of Lan-

guage Competence whose aim was to set the rules of how to measure effectively the 

execution of EU language policy goals (European Commission 2005: 3). This was in-

corporated into the Framework of the European Survey on Language Competences, 

which was established in order to conduct the first survey of its kind (European Com-

mission 2007: 2-3). As a result, the first European Survey on Language Competences 

was undertaken in 2011 in fourteen European countries and it revealed rather low re-

sults of linguistic competence for second foreign language knowledge in the majority of 

European countries (European Commission 2013a: 1).  
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Other facilitators of EU language learning initiatives include the European Lan-

guage Label, which is an award given to individuals who promote innovations in for-

eign language teaching and share examples of good practice (European Commission 

2013: 1). Then, there are research programs that concern foreign language teaching or 

multilingualism, such as Language Dynamics and Management of Diversity (DYLAN), 

whose aim was to “identify the conditions under which Europe’s linguistic diversity can 

be an asset for the development of knowledge and economy” and which was established 

under the Framework Program 6 of the European Union and lasted between 2006-2011 

(Dylan 2006: 1). Another research program is Effects on the European Economy of 

Shortages of Foreign-language Skills in Enterprise (ELAN), whose main motivation 

was to conduct research that would contribute to the stimulation of economic growth 

and employment in the European Union countries. The main assumption of the project 

was that the widespread knowledge of foreign languages was the key to accomplishing 

this goal and the aim was to lay a basis for the future foreign language policy move-

ments (European Commission 2005: 8). In addition, there is a new edition of the EU 

program called The Erasmus+ Program , which started in January 2014, and deals with 

education, training, youth and sport for the period of 2014-2020 (European Commission 

2014: 9). This program replaced all the previous initiatives, such as Lifelong Learning, 

Erasmus, Leonardo da Vinci, Comenius and Grundtvig and its mission statement is the 

direct result of the integration of the aforementioned EU programs (Foundation for the 

Development of the Education System 2013-2015: 1). The Erasmus+ Program has got 

three Key Actions, namely (European Commission 2015: 1): 

 Key Action 1 – learning mobility of individuals; 

 Key Action 2 – cooperation for innovation and the exchange of good practices; 

 Key Action 3 – support for policy reform. 

During the first year of implementation the program seems to have delivered at the ex-

pected level. It is reported that the majority of the activities were successfully launched 

in 2014, and the introduced innovations were well absorbed although with some faults 

which were identified at the level of strategic partnerships (European Commission 

2015: 1).  
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1.2.4. European Union agencies and institutions involved in foreign language 

learning and teaching 

In order to understand the detail of European Union language teaching policy, it is nec-

essary to identify the most important agencies and institutions that develop the main 

laws, guidelines and recommendations. One crucial body is the European Commission 

which is the European Union’s executive institution and represents the interests of 

Europe as a whole (European Commission 2013b: 1). As far as languages in the Euro-

pean Union are concerned, the European Commission recommends the ideas that have 

been previously mentioned in the present paper together with the policies and educa-

tional programs (European Commission 2013c: 1). The European Commission is active 

at supporting EU countries in developing new educational tools which may help school-

graduates have better language skills (European Commission 2016: 1). In addition to 

this, the Commission facilitates the collection of adequate data in order to monitor pro-

gress in language teaching and learning (European Commission 2016: 1) and it rewards 

innovation in language learning and teaching (European Commission 2016: 1).  

Another important body is the Council of Europe whose role is to determine the 

overall EU’s political direction and priorities with the exception of passing laws (Euro-

pean Union 2015: 1). As far as language policy is concerned, it focuses mainly on facili-

tating linguistic diversity and formal language learning. Its Language Policy Unit in 

Strasbourg is the executive body which places a lot of emphasis on language policy de-

velopment and program implementation (Council of Europe 2012: 1).  

Another institution related to the Council of Europe is the European Centre for 

Modern Languages (ECML) in Graz which helps educational practitioners in member 

states with both theoretical and practical aspects of language education policies includ-

ing foreign language teaching (ECML 2013: 1). The Strategic Objectives of the ECML 

include: “focusing on the practice of the learning and teaching of languages, promoting 

dialogue and exchange among those active in the field, training multipliers, and sup-

porting program-related networks and research projects (ECML 2015: 1).  

Other important institutions that deal with language education policy are the 

European Parliament with the Committee on Culture and Education, the Council of the 

European Union and the Committee of the Regions with the Commission for Education, 

Youth, Culture and Research (European Union 2013: 1). The European Parliament can 
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accept, reject or recommend amendments to a legislative initiative, including language 

policy issues (European Parliament 2015a: 1).  The Committee on Culture and Educa-

tion is responsible for all the cultural aspects of the activities of the EU including lin-

guistic diversity lifelong learning and the Erasmus+ program for education, training, 

youth and sport (European Parliament 2015: 1). The Committee of the Regions is a con-

sulting agency for the European Commission, the Council of the EU and the European 

Parliament with regards to drawing up legislation issues including education (European 

Union 2015:1) and its Commission for Education, Youth, Culture and Research pro-

vides a forum for representatives from local and regional authorities to cooperate with 

EU institutions and exchange examples of good practice in the determined fields (Euro-

pean Union 2015b: 1).  

1.3.  Language policy in Poland 

The overall language policy in Poland follows the laws and recommendations of the 

European Union and the Polish Constitution. In general, according to Article 27 of the 

Polish Constitution, the official language is Polish. However, the rights of language 

minorities are fully respected (The Constitution of the Republic of Poland 1997: 7). To 

be more specific, according to Article 9 of the October 7 1999 Bill, the Polish language 

is the language of instruction in all types of public and independent schools; however, it 

is possible to use other languages if it is required by international laws, decrees and 

agreements (Candelier 2004: 100; Chancellery of the Sejm 1999: 1). The general lan-

guage policy in Poland has a profound impact on foreign languages education policy in 

the country. Accordingly, this policy is implemented by the Ministry of National Educa-

tion and the main goal of foreign languages education policy is to enable the young 

generation to participate in cultural and scientific achievements of the European Union, 

and share valuable elements of Polish research, culture and history (Ministry of Na-

tional Education and Science 2005-2006: 9). In sum, the official agencies in Poland  

which are responsible for general language policy and foreign languages education pol-

icy must respect both national and EU requirements and expectations. Now that the 

general aspects of Polish language policy have been briefly introduced, it is time to pre-
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sent the details of the organisation and structure of foreign language education in Po-

land. 

1.3.1. The organisation and structure of foreign language teaching in Poland 

The official agency responsible for the organisation and structure of foreign language 

teaching in Poland is the Ministry of National Education which publishes the national 

curriculum containing all the required details (Council of Ministers 2006:1). The latest 

national curriculum, which was issued in 2009, places great emphasis on developing 

communicative skills at all levels of foreign language education (Ministry of National 

Education 2009: 10). The specific goal of foreign language education is defined as 

achieving written and oral language proficiency, and to accomplish this goal all key 

stages of primary and secondary education had to be adjusted (Ministry of National 

Education 2009: 14). Although language accuracy is considered to be significant, it 

does not override other important elements (Ministry of National Education 2009: 61). 

The latest national curriculum highlights the importance of key competences regarding 

lifelong language learning, such as learning skills, information and technology compe-

tences, social skills and cultural awareness (Ministry of National Education 2009: 62). 

To take account of these developments, the Polish version of the CEFR document was 

adapted to adjust the requirements to the Polish settings (Ministry of National Education 

2009: 62). 

In Poland, the first foreign language is introduced at the very beginning of pri-

mary school and students continue to learn this language throughout the period of lower 

secondary education stage. Following the EU recommendations, at a lower secondary 

level of education, a second foreign language should be introduced, English is recom-

mended as one of them (Ministry of National Education 2009: 10-11). Furthermore, at 

the upper secondary level, students can just continue to learn the two previously chosen 

foreign languages or carry on learning one of them and start another from scratch. Im-

portantly, there are some official recommendations that students should have the widest 

possible choice of foreign languages and that they should participate in a language 

group with students of similar levels of foreign language ability (Ministry of National 

Education 2009: 10-11). It is also recommended that, language education from the 
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lower secondary school level onwards ought to be conducted on the basic and extended 

levels, and, at the end of lower secondary school education, the expected level, accord-

ing to the Common European Framework recommendations, should be A2 or A+ (Parr-

Modrzejewska 2012: 3).  

The key aim of such a structure of foreign language teaching to provide continu-

ity of language education throughout the whole educational cycle (Parr-Modrzejewska 

2012: 3). For the upper secondary basic school level, the desired level of proficiency is 

B1 and for the extended level learners are expected to achieve B2 (Ministry of National 

Education 2009: 60). In summary, all of the steps taken within the whole educational 

process in foreign language teaching should enable students to acquire an adequate 

range of vocabulary as well as confidence in the language (Parr-Modrzejewska 2012: 

4). Language learners ought to be able to comprehend and process oral and written texts 

as well as produce adequate oral and written messages on their own (Parr-Modrzewska 

2012: 4).  

It is interesting to reflect on how foreign language teaching at the upper secon-

dary level in Poland compares with the main European Union standards and recommen-

dations. Although the main principles and guidelines of the European Union are fol-

lowed in Polish upper secondary foreign language teaching, there are some 

shortcomings related to finance, staff and the number of teaching hours, which ad-

versely affects the full achievement of the goals set by the Polish Ministry of Education 

(Fituch 2007: 156-158). On average, Polish upper secondary students are taught two 

foreign languages, most often English, followed by German, French, Russian and fi-

nally Italian and Spanish (Fituch 2007: 156-158).  

Adherence to the European Union recommendations and solutions in Poland, the 

organisation of language education varies from region to region; local authority’s deci-

sions and in-school initiatives may have an impact on the number of teaching hours, 

foreign exchanges, module teaching and miscellaneous organisational solutions (Fituch 

2007: 160-163). As for the national language curriculum, there are some similarities and 

differences with other European countries. The Polish Ministry of National  Education 

is responsible for the basic national curriculum together with foreign language teaching 

standards which constitute a point of reference for institutional or individual syllabus 

content that are then implemented in the teaching process. The main differences be-

tween Poland and other European countries lie in the types of institutions that are re-
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sponsible for creating and monitoring curricular decisions, the composition of social 

groups that participate in creating the curriculum as well as the development of the final 

implementation through a pilot stage (Fituch 2007: 165).  

In common with many European countries, there is no obligatory set of rules on 

teaching methods or how instruction should be conducted; however there are some rec-

ommendations and suggestions, related, for example, to the need for reliance on the 

communicative approach (Fituch 2007: 170). In the majority of introductory comments 

of officially issued curricula and/or syllabi, there are brief recommendations on the pre-

ferred teaching methods and techniques. For example, while introducing vocabulary 

related to a specific topic, it is recommended to present it in the widest possible mean-

ingful context. In addition, when teaching simple grammatical structures, the inductive 

approach is often suggested, but with more difficult grammar a more deductive ap-

proach is often recommended (Fituch 2007: 170-171). Finally, there are restrictions on 

the choice of foreign language coursebooks. In common with other European countries, 

in Poland the educational and legal validity of foreign language coursebooks is assessed 

by independent experts who are chosen on the basis of the recommendation of universi-

ties, science and research institutes or the Polish Academy of Sciences. If a particular 

textbook is thus approved, it is officially accepted for school use by the Ministry of Na-

tional Education and has an appropriate endorsement (Fituch 2007: 172).  

The outcomes of students in foreign language learning are determined by exami-

nations and the organization of these examinations is decided. The chief institution re-

sponsible for all major aspects of coordinating and conducting these examinations is the 

Central Examination Board which is supervised by the Ministry of National Education 

(The Central Examination Board 2012: 1). This body is responsible, inter alia, for pre-

paring foreign language final examination sheets (Central Examination Board 2012: 1). 

The Central Examination Board, together with other agencies, draws up exam specifica-

tions, analyses and evaluates exam results, coordinates activities of eight District Ex-

amination Boards, creates and publishes resource materials for teachers, and initiates 

and supports innovations regarding forms of assessment (Central Examination Board 

2012: 1). In addition to this, eight District Examination Boards organise and manage 

final external foreign languages examinations within the boundaries of a specific district 

(District Examination Board 2012: 1).  
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There exists one national pattern of foreign languages final examinations at the 

upper secondary level. The overall mastery of foreign languages is tested at the basic 

and extended levels, and, critically, it is obligatory for all the students to take the basic 

examination level as a minimum. The mandatory stage is composed of a written com-

ponent as well as an oral exam. If students choose a modern foreign language as an ad-

ditional subject , the examination is only at the extended level. The oral and written 

parts are assessed separately and students may choose whether to take an oral exam or 

not (The Central Examination Board 2013d: 7-8).  

The compulsory written part of the examination at the basic level lasts 120 min-

utes. This examination sheet includes listening, reading, the use of English vocabulary 

and grammar structures as well as a writing task where writing relies on creating a text, 

such as an e-mail, an informal letter or a blog entry. This part of the exam is assessed by 

an external body (The Central Examination Board 2013: 16-18). The oral part of the 

final foreign languages examination can also be chosen as a compulsory or additional 

subject but there is no distinction in terms of level and it is assessed by a panel of sub-

ject examiners at the home school (The Central Examination Board 2013d:7-83). The 

oral exam includes 4 tasks, three of which are formally assessed, namely acting out a 

conversation with the examiner, describing and discussing a picture, and finally a short 

presentation and discussion based on stimuli material. There is also a warm-up conver-

sation with the examiner which is not formally assessed. The overall timing of the oral 

exam is about 15 minutes (The Central Examination Board 2013: 11-13).  

The written extended final examination lasts 150 minutes, and consists of tasks 

focusing on listening, reading, recognising grammar structures and lexis, the use of 

grammar-lexical structures, and writing, where a student has to choose one out of the 

two options which could be writing a composition, an article or a formal letter. The pa-

pers are assessed by external examiners outside the school (The Central Examination 

Board 2013: 18-19). The legal basis for the final examinations timetable is provided in 

the Journal of Laws where article 61.1 states that the final examinations including for-

eign languages are scheduled only once a year from May to September (Journal of Laws 

2007: 5060). 
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1.3.2. Reforms and current trends 

Since 1990 five major reforms have been introduced which have affected foreign lan-

guage education in Poland. Komorowska (2004b: 34) mentions the 1990 educational 

reform that abolished Russian as a mandatory foreign language and introduced the free-

dom of choice between two foreign languages. Another 1990 reform concerned teacher 

training and led to the creation of teachers’ language colleges of university and non-

university types, whereas between the 1992-1996 the higher education reform estab-

lished Bachelor’s studies in philology in state schools of higher professional education 

and universities (Komorowska 2004b: 34-35). The fourth major reform, undertaken in 

1999, lowered the age of starting foreign language education to the fourth grade in pri-

mary school and it changed the assessment and examination systems in Poland (Ko-

morowska 2004b: 35). The latest 2009 educational reform lowered the age of starting 

foreign language education to the first grade in primary school, changed the foreign 

languages national curriculum and the requirements and criteria of recommended for-

eign language coursebooks (Ministry of National Education 2009: 8). Finally, some 

changes were implemented in the written part of the foreign languages final examina-

tions structure starting from 2015. They involved altering the way of calculating sum-

mary results of particular skills, introducing tasks checking grammar-lexical knowledge 

at the basic level and modifications in the range of writing tasks at both levels (The 

Central Examination Board 2013: 16-18). The latest project of the new educational re-

form was presented by the Minister of National Education on 16 September 2016. It is 

planned to establish the eight-year primary school and, among other types of secondary 

schools, the four-year general upper secondary school system (Ministry of National 

Education 2016: 1). 

1.4. Language policy in England 

Discussing the language policy in England is fully warranted if we wish to set a back-

ground against which further comparison of certain elements of foreign language teach-

ing between Polish and English upper secondary schools can be attempted. Although 

the overwhelming majority of the population in England speaks English, there are no 
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languages recognised as official on a statutory basis, since it has not been considered as 

necessary (U.S. English Foundation Research 2013: 1). Legal provisions have only been 

made to support and maintain some minority or regional languages (U.S. English Foun-

dation Research 2013: 1). In the following sections, an attempt is made to present the 

organisation and structure of foreign language teaching in England including reforms 

and current trends in foreign language education. 

1.4.1. The organisation and structure of foreign language teaching in England 

The official body responsible for education to age 18 is the Department for Education. 

There are five key stages in the British educational system and different regulations for 

teaching modern foreign languages are applied at each stage. The first stage is called the 

Early Years Foundation Stage, the main aim of which is to provide children from birth 

to 5 years of age with activities to facilitate their overall development. There are seven 

areas of main focus at this stage but modern foreign languages are not included (Gov-

ernmental Digital Service 2012: 1).  

This is followed by primary education which consists of two key stages. Key 

Stage 1 relates to children between the ages of five and seven whereas Key Stage 2 con-

cerns children between seven and eleven years of age. Interestingly, at this level, teach-

ing foreign languages is compulsory at Key Stage 2 but where primary schools decide to 

teach foreign languages at Key Stage 1
1
 there are some non-statutory guidelines that 

they may follow (Department for Education and Employment 1999: 142). It is empha-

sised that introducing a foreign language at such an early age can be beneficial from a 

linguistic, cultural and social point of view but schools should consider carefully the 

aims and objectives for foreign language teaching, the possible choice and the starting 

age of the students, access to properly trained teachers, the provision of sufficient teach-

ing hours and continuity and progression once the language education is started (De-

partment for Education and Employment 1999: 142). The principal goal of such early 

learning should be “understanding and using the foreign language” and the teaching of 

foreign languages should be linked to other subjects (Department for Education and 

                                                 
1
 For Key Stage 2, the label foreign language is used whereas for Key Stage 3, the label modern foreign 

languages is empoyed (Department for Education 2013: 1).  
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Employment 1999: 43). Four levels of proficiency are described for each language skill 

that would help to evaluate children’s progress, including listening and responding, 

speaking, reading and responding and writing (Department for Education and Employ-

ment 1999: 144-146).  

For Key Stage 2, however, some statutory guidelines apply. These include (De-

partment for Education 2013: 1):  

Learning a foreign language is a liberation from insularity and provides an opening to 

other culture. A high-quality languages education should foster pupils’ curiosity and 

deepen their understanding of the world. The teaching should enable pupils to express 

their ideas and thoughts in another language and to understand and respond to its speak-

ers, both in speech and in writing. It should also provide opportunities for them to 

communicate for practical purposes, learn new ways of thinking and read great litera-

ture in the original language. Language teaching should provide the foundation for 

learning further languages, equipping pupils to study and work in other countries.  

The detailed aims of teaching foreign languages include helping pupils with understand-

ing and responding to spoken and written language from authentic contexts as well as 

developing speaking and writing skills. Special emphasis is put on boosting pupils’ 

speaking confidence, fluency and spontaneity together with improving accuracy of their 

pronunciation and intonation. As far as writing skills are concerned, the aim is to make 

students “write at varying length, for different purposes and audiences, using the variety 

of grammatical structures that they have learnt” (Department for Education 2013: 1).  

Key Stage 3 covers lower secondary education between the ages of eleven and 

fourteen. At this stage learning modern foreign languages is obligatory in England (De-

partment for Education and Employment 2004: 108). The main teaching goals, related 

to “acquiring knowledge and understanding of the target language”, include providing 

“the principles and interrelationship of sounds and writing in the target language“, 

grammar rules and their application and the ways of expressing thoughts in the target 

language with the help of a range of lexis and structures (Department of Education and 

Employment 2004: 108). Furthermore, language-learning skills as well as cultural 

awareness must be developed in the language learning process (Department for Educa-

tion and Employment 2004: 108-109). Finally, at this level, schools have to provide 

instruction in one or more of the official languages of the European Union but non-

European Union languages are also allowed (Department for Education and Employ-

ment 2004: 109).  
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The final stage of lower secondary education is Key Stage 4, which concerns 

students between fourteen and sixteen years of age. Compulsory subjects are English, 

mathematics, science, information and communication technology (ICT), physical edu-

cation and citizenship. Although modern foreign languages must be offered at every 

school, they have not been compulsory subjects on this level since 2004; but rather they 

are regarded as an entitlement area (Department for Education and Employment 2004: 

202-203); every school must offer students at Key Stage 4 the opportunity to study a 

modern foreign language. At the end of Key Stage 4, students are required to take the 

General Certificate of Secondary Education examinations in every chosen subject in-

cluding one or more foreign languages (Department for Education and Employment 

2004: 202-203). Interestingly, an incentive for schools at Key Stage 4 to promote learn-

ing foreign languages was the introduction of the English Baccalaureate (EBacc) in 

2010, which has become an important school performance measure (Department for 

Education 2016: 1). This measure of the schools’ overall performance reveals how 

many students have a grade C or above, commonly known “a good pass”, in each of the 

five core subjects defined as English, maths, sciences history or geography and a mod-

ern language (Department for Education 2016: 1). As a result of this development, some 

schools require pupils to take a GCSE in a language, even though it is not an official 

government requirement in order to achieve a higher score in the EBacc performance 

tables.  

Until 2013 education in England after Key Stage 4 was not compulsory. How-

ever, legislation was passed to extend the participation age to 17 in 2013 and to 18 in 

2015; this is often referred to as raising the participation age (Department for Education 

2012: 1). As a result, students can undertake a full-time apprenticeship, part-time educa-

tion whilst being employed for up to 20 hours a week or continue their full-time educa-

tion in a variety of upper secondary schools including sixth form colleges and further 

education colleges; this level of education is now formally called Key Stage 5 (Depart-

ment for Education 2012: 1) and responsibility for it rests with the Department for Edu-

cation (European Commission 2012c: 1). All the subjects in sixth form colleges are 

electives and students are generally required to choose a minimum number of three or 

four examination subjects with modern foreign languages usually being on offer. After 

one or two years of education, students can take exams such as Advanced Subsidiary 

and then A2 that together comprise A Level. Moreover, some lower types of examina-
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tions are also available, for instance, GCSE (The Sixth Form College Farnborough 

2012: 9-14). There is no national curriculum for post compulsory education, and teach-

ing methods and teaching aids are chosen by teachers after consultation with the princi-

pal and other senior teachers; in the case of teaching foreign languages, the head of the 

modern languages department in a particular school will play an influential role in these 

decisions. In addition, it is the individual teacher’s responsibility to prepare lesson plans 

and make sure that they provide sufficient opportunities for students with a variety of 

needs and learning styles. There is no obligation to use specific coursebooks; however, 

the ones recommended by particular examination boards are most often chosen (Euro-

pean Commission 2012b: 1). 

There are three main examination boards which conduct final foreign languages 

upper secondary examinations in England, with both in written and oral assessments. 

All the boards set their syllabus and assessment structure in accordance with approved 

criteria determined by The Office of Qualifications and Examinations Regulation 

(Ofqual), a government agency which oversees assessment (Ofqual 2012: 1). As has 

been stated above, modern foreign languages, like all the other upper secondary sub-

jects, are optional, with the result that only upper secondary students take them as Ad-

vanced Subsidiary, AS, which is an intermediate advanced level and A2, which is the 

extended level. The two exams taken give the full qualification which is called the Ad-

vanced Level (A Level) and the name of the final certificate is General Certificate in 

Education, GCE. In other words, a student can take an AS only or AS and A2 to have a 

full qualification called A Level or GCE (Education Advisers 2009: 1). 

Because the examination boards must comply with the requirements set by 

Ofqual, the structures of the AS and A2 final examinations in modern foreign languages 

are very similar. Assessment and Qualification Alliance, AQA, is an examination board 

which emerged from the northern universities in the UK; it is an education charity and a 

“not-for-profit” organisation, any surpluses being invested in the mission of the board. 

Its mission statement declares that it aims to “bring out the best in students and teachers 

by providing services that lead to inspiring lessons and great learning” (Assessment and 

Qualification Alliance 2012: 1). To be more specific, the board’s responsibility is to 

provide GCSE and GCE examinations including modern foreign languages, issuing 

progress tests and final examinations as well as training teachers and supporting them 

professionally (Assessment and Qualification Alliance 2012: 1). For the final form of 
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AS examinations in modern languages, four main topics are obligatory with some sub-

topics. The written part of the exam lasts two hours and covers listening, reading and 

writing, where a student answers one question out of three introduced, and he or she has 

to produce a piece of minimum 200 words (AQA 2007: 8). The oral part lasts thirty five 

minutes and consists of two components, such as “discussion of a stimulus card” and a 

conversation (AQA 2007: 10). As far as the A2 level is concerned, two out of five cul-

tural topics are compulsory together with three more general issues. The written part, 

which lasts two and a half hours, covers listening, reading and writing, where one piece 

of writing with a minimum of 250 words must be provided (AQA 2007: 12). The oral 

part, which takes thirty five minutes, includes a “discussion over a stimulus card” and a 

conversation (AQA 2007: 14). The specification provided by this examination board is 

in accordance with 1988 Resolution of the Council of the European Community and 

facts regarding the target culture (AQA 2007: 28). 

Edexcel which is a Pearson company claims to be the biggest awarding exami-

nation board. This agency offers “academic and vocational qualifications and testing to 

schools, colleges, employers and other places of learning in the UK and internationally” 

(Edexcel 2012: 1). The AS level comprises written and oral exams which are assessed 

externally. The written part consists of listening, reading and writing and lasts two and a 

half hours. The writing task relies on producing a letter, report or article of about 200-

220 words (Edexcel 2010: 5). As for the oral part of the AS examination, it covers one 

of the four obligatory topics and it lasts from eight to ten minutes. There are two tasks 

and in the first of them a student has to respond to four questions included in the exami-

nation set while in the second question he or she must discuss an issue with the exam-

iner and all the procedures are recorded and sent to the Edexcel centre (Edexcel 2010: 

4). There are two components of A2 examinations, including written and oral exams, 

assessed externally. Listening, reading and writing tasks are included in the written sec-

tion which lasts two and a half hours. For the writing part, a “research-based essay in 

the target language is required with the word amount between 240-270” (Edexcel 2010: 

7). The oral part, which lasts from eleven up to thirteen minutes, involves presenting the 

chosen issue including expressing and justifying the opinion, following which a sponta-

neous discussion is conducted. The whole procedure is recorded and sent to the Edexcel 

centre for official assessment (Edexcel 2007: 6). 
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Oxford, Cambridge and RSA Examinations, OCR is the third English examina-

tion board. It is also a not-for-profit organisation and is wholly owned by the University 

of Cambridge; its main task is to provide academic and professional qualifications 

(OCR 2012: 1). There are slight differences in the structure of the exams, in the written 

part in particular, between OCR and AQA and Edexcel specifications. First, the written 

part of the AS, which lasts two and a half hours, consists of listening and writing as well 

as reading and writing activities, and there is no separate writing section for this stage 

(OCR 2008: 11). Consequently, there are two tasks in the AS oral section in which a 

student has to act out a role-play conversation with the examiner and discuss a specific 

topic, and the whole procedure lasts fifteen minutes (OCR 2008: 11). Finally, there are 

three sections in the written part of the A2 examination which are listening and writing, 

reading and writing, and writing an essay, while in the oral A2 part students have to 

discuss a given article and talk about one or two sub-topics related to the article area 

(OCR 2008: 12). The general timetable for both AS and A2 final examinations, includ-

ing modern foreign languages, is determined by the Joint Council for Qualifications, 

which is an organisation which deals with exams administration, and states that the final 

examinations are scheduled twice a year in January and June (Joint Council for Qualifi-

cations 2013: 1).  

Table 1. Assessment objectives for AS and A level defined by Ofqual (Ofqual 2011:5). 

Assessment 

objectives 

  Weighting  

  AS level A2 level A level 

AO1 Understand and respond , in speech and 

writing to spoken language 

35-40%  25-30% 30-35% 

AO2 Understand and respond, in speech and 

writing to written language 

35-40%  45-50% 40-45% 

AO3 Show knowledge of and apply accu-

rately the grammar and syntax pre-

scribed in the specification 

25%  25% 25% 

 

Although the structure of the final examinations in modern foreign languages 

differs slightly from one examination board to next, there are three main assessment 

objectives that must be obligatorily followed by all the three boards (see Table 1) . To 

start with, the first two assessment objectives state that students must be able to under-

stand and respond in speech and writing to spoken and written language while the third 
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objective requires from students to “show knowledge of and apply accurately the 

grammar and syntax prescribed in the specification” (Ofqual 2011: 5). 

1.4.2. Reforms and current trends 

Since 2000, there have been some education reforms and government interventions that 

have affected the teaching of modern foreign languages and there are also issues under 

discussion that may result in further changes in the official educational language policy 

in England. A document which triggered many changes in the English foreign language 

teaching system was issued in 2002 and outlined the objectives and necessary steps 

which should be taken within the following ten years to improve the quality of foreign 

language teaching in England (Department for Education and Skills 2002: 4). Three 

chief goals to be achieved within a decade were set in this document. These are as fol-

lows (Department for Education and Skills 2002: 5): 

 to improve teaching and learning of languages, including delivering an entitlement 

to language learning for pupils at Key Stage 2, making the most of e-learning and 

ensuring that the opportunity to learn languages has a key place in the transformed 

secondary school of the future; 

 to introduce a recognition system to complement existing qualification frameworks 

and give individuals credit for their language skills; 

 to increase the number of people studying languages in further and higher education 

and in work-based training by stimulating demands for language learning, develop-

ing Virtual Language Communities and encouraging employers to play their part in 

supporting language learning. 

Another significant document that has influenced the directions of changes in the 

foreign language teaching system in England is Languages Review, which was essen-

tially a guidance document that includes a package of measures intended to motivate 

students to choose foreign languages as school subjects (Department for Education and 

Skills 2007: 4-5). The document, which is aimed at school governors, headteachers, 

local authorities and teachers, assessed the current progress in implementing the guide-

lines and recommendations offered by the European Union but also suggested the ac-

tions that were intended to encourage more key stage 4 and 5 students to engage suc-
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cessfully in the study of modern foreign languages (Department for Education and 

Skills 2007: 4-5).  

There have been ongoing changes to the National Curriculum since 2011 and the 

“core subjects” have been listed with core programs and targets. As a result, modern 

foreign languages have been defined as “foundation subjects” which should have “sig-

nificant but refined and condensed programs of study with minimal or no attainment 

targets” (Department for Education 2011: 25). In the same document, the necessity of 

introducing instruction in compulsory modern foreign languages teaching at the upper 

Key Stage 2 is emphasised and the possibility of extending this to the lower Key Stage 2 

is being considered as well as to Key Stage 4 (European Commission 2012c: 1). The 

Education Secretary Michael Gove consulted on a reform that would require all English 

children to learn a foreign language from the age of seven, in response to his concern at 

the dramatic decline of taking-up foreign languages by Key Stage 4 and Key Stage 5 

students in England. Such a significant decrease in the number of students taking up 

modern foreign languages is said to be a direct result of the government education re-

form of 2004 when modern foreign languages were removed as obligatory subjects to 

be taken as part of GCSE (Richardson 2011: 1) and renamed as entitlement subjects. 

The national consultation concerning Gove’s reforms lasted between 6 July 2012 and 28 

September 2012, and revealed overall acceptance of this idea. The new reforms were 

officially implemented in September 2014 as predicted by Vasagar (2012: 1). On the 

basis of the outcomes of the consultations, a new proposal emerged for primary schools 

according to which language instruction should focus on one or two out of the follow-

ing: French, German, Italian, Mandarin, Spanish or a classical language for students at 

Key Stage 2 (Department for Education 2012: 1). 

1.5. Similarities and differences of the organisation and structure of foreign 

language teaching in Poland and England 

For the sake of clarity, pointing out the similarities and differences concerning the or-

ganisation and structure of foreign language teaching in Poland and England seems to 

be of significant importance as this will serve as a point of reference for making further 

comparisons in this field between both countries.  
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The most significant similarity is the fact that both Polish and English education 

systems follow the recommendations and guidelines of the EU concerning foreign lan-

guage teaching, which have been listed in the 1.3 section of this chapter. This reflection 

of the EU standards is particularly evident in the content of the national curriculum in 

each country and is frequently addressed by the agencies responsible for drawing up 

foreign languages specifications. However, English education authorities appear to be 

more experienced in dealing with the EU foreign language teaching standards since this 

country joined the European Union in 1973, 31 years earlier than Poland accession in 

2004. Secondly, both countries have quite a similar structure of final examinations and 

both have a basic and extended level of final examinations. In addition, there are super-

vising agencies in both countries which strive to guarantee that the legal regulations 

adhere to the national laws; there are also ongoing reforms in both states which are in-

tended to improve the quality of foreign language education. 

One of the most critical differences concerns the age of completion of compul-

sory education, which is now 18 in Poland and different in England. Following the 

changes introduced by the Education and Skills Act 2008, from 2015 English students 

must either continue formal education until they are 18 or apply for an apprenticeship or 

traineeship (Government Digital Service 2015: 1); in neither case is there a requirement 

to study a foreign language. This distinction is crucial since all Polish students are 

taught foreign languages for a longer period of time than in England.  

Teaching and learning foreign languages is obligatory in Poland throughout all 

the stages of compulsory education whereas in England it is obligatory only between the 

ages of 7 and 11, the new Key Stage 2 requirement,  and 11 and 14 which is reflective of 

the provisions of key stage 3. Obviously this particular difference must have a huge im-

pact on the effectiveness of foreign language teaching in both countries. It seems certain 

that because of the continuity of 12 consecutive years of being taught foreign languages, 

Polish students obtain great chances of mastering at least two foreign languages 

whereas in England opportunities for foreign language mastery are more limited. In 

addition to this, a foreign language is obligatory as a final exam subject in Poland at 

every level of education whereas in England it is always an individual choice of a stu-

dent. Needless to say, this may have serious implications for students’ both extrinsic 

and intrinsic motivation and their willingness to invest effort in learning foreign lan-

guages.  
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Another difference is related to the way in which different parts of the final ex-

aminations in foreign languages are assessed. In the first place, the oral and written 

parts of such an exam are assessed jointly through a single grade in England and sepa-

rately in Poland. Moreover, the fact should be emphasized that there is a national cur-

riculum for teaching foreign languages in Poland throughout the whole cycle of formal 

school education while in England the national curriculum is obligatory only at certain 

key stages. This indicates that foreign language teaching tends to be more centralised in 

Poland.  

Conclusion 

The principal aim of this introductory chapter has been to provide a backdrop for further 

discussion, research findings and pedagogical recommendations that will be explored 

and provided in the subsequent chapters. In particular, the significance of the guidelines 

and recommendations advanced by the European Union in determining final national 

and schools’ language policy has been demonstrated. In addition, the sometimes confus-

ing terminology concerning general and detailed aspects of language policy issues has 

been explored and explained, followed by a brief presentation of current trends in Euro-

pean foreign language teaching. Subsequently, the general principles and ideas of Euro-

pean Union language policy have been presented together with the description of some 

documents, institutions and facilitators regarding foreign language teaching. Finally, 

language policy issues in Poland and England have been considered and the organisa-

tion and structure of foreign language education in both countries have been compared 

and contrasted. 

 The overwhelming conclusion is that, despite all the efforts and reforms, foreign 

languages teaching policy in England appears to be inadequate. Because modern foreign 

languages are compulsory only at Key Stages 2 and 3, students may be deprived of a 

chance to develop superior mastery in this area. This suggests that British workers may 

be less able to compete successfully in the international market with other EU citizens 

whose countries may have more effective foreign languages policies. However, English 

is the most widely studied second language in the non-UK countries in the European 
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Community, and some might argue that the necessity for foreign language learning 

among native English-speakers is less important 

 The overview presented in this chapter suggests that a description of a foreign 

language educational system in any of the European Union countries should take ac-

count of the EU general and more detailed language policy principles and recommenda-

tions. If a language policy is undertaken, it is important to establish the exact meaning 

of specific concepts, which may differ between countries. It is also of significant impor-

tance to understand the context of schools and colleges within the framework of their 

country or region; and to understand the language policy issues in the light of national 

directives. An analysis of a language program should thus focus on teaching and learn-

ing processes as well as the ways in which students’ outcomes are measured.   
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Chapter 2: Program evaluation 

Introduction 

There is a broad consensus that evaluation in education is of considerable value for the 

overall development of this sector. It seems to be logical that in order to check the effec-

tiveness of  the language policies advanced by the European Union, initiatives embody-

ing program evaluation should be conducted. Consequently, as mentioned at the very 

end of the previous chapter, program evaluation is frequently viewed as an integral ele-

ment of many European Union educational programs. Additionally, performing regular 

program evaluation in foreign language education is of vital importance in monitoring 

the current role of the programs within the existing European Union language policy 

frameworks and setting directions for future developments related to overall foreign 

language policy issues.   

The aim of the present chapter is to discuss aspects of program evaluation that 

could contribute to better understanding and improving such evaluation in the teaching 

and learning of modern foreign languages in Polish and English upper secondary 

schools, which is the subject of this dissertation. In the first place, the general concept 

of evaluation will be defined with a subsequent focus on language program evaluation. 

Next, some key terms such as evaluand, evaluators, stakeholders and metaevaluation 

will be defined. Attention will then be shifted to aims, principles, standards and criteria 

of program evaluation together with such important concepts as measurement, descrip-

tion, judgement and responsive constructivist evaluation (Ciężka 2012: 70). This will be 

followed by the presentation of the models and types of language program evaluation, 

their main characteristic features and description of organisations that officially deal 
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with issues involved in evaluation in European Union countries, including Poland and 

England. The chapter will close with listing and elucidating the stages in designing and 

performing program evaluation.  

2.1. Defining language program evaluation 

There are many definitions regarding language program evaluation, but before discuss-

ing them, in order to be able to understand better the subtle meaning of this term, it 

seems reasonable to present the most general definitions of the term evaluation. At the 

very outset, some space will be devoted to a brief presentation of the dictionary defini-

tions of this concept. In the first place, evaluation is defined as “assessment, defining 

value” (Tokarski 1980: 205), “establishing value and price of something; judging, as-

sessing” (Szymczak 1978: 562), thinking “carefully about something before making a 

judgement about its value, importance, or quality” (Macmillan English dictionary for 

advanced learners 2002: 471), calculating or judging the value of something (Longman 

dictionary of English language and culture 1992: 438), “determining the merit, worth or 

significance of things; a report of such determination” (Mathison 2005: 235), and, form-

ing “an opinion of the amount, value or quality of sth after thinking about it carefully” 

(Wehmeier 2000: 428). In addition, the Latin definition of evaleo/evalere means “be 

able to” (Brzezińska 2000: 94). Although there are slight differences between these 

general definitions, all of them lead to the conclusion that evaluation is a complex proc-

ess that requires thorough examination of the situation before making final judgements 

as to the usefulness and/or value of the subject of interest, and this is how the most gen-

eral meaning of the term evaluation will be understood and used in the present work. 

Scholars have understood the term evaluation  as a process that is aimed at as-

sessing the value of various enterprises (Hogan 2003: 421; Sechrest and Figueredo 

1993: 650; Ciężka 2005: 3; Owen 2007: 9). In a broader sense, evaluation is defined as 

a systematic endeavour to collect sufficient information so as to draw valid conclusions 

and make judgements or decisions regarding the subject under investigation. The proc-

ess itself must rely on such procedures that will enable the decision-makers to find out 

about the efficiency of a venture and/or implement changes to improve its quality 

(Brzezinska 2000: 94; European Funds Portal 2014: 1; Komorowska 1999: 86-88; 
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Lynch 1996: 2; Nedkova  2004: 206; Oleszak 2010: 153). Evaluation is also defined in 

European Union documents as aiming at improving “the quality, effectiveness and con-

sistency” of EU programs and ongoing legislation (Council of the European Union 

2006: 26) but the definitions are mostly applied to the use of EU funds. In the present 

dissertation, the term evaluation will cover the broader meaning of this concept. 

Language program evaluation may concern a variety of actions that are under-

taken in foreign language education, such as the evaluation of a foreign language cur-

riculum, teaching materials evaluation, course evaluation, language teachers’ evaluation 

or syllabus evaluation. Thus, the definitions provided below will relate to any of the 

educational activities of this kind. In its basic meaning, language program evaluation is 

the process of collecting, processing, analysing and interpreting the data in order to 

make judgements about the value of a concrete program (Brown 1995: 24; Chelimsky 

1997: 246; Cohen and Manion 1995: 275-277; Hedge 2000: 351; Kelly 2011: 160; Miz-

erek 2010b: 21; Murphy 1985: 4; Nevo 1997: 62; Norris 2006: 579; Patel 2010: 15; 

Richards 2012: 4; Zohrabi 2012: 62). To extend this brief definition, language program 

evaluation ought to be focused on investigating the overall productivity of the program, 

and on no account should it be limited to assessing learners’ achievements (Zohrabi 

2012: 63). Likewise, after making judgements about the value of a program, some 

changes or alterations might be recommended to stakeholders so that its objectives can 

be attained in more efficient ways (Kiely 1999: 99; Nunan 1999: 185; Rea-Dickins and 

Germanine 1992: 3). Closely related to such characteristics is the concentration on pos-

sibilities of improving the value of the program which may include deciding whether 

the investigated program should be continued or terminated, enhancement of the pro-

gram by modifying its structure, adding or removing certain teaching techniques, redi-

recting the program into a different context, considering the application of different 

programs, as well as approving or disapproving of the program’s philosophy (Ko-

morowska 1995: 46). Olejniczak (2008: 17) emphasises three features of program 

evaluation which distinguish evaluation from other forms of assessment, such as moni-

toring or audit. Firstly, evaluation relies on exploring the program and all the phenom-

ena related to it. Next, program evaluation is aimed at supporting the stakeholders in 

their need for information and should facilitate positive changes and improvements of 

the interventions. Thirdly, evaluation supports learning, interactions and negotiations of 

all program users (Olejniczak 2008: 17).  
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Thus, language program evaluation refers to various aspects of language teach-

ing and it may be defined in various ways. As Kiely and Rea-Dickins (2005: 5) com-

ment:  

It is part of the novice teacher’s checklist to guide the development of initial lesson 

plans and teaching practice, a process of determining learning achievements or student 

satisfaction, and a dimension of the analysis of data in a formal evaluation or research 

study. It refers to judgment about students by teachers and by external assessors; the 

performance of teachers by their students, program managers and institutions; and pro-

grams, departments and institutions by internal assessors, external monitors and inspec-

tors. Evaluation is about the relationship between different program components, the 

procedures and epistemologies developed by the people involved in programs, and the 

processes and outcomes which are used to show the value of a program – accountability 

– and enhance this value – development. 

In the light of the above definitions, the term language program evaluation will be used 

in the present work to cover a variety of educational activities performed by teachers 

and/or educational authorities whose aim is to appraise the value of the program through 

careful, and, preferably, systematic, collection of necessary information and then mak-

ing final judgements and recommendations concerning its utility. Finally, a set of guid-

ance rules can be created which will facilitate making the most of the program.  

 There are four key notions related to language program evaluation which will be 

referred to throughout the whole chapter, namely, evaluand, stakeholders, evaluator and 

metaevaluation. The term evaluand refers to the subject of evaluation whose worth is 

being investigated, which could be program, personnel, policy, materials and/or process 

(Owen 2007:9). For instance, when assessing the overall performance of an organisa-

tion, the evaluand is the educational institution; such assessment may also focus on par-

ticular aspects of a particular institution (Ciężka 2010a: 58), perhaps in order to study a 

problem or make a diagnosis of what prevents a school, the evaluand, from achieving 

certain goals (Ciężka 2010a: 58). When dealing with educational program evaluation, 

the quality of its goals may be evaluated together with the quality of its plan, the extent 

to which it has been implemented and the validity of its results (Nevo 1997: 56-57). In 

addition, the evaluand could be school syllabuses, teaching methods, instructional mate-

rials and even administrative personnel (Nedkova 2004: 208). Finally, the evaluand 

could also refer to classroom-based processes (Kiely and Rea-Dickins 2005: 248), 

which, includes both the content and the achievement of the objectives and learning 

activities (Patel 2010: 11).  
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Stakeholders may be defined as groups of interest for whom the outcomes of a 

program will be important, and they may be the primary and/or secondary users and 

participants of the program (Kiely and Rea-Dickins 2005: 11; Owen 2007: 69, Rodri-

guez-Campos and Rincones-Gomez 2013: 11). Additionally, they may need the out-

comes of the program evaluation to make plans and adequate choices (Weiss 1986: 186-

187). Although stakeholders can be classified in different ways, they typically include 

three main groups, such as teachers, students, principalship, students’ parent and school 

partners; policy and/or decision makers and researchers (Kasprzak 2010: 68; Rossi et al. 

2004: 408). According to another typology, there are four groups of stakeholders: cli-

ents, whom the outcomes will affect; suppliers, who deliver the funds and resources; 

competitors/collaborators, which are mainly other institutions of similar performance; 

and regulators, who are supervising agencies (Aspinwall et al. 1992: 84-85). Guba and 

Lincoln (1989: 40-41) provide another typology of stakeholders, namely; agents, who 

are engaged in producing, using and implementing the subject of evaluation; beneficiar-

ies, who profit from the program evaluation outcomes; and victims, who experience the 

negative effects of the program evaluation.  

Those who evaluate are known as evaluators and the efficiency of evaluators is 

said to contribute highly to the success or failure of program evaluation. In this study, 

the evaluator will be defined as a person or group of people who have been chosen to 

estimate “officially the worth or value or quality of things” (The Free Dictionary 2014: 

1). Scholars have defined the most desired characteristics of a good evaluator as pos-

sessing adequate knowledge about conducting research and research methods (Ciolan 

2010: 77; Drozd and Piotrowska 2010: 85; Nevo 1997: 60). An efficient evaluator 

should also possess the ability to relate program evaluation to the social background 

context, should have good interpersonal skills and personal integrity, ought to have 

sense of objectivism, managerial and organisational skills, as well as reliability (Ciolan 

2010: 77; Drozd and Piotrowska 2010: 85; Nevo 1997: 60). Evaluators can be classified 

into certain types, such as insiders, who are members of the institution being evaluated 

who possess profound knowledge of the inner context and processes and there are out-

siders, who do not belong to the institution and usually conduct program evaluation on 

behalf of the educational authorities (Nedkova 2004: 207; van Lackerveld 2010: 77). 

According to another typology, there are professional evaluators, with formal training, 

and amateur evaluators, either with some on-the-job training or none; within this con-
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text some combinations are possible, such as internal-amateur, external amateur, inter-

nal-professional and external-professional (Nedkova 2004: 207; Nevo 1997: 61). 

When it comes to the term metaevaluation, the definition proposed by Staffle-

beam (2001: 185) is applied for the purpose of the present research, namely, “the proc-

ess of delineating, obtaining, and applying descriptive information and judgemental 

information-about the utility, feasibility, propriety and accuracy of an evaluation and its 

systematic nature, competent conduct, integrity/honesty, respectfulness, and social re-

sponsibility-to guide the evaluation and/or report its strengths and weaknesses.” A fur-

ther discussion on metaevaluation will be provided in one of the subsequent subsec-

tions.  

2.2. Aims, principles, standards and criteria of program evaluation 

The goal of a program evaluation is to find answers to key questions so that necessary 

improvements can be made. Wider benefits, however, can follow such as integrating the 

groups which constitute a particular educational institution or improving performance 

within the groups as a result of useful outcomes that derive from program evaluation. 

Further benefits may include increasing the overall motivation within a group and en-

couraging a disposition to innovations, changing attitudes to a more desirable behav-

iour, including the enhancement of morale among staff who might identify more with 

the institution since they will be more insightful themselves. Another advantage may be 

the encouragement of ongoing professional development as well as self-evaluation. Fi-

nally, the benefits may also include overall organizational improvement of the educa-

tional institution as a consequence of applying evaluation outcomes (Tołwińska-

Królikowska 2010: 63; Mazurkiewicz 2010d: 17; Owen 2007: 127). 

The need to understand the intricacies of program evaluation requires assigning 

its principles to certain historical time periods and scientific approaches. In the first 

place, the beginnings of evaluation activities date back to the times between the nine-

teenth and twentieth centuries when efforts were related to measuring students’ 

achievements solely or measuring psychological phenomena with the use of specially 

designed tests (Ciężka 2012: 70). The initial theoretical background for program evalua-

tion was established by the works of Taylor (1947), Fayol (1952) and Urwick (1953). 
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However, the frameworks they created were initially applied in industry and engineer-

ing in the USA (Kiely and Rea-Dickins 2005: 20). Guba and Lincoln (1989: 22) define 

this period as the first generation of evaluation: measurement. The theory underpinning 

program evaluation, is largely that of Ralph Tyler (1950) (Kiely and Rea-Dickins 2005: 

20). Tyler’s views on program evaluation were influenced by behavioural psychology 

and thus, he recommended  the use of quantitative methods (Watanabe et al. 2009: 7). 

For example, he opted for the use of large-scale quasi-experimental studies, which fo-

cused mainly on learning achievements and theoretical comprehension of the particular 

program rather than on program improvement or teacher development (Watanabe et al. 

2009: 7). As Ciężka (2012: 74) explains, Tyler recommended eight stages for program 

evaluation: 

(1) Creating a list of goals of the evaluated program.  

(2) Selecting the most desirable goals which could bring about positive effects thor-

ough the program. 

(3) Reflection on desirable and expected behaviours of program participants. 

(4) Preparing objective and reliable measuring tools for each goal. 

(5) Checking subjects’ background knowledge before the intervention. 

(6) Analysing the results in order to learn about the strongest and weakest points of 

the program. 

(7) Creating hypotheses regarding the reasons for the program failures.  

(8) Program modification and repeating the whole process.  

The next period of evaluation development was defined as the second generation 

of evaluation: description (Guba and Lincoln 1989: 27). The theoretical frameworks for 

program evaluation were expanded in the 1960s through the works of Hilda Taba 

(1962), who pointed out that evaluation should not implement a strict set of rules and 

procedures in order to check the efficiency of the program. In her view, some addi-

tional, unpredicted and unplanned issues ought to be taken into account emerge in the 

evaluation process (Kiely and Dickins 2005: 21). Interesting proposals related to pro-

gram evaluation were advanced by Robert Stake (1967), who dealt with the issue of 

who should assess school programs and acknowledged that there were many social 

groups which were entitled to this including parents, teachers and taxpayers. He did not 

reject the opinions of highly qualified specialists, though. He stated that the final as-
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sessment ought to be achieved by way of compromise and mutual agreement rather than 

a judgement passed by an individual evaluator (Simons 1997b: 70).  

Guba and Lincoln (1989: 29) consider the year 1967 as the time of emergence of 

the third generation evaluation: judgement, where an evaluator acts as judge and as-

sesses whether the objectives are worthwhile. The theoretical approaches to program 

evaluation evolved even more in the 1970s and the fourth generation of evaluation: 

responsive constructivist evaluation was developed (Ciężka 2012: 77). A set of power-

ful ideas enhancing the effectiveness of program evaluation appeared to be the sugges-

tions of Worthen and Sanders (1973) and Popham (1973), who concentrated on worth in 

the evaluation of a program and made use of human and material resources (Kiely and 

Rea-Dickins 2005: 27). Stufflebeam’s (1971) work, Context, Input, Process, Product 

model (CIPP) concentrated upon the provision of information for decision makers 

through analysis of the strong and weak points of the program. Careful choice of the 

means through which the aims of the program are to be evaluated are needed, and sev-

eral techniques can be employed in order to perform the evaluation. Finally, an assess-

ment of how far the aims of the program are attained must be undertaken before rec-

ommending whether the program itself should be terminated or continued (Mathison 

2005: 60; Zohrabi 2012).  

As frequently pointed out in the literature, since the 1980s interest in qualitative 

approaches to program evaluation has grown rapidly, which resulted in more focus on 

improving ongoing programs (Sechrest and Figueredo 1993: 652). Guthrie’s (1982) 

small-scale ethnographic study is of particular relevance for illustrating the ongoing 

changes in the views on approaches towards program evaluation (Lynch 1996: 22). In 

the same vein, Lee Cronbach’s (1980)  work proposes involving all possible parties in 

the process of program evaluation together with debating and negotiating the outcomes 

(Simons 1997b: 66-70). In the 1990s, the tendency in language program evaluation saw 

a gradual shift from quantitative methods toward qualitative ones; examples of relevant 

studies are Patton’s (1997: 61) utilisation-focused  evaluation, which relied on the prin-

ciple that an evaluation ought to be useful for its stakeholders, who should be involved 

in the majority of phases of the program evaluation, and Lynch’s (1996) pragmatic ap-

proaches, which emphasised expanding the range of program users in the evaluation 

process (Ross 2011: 757). In summary, program evaluation is an evolving process and 

the 1990s trends have continued until the present day.  
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As mentioned in the introductory part of the present chapter, some information 

about the standards of program evaluation will now be provided. In the first place, six-

teen professional associations identified four main principles that should be followed 

while conducting a program evaluation. These include (Joint Committee on Standards 

for Educational Evaluation 2014: 1):  

 utility, which requires that program evaluation outcomes should serve the needs of 

stakeholders; such users must be specifically identified, and the evaluators should 

manifest utmost credibility and professionalism; broad and varied data should be 

collected in order to make judgements; the methodology of the process of program 

evaluation should be chosen carefully; the report that is created afterwards ought to 

be informative as well as understandable; and there should be no delays in providing 

outcomes;  

  feasibility, which depends upon the evaluation being effective and efficient; in or-

der to achieve this goal adequate project management strategies should be employed 

as well as practical procedures and the needs of stakeholders ought to be recognised 

and followed; 

  propriety, which means that the evaluation must be proper, fair, legal, right and 

just; 

 accuracy, which requires collecting relevant and technically correct data; all the 

procedures should be documented in a clear and accurate way; the analysis should 

be deep and thorough; all the information included must be valid and reliable. 

Keeping these important points in mind, the names of the organisations which 

deal with evaluation in the European Union countries, together with Poland and Eng-

land, will be presented below. In the first place, it seems logical that all national pro-

gram evaluations in the EU countries must follow the guidelines and recommendations 

provided by the European Commission, the Council of the European Union and the 

European Parliament (Library of the European Parliament 2013: 1; Stern 2009: 68). 

Although the definitions of evaluation provided by the official EU institutions cover a 

wide variety of EU programs and projects, their core principles are respected and incor-

porated by the EU member countries, and apply also to educational programs. As far as 

Polish official institutions that deal with evaluation are concerned, the Polish Evaluation 

Society is the most responsible body (the Polish Evaluation Society 2012: 1). Its mis-

sion statement covers promoting essential information about the value of evaluation 
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practices, facilitating the cooperation between the evaluation community members and 

upholding the proper standards of evaluation (the Polish Evaluation Society 2012: 1). In 

education in Poland the latest System of Evaluating Education includes principal actions 

aimed to support the Polish educational system in all possible areas with special empha-

sis being placed on the quality of teaching and supporting long-life learning (Nadzór 

Pedagogiczny. System Ewaluacji Oświaty 2014: 1). In England, the most recognised 

national official organisation founded with the aim of dealing with evaluation theory 

and practice is the United Kingdom Evaluation Society (UKES 2012: 1). In education, 

the chief organisation that is entitled to perform and/or supervise evaluation in English 

schools is the Office for Standards in Education, Children’s Services and Skills (Ofsted 

2014: 1).  

Apart from the officially recognised general standards, it should also be noted  

that a set of more specific criteria is usually applied in order to analyse the data gathered 

during program evaluation, and to arrive at final conclusions. Ciężka (2005a: 17; 2010a: 

60) enumerates five most commonly applied examples of evaluation criteria, namely 

effectiveness, which helps to assess the degree to which the goals of program evaluation 

have been accomplished; efficiency, which deals with cost-benefit issues; utility, which 

seeks to determine whether the intervention brought about elimination of problems and 

benefited the stakeholders; relevance, which is related to whether the goals and applied 

methods are suitable to solving specific problems and/or fulfil the needs of clients; and, 

finally, sustainability, which helps to establish if the final results of the program evalua-

tion will be long-lasting. In-depth knowledge and understanding of at least basic aims, 

principles, standards and criteria are indispensable if program evaluation is to be de-

signed and performed successfully. 

2.3. Models and types of language program evaluation 

As was mentioned at the beginning of this chapter, language program evaluation can be 

related to many aspects of language teaching activities, ranging from evaluating a par-

ticular school to assessing foreign language teachers. Hence, the models of program 

evaluation in a general sense will be presented in this section, followed by listing and 

discussing different typologies regarding evaluating different foreign language teaching 
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activities. The present section will not deal with all possible models and types of evalua-

tion but it will mainly concentrate on such models and types that are closely related to 

foreign language program evaluation 

Among the wide range of models of program evaluation, House (1997) has es-

tablished eight models which are most frequently applied: 

 system analysis, which relies on quantitative methods in order to assess whether the 

program is successful or not and if it has achieved its goals  (House 1997a: 102); 

 behavioural objectives/goal bases, where the data from evaluation is compared with 

standards and criteria so as to determine whether the program is efficient or not 

(House 1997a: 102); 

 decision-making, which emphasises the necessity of providing sufficient informa-

tion for stakeholders in order to make strategic decisions about the future of the pro-

gram (Green and South 2006: 14; House 1997a: 102); 

 goal-free evaluation, which is intended to discover unintended outcomes and no 

preset goals of the evaluation are presented to evaluators beforehand (Green and 

South 2006: 14; Perloff et al. 1976: 574; House 1997a: 104); 

 art criticism, which is based on the assumption that assessing a specific program in 

the way that art critics assess a work of art can enable stakeholders to gain overall 

awareness of the program in order to make appropriate decisions (House 1997a: 

107); 

 professional review, which aims at holistic assessment of the program in a certain 

field of profession; the leading standards and criteria are drawn up by professionals 

from the same field, and evaluators are also professionals representing the same 

field of knowledge; at school, for instance, the aim could be to motivate teachers to 

perform regular self-evaluation and then checking the results through inspections 

(House 1997a: 110-111);  

 quasi legal evaluation, which relies on simulating trial procedures and involves 

identifying disputable issues, as well as presenting them to program users in order to 

narrow the number of issues. It also involves preparing arguments, and finally ana-

lysing and questioning the evidence (House 1997a: 111-113);  

 case study/transaction, which is focused on assessing the process of program im-

plementation and how it is perceived by the program users; qualitative methods 

dominate in this model and the presentation of how the program users perceive it is 
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essential to enable stakeholders to make adequate decisions (House 1997a: 114-

115). 

Naturally, the models listed above are related to certain theoretical principles of pro-

gram evaluation presented in the previous section. In addition to this, the decision as to 

which model should be applied in a particular case depends on the nature of the pro-

gram which is to be evaluated and the goals. 

 Having outlined the main models of program evaluation, the most general types 

of program evaluation that can be applied in order to assess the value of different forms 

of foreign language teaching will be presented and discussed. The first set, listed by a 

number of scholars, includes: 

 self-evaluation/intrinsic evaluation/internal evaluation, in which the majority of the 

decisions regarding evaluation are made by the internal bodies of the institution; it is 

usually conducted by one or more individuals from the evaluated institution (Ole-

jniczak 2008: 29; Rodriguez-Campos and Rincones-Gomez 2013: 29; Tołwińska-

Królikowska 2010: 23); 

 additionalneous evaluation/extrinsic evaluation/external evaluation, where the stra-

tegic decisions concerning program evaluation are made by external bodies; it usu-

ally relies on judgements passed by a person or people from outside of the investi-

gated institution (Olejniczak 2008: 29; Mazurkiewicz and Berdzik 2010: 16-18; 

Rodriguez-Campos and Rincones-Gomez 2013: 30; Tołwińska-Królikowska 2010: 

23); 

 process evaluation, where the main focus of attention is placed on the activities that 

go on within the whole program implementation (Tołwińska-Królikowska 2010: 

24); 

 product evaluation, which concentrates on the main outcomes of the evaluated pro-

gram (Tołwińska-Królikowska 2010: 24); 

 ex-ante program evaluation, which relies on collecting and interpreting the data 

before the program is implemented in order to assess whether it is worth dealing 

with (Ciężka 2005: 5; Gârboan 2009: 56; Olejniczak 2008: 28); 

 formative evaluation/proactive evaluation/clarificative evaluation/interim evalua-

tion, which is undertaken while the program is still being implemented; it enables 

the introduction of ongoing changes and/or improvements (Brzezińska 2000: 38; 

Gârboan 2009: 56; Green and South 2006: 15; Hogan 2003: 427; Olejniczak 2008: 



 54 

27; Owen 2007: 191-192; Sechrest and Figueredo 1993: 660; Tołwińska-

Królikowska 2010: 24);   

 summative evaluation/reactive evaluation/impact evaluation/ex-post evaluation, 

which takes place after the process of program implementation has been completed; 

final conclusions are drawn and changes and/or improvements can be made so as to 

create a better program in the future (Brzezińska 2000: 38; Ciężka 2005: 6; Gârboan 

2009: 56; Green and South 2006: 14; Hogan 2003: 428; Olejniczak 2008: 27; Owen 

2007: 237-238; Sechrest and Figueredo 1993: 660; Tołwińska-Królikowska 2010: 

24). 

This most general typology can concern any kind of foreign language program evalua-

tion but it is perhaps most suitable for evaluating a school as an educational institution 

which  offers foreign language instruction.  

 When it comes to curriculum evaluation as a kind of program evaluation in edu-

cation, apart from assessing the value of what is offered in the curriculum, most weight 

is given to the effectiveness of curriculum “delivery” (Kelly 2009: 18). Among the 

many types of program evaluation related to curriculum assessment, formative and 

summative evaluation seem to be most frequently applied (Kelly 2009: 161). Yet other 

examples of this form of program evaluation include:  

 portrayal evaluation, which provides a holistic portrayal of the program (Kelly 

Kelly 2009: 167); 

 illuminative evaluation, which focuses on description and interpretation of the pro-

gram together with the context in which it is placed (Green and South 2006: 14; 

Kelly 2009: 167); 

 responsive evaluation, which concentrates on program users’ requirements, program 

activities and finding answers to varied questions related to the innovations intro-

duced in the program (Hamilton 1976: 39);  

 bureaucratic evaluation, which tends to assess whether the institution fulfils all the 

goals set by adequate national governmental agencies and if the official state’s lan-

guage policy is being followed (Kelly 2009: 171);  

 autocratic evaluation, which is defined as “a conditional service to the governmental 

agencies  which have major control over the allocation of educational resources” 

and the outcomes serve the existing policy goals (Kelly 2009: 171);  
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 democratic evaluation, which relies on cooperation of different program users and 

the final information is widely disseminated as a result of negotiations among pro-

gram users, stakeholders and evaluators (Kelly 2009: 171; Mathison 2005: 104).  

 Another typology of program evaluation concerns the types which could be use-

ful for syllabus evaluation. In this dissertation the term the syllabus is used and under-

stood as a set of teaching guidelines for foreign language teachers, designed by educa-

tional professionals in order to achieve the national curriculum goals. Komorowska 

(1999: 96-104) presents six types of evaluation which could be suitable tools for sylla-

bus evaluation: 

 SWOT, which relies on determining the best direction for the program; the key ac-

tivities in the process are identifying strengths of the program which can positively 

affect foreign language teaching and learning, weaknesses, which should be elimi-

nated or limited to the minimum if the program is to be successful, opportunities, 

which can pinpoint the goals of the program or help to achieve positive results 

which were not previously intended, and threats, which are mainly external factors 

that can disturb the implementation of the program (Rudolf 2005: 12); 

 action research, which depends on planning the scope of actions, collecting a vari-

ety of data, making judgements about the worth of the program and finally deter-

mining the scope of interventions; 

 classic model, which is focused on the quantitative methods of collecting data and 

finding out whether a program has achieved its goals or not; 

 accreditation model, in which the quality of teaching and teaching standards in an 

educational institution are assessed by experts and the main goal is to provide pro-

fessional assessment of the quality of the program; 

 triangulation model, which is connected with expressing opinions about the value of 

a program by a variety of users with the use of questionnaires and interviews; 

 sociological model, which concentrates on discovering cause and effect relations in 

the learning and teaching processes, which are present while implementing the pro-

gram . 

It now appears justified to focus on presenting stages in designing and performing pro-

gram evaluation. 
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2.4. Stages in designing and performing program evaluation 

As for the theoretical underpinnings, specialists provide a number of frameworks for 

program evaluation. On the one hand, some scholars focus on the limited number of 

stages for program evaluation in order to provide only general directions, such as identi-

fying goals for program evaluation, planning the main stages of the process, performing 

the evaluation, collecting the necessary data, processing and revision (Ciężka 2010a: 

58-68; Mazurkiewicz and Berdzik 2010: 19; Richards 2010: 43). On the other hand, 

many specialists enumerate as many as eleven key elements of the program evaluation 

framework, which include matching the evaluated program with the language policy 

regulations, defining the general and specific goals for the evaluation, identifying the 

stakeholders, choosing appropriate research methodology, determining the sources of 

information, choosing the ethical standards, deciding on the budget and timeline, gath-

ering and processing the data, drawing conclusions and, finally, making the outcomes 

available to all interested parties (Kiely and Rea-Dickins 2005: 262; Komorowska 1999: 

92; Owen 2007: 68-72; Rea-Dickins and Germaine 1992: 74). The list of stages for pro-

gram evaluation in the present section will be based on the frameworks suggested by 

specialists, nine being selected as the most important for preparing and conducting an 

effective language program evaluation.  

2.4.1. Defining the subject of program evaluation 

One way to ensure beneficial effects of program evaluation is precisely to define the 

subject of this evaluation, known as the evaluand (Davidson 2005: 8). As mentioned 

above, program evaluation can focus upon a variety of educational activities; hence, the 

subject of program evaluation could be, for instance, the overall performance of the 

educational institution or some particular aspects of this performance (Ciężka 2010a: 

58). In the first place, however, an evaluand  must be closely related to the needs and 

expectations of stakeholders (Ciężka 2010a: 58).  

While dealing with educational program evaluation, the quality of its goals may 

be evaluated together with the quality of its plan, the extent to which it has been imple-

mented and the utility of its results (Nevo 1997: 56-57). A good example of an evaluand 
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can be exploring a tutorial program (Tołwińska-Królikowska 2010: 51). On the one 

hand, some phenomena concerning a tutorial program cannot be assessed; for example, 

a student’s behaviour, but, on the other hand, the actions taken while implementing the 

tutorial program which changed the student’s behaviour in a positive way can be deter-

mined (Tołwińska-Królikowska 2010: 51). Some more examples of school program 

evaluation can be provided, such as evaluating the mission statement of a school, the 

working plan of a school and the initial diagnosis of an educational institution with cer-

tain problems (Tołwińska-Królikowska 2010: 51-52). Nedkova (2004: 208) also in-

cludes here school syllabuses, methods, instructional materials and administrative per-

sonnel as potential objects for educational evaluations. According to Owen (2007: 54), 

there are more elements concerning the background of a program evaluation, namely, 

the social, political and economic context in which a program is to be developed, the 

coherence and sufficiency of program design, elements of program delivery or imple-

mentation, and program outcomes.  

At this point, it seems warranted to concentrate on classroom-based program 

evaluation where the leading focus may be assessing the level of student achievement, 

mainly through judgements on the extent to which the content curriculum objectives 

have been achieved. When the key object is curriculum evaluation, some particular as-

pects can be explored, such as the extent to which the curricular component is effective 

in the manner intended, what elements of the curriculum are beneficial for classroom 

practices and whether there are any additional outcomes apart from the expected ones 

(Kiely and Rea-Dickins 2005: 248). In addition to this, the evaluand for classroom-

based program evaluation might be some particular factors that influence learner 

achievement (Richards 2010: 47-48). Among others, Kiely and Rea-Dickins (2005: 

247) suggest factors that influence student’s achievement, such as learners’ needs and 

wants, appropriateness of coursebooks, materials, task types, teaching-learning interac-

tions, assessment formats and resources including IT. Without doubt, precise determina-

tion of the subject of program evaluation is of vital importance when designing the 

framework for a successful evaluation process. 
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2.4.2. Identifying stakeholders 

Identifying which interest groups the outcomes of the program will be important for is a 

key issue when planning the design for program evaluation. In the broadest sense, the 

users and participants of a program, who are either directly or indirectly affected by the 

program itself or just make decisions about the future of the program, can be defined as 

stakeholders (Kiely and Rea-Dickins 2005: 11; Weiss 1986: 187). To be more specific, 

there are primary stakeholders, for whom the outcomes of program evaluation have a 

vital meaning; for instance, they will use the knowledge, conclusions and recommenda-

tions to improve the overall performance (Owen 2007: 69; Ross 2011: 758; Rossi et al. 

2004: 18). There are also secondary stakeholders which are other interested groups that 

are indirectly affected by the implementation of the program (Owen 2007: 69; Ross 

2011: 758; Rossi et al. 2004: 18). 

Since stakeholders play a significant role in the course of program evaluation, it 

is hardly surprising that there are so many detailed examples of their classifications and 

the roles they play. For the purpose of our discussion, only four main examples of 

stakeholders’ classifications will be listed below. To start with, Kasprzak (2010: 68) 

distinguishes three main groups of stakeholders, namely: 

 people who are closely related to the school where the program is being evaluated: 

teachers, students, principalship, students’ parents and school partners; 

 policy and/or decision makers;   

 other researchers. 

Another distinction includes clients, whom the outcomes will affect; suppliers, who 

deliver the funds and resources to make the program evaluation possible; competitors, 

collaborators, which are other institutions and that could also be interested in the out-

comes of program evaluation; and regulators, who are supervising agencies (Aspinwall 

et al. 1992: 84-85). Some other division is suggested by Guba and Lincoln (1989: 40-

41), who list agents that are involved in the procedures and use of program evaluation, 

beneficiaries, who will use the outcomes, and victims who will experience the negative 

effects of the program evaluation. Finally, Rossi and Freeman (1993: 408, as quoted in 

Kiely and Rea-Dickins 2005: 202) define stakeholders by listing their roles in the pro-

gram that is being evaluated: 
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 policy and/or decision makers, who supervise the extent to which the program ad-

heres to the national language policy and decide about the program’s future; 

 program sponsors, who not only demand high quality of the program but also ex-

pect low costs; 

 evaluation sponsors, who usually initiate the whole process of a program evaluation, 

provide the funding for the process, and also decide how and when it will take place; 

 target participants, who will receive the intervention; 

 program management, who are expected to secure the actual benefits of the pro-

gram; 

 program staff, who are responsible for providing evidence whether the program is 

effective or not, and if it is with accordance with legal regulations;  

 evaluators, who must collect the most adequate information in order to make accu-

rate conclusions and judgements;  

 program competitors, which are usually different organizations who compete for the 

program available resources; 

 contextual stakeholders, who are closely related to the environment of the program, 

and who are interested in the content of the program as well as its implementation;    

 evaluation community, are professionals who read the evaluations and assess their 

technical quality and credibility of their findings.  

Irrespective of what kind of classification should be adopted, it seems certain that the 

outcomes of the program will be important for a wide circle of individuals or groups of 

people. Thus, bearing the possible primary and secondary stakeholders in mind can en-

able professionals to design and perform a more efficient and in-depth program evalua-

tion. In other words, the more widely defined stakeholders, the more-cost efficient the 

program evaluation can be. 

2.4.3. Defining aims and goals of program evaluation 

Another distinctive stage of program evaluation involves defining the aims and goals of 

the evaluation. In the first place, the most general goal of each program evaluation is to 

assess whether the program has been successful, and how the impact of the intervention 

has changed the situation (Green and South 2003: 66; Langbein and Felbinger 2006: 
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21). Consequently, it is necessary to determine how success is understood, and it is es-

sential to clarify the program objectives (Green and South 2003: 66).  As for specific 

aims and goals demonstrated in the relevant literature, the focus here will be on those 

that are closely related to educational program evaluation.  

 One frequent goal of program evaluation is to check whether the goals have been 

implemented successfully. It is not usual for the whole program to be assessed and it is 

recommended to compare the program with another one with an identical set of educa-

tional goals (Komorowska 1999: 89; Oleszak 2010: 155; Priest 2001: 35; Zohrabi 2012: 

64). Thus, a specific aim of program evaluation could also be to determine the degree to 

which the goals of the program have been achieved; which of them have been fully and 

which have been partially implemented. Another specific goal of could be evaluating 

the chances of the program’s prospective success before the program is even introduced 

in order to predict what the impact of the program may be and how much the stake-

holders will benefit from implementation of the program. In order to accomplish a spe-

cific goal, it is necessary to apply empirical feasibility studies (Komorowska 1999: 90; 

Oleszak 2010: 155).  

The next goal of program evaluation might be determining coherence between 

the content and goals of the evaluation. Employing a combination of quantitative and 

qualitative methods can be of vital importance since it can provide a thorough insight 

into the phenomena (Green and South 2006: 66; Komorowska 1999: 90). When there 

are different levels of exam requirements, such as basic and extended levels, a specific 

goal for program evaluation could be established, such as determining which group of 

students would be the most appropriate recipients of each program (Komorowska 1999: 

90). Yet another aim of program evaluation could be determining whether the students’ 

success can really be attributed to the program implementation or if some external fac-

tors might have interfered (Komorowska 1999: 91-92). It is not uncommon for the pol-

icy and decision makers to consider a cost-benefit analysis, especially if there are two or 

more similar programs that might be implemented (Bruhn and Rebach 2007: 180; 

Mathison 2005: 88). In difficult economic circumstances, evaluating which of the rec-

ommended programs could bring similar benefits at the least cost, more quickly and 

with less effort can be of considerable importance (Komorowska 1999: 92; Perloff et al. 

1976: 580).  
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2.4.4. Asking key questions 

Once the overall goals and aims of the program evaluation have been negotiated and 

established, the next logical step should be asking key questions which are supposed to 

relate to the subject of evaluation, its scope and criteria. According to Ciężka (2005a: 

16; 2010a: 59, 2010b: 86) as well as Rodrigez-Campos and Rincones-Gomez (2013: 

30), key questions in program evaluation are the determination of the evaluation goals, 

and they should determine what particular answers the evaluation is supposed to pro-

vide. To be more specific, key questions are not those that will be directly addressed to 

the program users while conducting the evaluation, but they are issues to which the 

evaluators will try to find answers while collecting the data (Ciężka 2010b: 86). This 

will serve as a basis for the answers to key questions and will lay a basis for drawing 

conclusions in the final section of the evaluation report (Ciężka 2010a: 59). 

 More ideas are provided by Scriven (1980: 46), who specifies that the choice 

and construct of key evaluation questions must be well considered, since finding an-

swers to them makes the entire program evaluation purposeful and reasonable. Al-

though the validity of such a general view can hardly be denied, it should be supple-

mented with a list of qualities which make the key questions effective, Rodrigez-

Campos and Rincones-Gomez list the following (2013: 32): 

 being within the scope of interest for potential audiences; 

 limiting the uncertainty and anxiety of the stakeholders; 

 being of continuing interest;  

 contributing to receiving important and valuable information; 

 being related to the scope of the program evaluation; 

 having an important impact on the overall process of program evaluation;   

 being answerable and manageable.  

As regards particular examples of program evaluation key questions types, Owen (2007: 

97) mentions non-casual questions, which explore and describe the process and out-

comes of what was happening in the program. A good example of such a type of a key 

question could be “What actually works in this program” (Owen 2007: 97). Next, there 

are casual questions, whose main aim is to determine which elements contributed to the 

program outcomes, and the evaluator might be obliged to discover possible casual links 

(Owen 2007: 97-98). Well-designed key questions in program evaluation can result in a 
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greater chance that other stages in designing the overall assessment process will be 

more successful. 

2.4.5. Choosing methods for performing program evaluation 

Choosing appropriate methods for performing program evaluation is another aspect of 

the whole process that may determine its success or failure. It requires following rigor-

ous procedures in order to provide the highest standards. Mizerek (2010b: 50) recom-

mends the use of the simplest possible methods that are participant-friendly and do not 

require any complex statistical analysis, and he also stresses that only purposeful and 

necessary information ought to be collected. 

Yet it seems justified to start the discussion with the consideration whether to 

opt for quantitative or qualitative methods, or a combination of both. The choice of 

quantitative methods for program evaluation requires applying standardized measures 

“so that the varying perspectives and experiences can be fit into a limited number of 

predetermined response categories to which numbers are assigned” (Patton 2002: 14), 

and they are frequently used for large-scale programs (Garboan 2009: 56). In other 

words, such a choice of quantitative methods for program evaluation seems to guarantee 

better objectivity of the data analysis and the opportunity to determine some important 

correlations between different factors appearing in the program (Powell 2006: 110). 

However, the greatest drawback of employing quantitative methods for program evalua-

tion appears to be the tendency to overlook those factors related to the program that 

cannot be measured in terms of numbers but still affect the process and outcomes 

(Nedkova 2004: 208). It is generally agreed that the validity and reliability of quantita-

tive methods for program evaluation rely on the construction of a valid instrument that 

measures what was determined to be measured (Patton 2002). There is a whole set of 

examples of methods that are reflective of the quantitative principles; however, only the 

models closely related to program evaluation will be described here: 

 clinical trials model, which uses complete randomization in order to reduce bias. It 

also requires assigning participants to the intervention condition; it is most fre-

quently used for evaluating medical programs and very rarely for educational pro-

grams (Ross 2011: 768); 
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 quasi experimental design, which relies on comparing the results of implementing 

the program goals within groups where at least one group is subjected to the pro-

gram itself and the other executes the same goals by different means than those em-

ployed in the evaluated program (Bruhn and Rebach 2007: 195; Ross 2011: 769); 

 regression discontinuity, which is a kind of quasi experiment, where the main goals 

are also to estimate the results of program implementation, but it does not depend on 

randomization and the main focus is on these participants who are the most affected 

by the program (Berk 2010: 563-564; Ross 2011: 770);    

 survey designs, which depend on creating standardized questionnaires which can be 

used in cross-sectional or longitudinal designs (Bruhn and Rebach 2007: 196; Ru-

dolf 2005: 9).  

On the other hand, qualitative methods enable researchers to study program is-

sues in depth and focus to a greater extent on the holistic context of the evaluated pro-

gram (Patton 2002: 14; Powell 2006: 111; Priest 2001: 36; Rudolf 2005: 10) and such 

methods are mainly used when dealing with medium-scale or very complex programs 

(Garboan 2009: 56-57). Consequently, the majority of data for qualitative program 

evaluation usually comes from fieldwork and the evaluator may fully or partly partici-

pate in the evaluated program (Patton 2002: 4). What is of vital importance, qualitative 

outcomes can be presented alone or in combination with quantitative findings (Patton 

2002: 5), and their validity depends on the skills, competence and rigor of the evaluator 

(Patton 2002: 14).  

It is understandable that presenting all possible examples of methods based on 

the qualitative approach would be extremely time-consuming; hence, only those of 

greatest relevance to program evaluation will be mentioned in this section. In the first 

place, specialists mention interviews with open-ended questions whose aim is to elicit 

in-depth responses about program users’ experiences with the evaluated program, their 

feelings and knowledge about the phenomena within the program (Patton 2002: 4). Ad-

ditionally, to reduce bias and ensure the greatest objectivity for qualitative interviews a 

set of precise standards should be employed (Tołwińska- Królikowska 2010: 75-78). 

Another example of a qualitative method for program evaluation is observation which 

relies on evaluator’s fieldwork descriptions of a variety of phenomena that are impor-

tant for better understanding of the situational context and in-depth analysis of the 

evaluation outcomes, such as activities, behaviours, conversations, interpersonal inter-
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actions or organizational processes in the evaluated institution (Bruhn and Rebach 2007: 

190-191; Patton 2002: 4, Rudolf 2005: 11; Tołwińska- Królikowska 2010: 74-75). Fi-

nally, specialists mention document analysis among the ways in which qualitative data 

is collected. Such an analysis relies on exploring formal or informal written accounts 

which again could be relevant for a better understanding of the context or explaining the 

phenomena related to the program (Ciężka 2010a: 63; Patton 2002: 4; Rudolf 2005: 8; 

Tołwińska-Królikowska 2010: 78-79).  

Komorowska (1999: 93-95) argues that the choice of methods is conditional 

upon the program evaluation goals. If the goal, for example, is student achievement, the 

quantitative methods seem to be the best option; this could be a quasi-experiment with 

experimental and control groups. If a new idea is evaluated, methods which combine 

quantitative and qualitative elements are the most suitable such as experimental designs 

without a control group or non-experimental designs (Komorowska 1999: 93-94). Fi-

nally, when methods and processes are the focus, the most recommended methods of 

collecting data are qualitative ones such as ethnographic  evaluation, descriptions 

and/or observations (Komorowska 1999: 94-95). 

Self-evaluation is another method which is employed by either program users or 

participants. On the one hand, self-evaluation may pose a formidable challenge since it 

requires assessing oneself and the program context realistically on a regular basis, but, 

on the other hand, if it is performed in the correct way, it can constitute a helpful learn-

ing and management tool for evaluation (Wilbur 2004: 21; Wlazło 2010: 123-125). Be-

yond doubt, the procedures should include some specific steps, such as self-assessing 

the aptness of planned actions, next, reflection on the way of managing the process, and, 

finally, focus on student achievement (Wlazło 2010: 125). In conclusion, the choice of 

methods for program evaluation is determined by the overall and detailed goals of the 

evaluation and must be carefully planned and thought through for each separate case.  

2.4.6. Managing program evaluation 

Beyond doubt, whatever steps are taken within the process of actual program evalua-

tion, they have to be subordinate to achieving the main goals of the overall process, they 

must relate to the target groups involved and they must be implemented according to a 



 65 

specific plan. Consequently, some important points ought to be considered, such as de-

fining the scope of actions for evaluators and who the key information will be collected 

from and from what sources (Bruhn and Rebach 2007: 184-185). Other important as-

pects that must be considered are the question of expenditure and resources, sampling, 

piloting, timing, possible problems as well as interferences, and monitoring (Bruhn and 

Rebach 2007: 184-185). 

Perhaps the most important of all seems to be appointing different internal roles 

for evaluators who work as a team and who can facilitate the whole process, especially 

if this is a large-scale evaluation. Similarly, choosing the manager of the project who 

can steer, monitor and supervise the process and its timeliness to be advisable. In the 

opinion of specialists, the most suitable person for this position would be someone who 

is competent and knows a lot about evaluation procedures. It ought to be someone who 

has excellent managerial and organizational skills in order to manage meetings, docu-

ment the process and keep all deadlines. Such a person is supposed to manifest excellent 

interpersonal skills which are important so as to manage the team and deal with partici-

pants (Baizerman 2009: 89; Baizerman and Compton 2009: 14; Rodrigez-Campos and 

Rincones-Gomez 2012: 169-171; Tołwińska-Królikowska 2010: 133). In addition, ex-

perts recommend creating specialized groups including a steering group at school that 

may include the principal, the manager of the project and managers of the project 

groups (Skierniewski 2005: 31; Tołwińska-Królikowska 2010: 133-134). The scope of 

activities of such a group ought to cover managing the whole process, coordinating pro-

ject groups, initiating processes, collecting internal reports from working group manag-

ers and creating general report that will be presented to stakeholders (Tołwińska-

Królikowska 2010: 133-134). Another possibility is creating  project groups whose 

members do the planning and solve problems that arise in the process of evaluation. 

Undoubtedly, a set of potentially important qualities for group members have to include 

being communicative when dealing with participants and having good organizational 

skills (Tołwińska-Królikowska 2010: 135). Next, a group member should possess good 

note-taking and writing skills in order to create instructions and collect materials for an 

internal report as well as having appropriate computer skills in order to organize and 

process data (Tołwińska-Królikowska 2010: 135). The final option included by Towiń-

ska-Królikowska (2010: 136) is creating working groups whose members will work on 

the evaluation that was agreed upon and planned together with the steering group and 
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the project group. Moreover, they will support each other in the performance of specific 

actions, collect feedback, and create internal reports about the outcomes related to this 

part of the project they participate in. 

The question of human and information sources is of great importance when 

managing program evaluation. When it comes to determining the written sources of 

information, they may include already existing databases, documents and analyses, and 

they might provide useful background information about the institution in which the 

program is being implemented as well as about the program itself (Bruhn and Rebach 

2007: 188; Tołwińska- Królikowska 2010: 58). As far as the human sources of informa-

tion are concerned, reaching a variety of people in the evaluated institution seems to be 

highly recommended. When dealing with educational programs, such human sources of 

information could be students, teachers, parents, personnel, school’s partners, graduates, 

or members of supervising agencies (Tołwińska-Królikowska 2010: 58). It is also nec-

essary to design appropriate tools and methods of collecting information from the target 

groups, bearing in mind their interpersonal connections (Tołwińska-Królikowska 2010: 

58).  

Other important aspects of the successful management of program evaluation in-

clude determining means, costs and funding as well as overall and detailed timing. In 

the first place, it is indispensable to determine what kind of equipment will be needed in 

order to perform program evaluation within a given time frame and to achieve the set 

goals (Owen 2007: 72-73, Tołwińska-Królikowska 2010: 55). One should estimate the 

overall costs, including information on how to obtain funding (Owen 2007: 72-73; Toł-

wińska-Królikowska 2010: 55). Timing is also of vital importance when dealing with 

educational program evaluation since such a process should not interfere with the 

school’s performance. The most general timing framework for program evaluation 

ought to include the dates of implementing the whole process as well as specific stages 

and alternative dates in the case of unexpected problems (Tołwińska-Królikowska 2010: 

137). To be more specific, Ciężka (2010a: 67, 2010b: 90) suggests that detailed sched-

ule for program evaluation ought to contain the dates for: 

 the conceptualization stage, where the subject, goals and stakeholders are defined, 

key questions are asked and suitable methodology is appointed; 

 the preparatory stage, in which the initial recognition of the program evaluation 

contexts is done, and the research tools are created; 
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 the performing program evaluation stage, where the data are collected and all pre-

viously planned activities are conducted; 

 the analysis of the outcomes stages, where the preliminary version of the evaluation 

report is created; 

 the discussion of the results and the preliminary report stage, where the negotiations 

with stakeholders take place; 

 the completion of the overall process stage, where the final version of the evaluation 

report is published. 

Sampling in evaluation research is important in order to secure objectivity and 

validity of the gathered data. According to Tołwińska-Królikowska (2010: 67) and 

Weiss (1975: 145), sampling in program evaluation concerns individuals that will par-

ticipate in the process, as well as written records or situations that will be examined. 

Accordingly, two main types of sampling can be applied when collecting data. The first 

is random sampling, where an up-to-date, accurate and complete list of population 

members must be obtained and subjects have to be chosen in the unbiased way (Bryman 

2004: 543; Cohen and Manion 1994: 87; Tołwińska-Królikowska 2010: 67-68).  

The next is non-random/non-probability sampling where some members of the 

population are more likely to be selected than others (Bryman 2004: 541; Mackey and 

Gass 2008: 122; Tołwińska-Królikowska 2010: 68-69). When dealing with non-

probability sampling in program evaluation, two different options seem to be most use-

ful, that is convenience sampling, when the easiest accessible or the most suitable popu-

lation representatives are chosen; and purposive sampling, where the most distinctive 

contexts members of the population are chosen (Bryman 2004: 100; Cohen and Manion 

1994: 88-89; Mackey and Gass 2008: 122-123; Tołwińska-Królikowska 2010: 68-69). 

 In order to create the most efficient and comprehensive research tools when 

managing program evaluation, conducting a pilot study is considered to be important. 

Such research may constitute a prelude to the main research and it can help to improve 

the research tools, and make all necessary changes in the procedures (Bruhn and Rebach 

2007: 200-201; Mackey and Gass 2008: 43-44; Tołwińska-Królikowska 2010: 110). 

Furthermore, piloting can be of assistance in confirming whether the sources of infor-

mation are reliable and that a sufficient amount of information is accessible (Borek 

2010: 33).  
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 What is also of paramount importance, there are some problems that might occur 

during the process of program evaluation, and which may affect it in a negative way by 

either distorting the results or even hindering the procedures. Out of the many possible 

threats, three main groups of problems will be discussed here, namely, the effects, pro-

cedural failures and miscellaneous. As Tołwińska-Królikowska (2010: 66) explains, 

there are four effects which might bias results of program evaluation, such as halo ef-

fect, which involves overgeneralizing one factor of a person or a situation to all aspects 

of the overall performance; recency effect, which occurs when only recent information 

is taken into consideration, excluding the past events; central tendency effect, which 

refers to attempts to eliminate extreme cases of assessment; and  known evaluator effect, 

which refers to a situation when participants are interviewed or asked to fill in a ques-

tionnaire not anonymously but by a known evaluator to whom they may be related in 

everyday life.  

As far as procedural failures are concerned, four main issues may lead to the 

failure of program evaluation. In the first place, the biggest problem may appear when 

the outcomes of evaluation diverge from the intended goals. Consequently, it might 

result in lack of agreement on the validity of the outcomes between evaluators and 

stakeholders and general failure of the whole project (Komorowska 1999: 106-107). 

Next, an inaccurate or imprecise choice of variables may not reflect the efficacy of the 

program partly or fully (Komorowska 1999: 108-109). Additionally, employing inap-

propriate research methods and tools may fail to reveal the true efficacy of the program 

(Komorowska 1999: 109-110). Finally, inaccurate interpretation of the outcomes and/or 

judgments is another threat, including the so-called “Hawthorne effect”, which occurs 

when the very fact that new things are being introduced bring about positive effects 

since people generally are more involved and interested in new issues (Komorowska 

1999: 111-112).  

As for miscellaneous problems, they might concern such issues as a poorly de-

fined scope of program evaluation, which may affect the future conclusions in a nega-

tive way; inadequate evaluator’s personal qualities, which may cause bias; insufficient 

data collection; and, finally, lack of possibility to use the outcomes in the future (Ma-

zurkiewicz 2010d: 12). Other potential difficulties may include blind collection and 

processing of data without any forms of analysis and/or discussion, which prevent the 

stakeholders from obtaining any information about the success or failure of program. 
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This may be followed by superficial or trivial conclusions or, indeed, drawing inappro-

priate or too many conclusions. Additionally, a disproportionate effort put in to the 

process might cause confusion in attempting to answer the key questions of program 

evaluation (Mazurkiewicz 2010d: 12).  

Systematic and reliable monitoring of all the stages of evaluation might mini-

mize the occurrence of errors and gives an opportunity to employ repair procedures at 

the right time. Monitoring may rely on double checking the reliability of sources and 

resources, controlling the timing of procedures and supervising the work of other people 

involved. It is also recommended to have a kind of a contingency plan with alternative 

methods and procedures in case the originally chosen ones do not work (Tołwińska-

Królikowska 2010: 58). Tołwińska-Królikowska (2010: 137-138) also recommends 

establishing dates of meetings during which the current state of implementation will be 

discussed, and establishing an efficient and clear system of information flow between 

the evaluators. What all the aspects of managing program evaluation have in common is 

the fact that only on condition that strict and careful procedures are followed, can valu-

able data be obtained and subjected to further analysis. 

2.4.7. Processing information 

In order to answer the key questions involved in program evaluation, the collected in-

formation must be adequately processed and displayed. Among many guidelines con-

cerning data analysis, six seem to be of the most practical value when dealing with pro-

gram evaluation: 

 indexing documents, which relies on labelling documents according to the particular 

issues they deal with; following such procedures is time-saving, especially when 

there is a huge amount of data and/or a lot of questions to be answered (Tołwińska-

Królikowska 2010: 82); 

 copying documents, which is very useful and necessary for the further data analysis 

when the researcher no longer has access to some important sources (Tołwińska-

Królikowska 2010: 82); 

 summarizing documents, a procedure that is especially helpful if the assessed docu-

ment is extensive (Tołwińska-Królikowska 2010: 82); 



 70 

 data display, which relies on creating a well-organised collection of information that 

will facilitate making overall judgment and answering the key program evaluation 

questions (Owen 2007: 101); 

 data reduction, which includes narrowing down the raw data in order to additionalct 

the most important and adequate information (Owen 2007: 101);  

 conclusion drawing, which concerns classifying the data into meaningful chunks 

closely related to the questions addressed by program evaluation (Owen 2007: 101). 

A critical procedure in conducting quantitative research in program evalua- 

tion is to use appropriate statistical tools when processing the data. In order to select the 

most appropriate statistical devices, it is necessary to consider some important issues, 

such as the general aim of program evaluation, key questions, parametric and non-

parametric statistics, and independent and dependent variables (Pallant 2007: 116-117). 

The statistical procedures that are often employed in program evaluation include: 

 descriptive statistics, whose aim is to characterize in a general way the important 

features of the tested population or its part (Ferguson and Takane 2003: 28; Piła-

towska 2006: 7; Puławska-Turyna 2005: 21; Sobczyk 2005: 35); 

 Pearson’s Chi-square test, which enables researchers to assess whether the differ-

ences between the observed frequencies and the expected frequencies, on the basis 

of the theoretical model, are statistically significant or not, and if the variables were 

independent from each other or there was some kind of relationship between them 

(Boslaugh and Watters 2008: 191; Butler 1985: 112-113; Pallant 2007: 116-117; 

Woods et al. 1986: 134-136; Zaczyński 1997: 37-39); 

 t-test, which allows the researcher to find out whether the mean of a sample is sig-

nificantly different from the one the researcher had expected or if the means of two 

different groups are significantly different from one another (Boslaugh and Watters 

2008: 152; Butler 1985: 83-92; Pallant 2007: 116-117; Woods et al. 1986: 102-103); 

 Analysis of Variance (ANOVA), which aims at determining if there are statistically 

significant differences between two or more independent groups; it relies on com-

paring the means of the comparison groups (Boslaugh and Watters 2008: 232; But-

ler 1985: 129; Pallant 2007: 116-117; Woods et al. 1986: 194-195). 

Finally, it happens in some situations that the direct outcomes of data processing 

may not be objective, since evaluators might not have taken into consideration some 

important factors that may have affected what has been achieved. To prevent such a 
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situation, the fairness of presenting the outcomes and conclusions must be increased, 

and value-added interventions should be employed (Ross: 2011: 775). Such a procedure 

involves “capturing the contextual effects and normative environment inherent in clus-

tered data” and its focus of attention is set on “assessing the moderating effects of con-

textual covariates on growth over time, and focus on the observed trajectories of learn-

ing growth, instead of absolute summative outcomes reported as percentages of students 

who meet the criterion or standard” (Ross 2011: 775). 

2.4.8. Reporting 

The final program evaluation report is a formal way of finishing the whole process. 

However, before the final version is created and published, some key points must be 

taken into consideration, such as defining what the concept of the highest quality of the 

report means, discussing report standards, choosing the most suitable type of report, and 

finally agreeing on the ways of presenting the report. 

In the first place, it seems necessary do define what the concept of the highest 

quality for a program evaluation report is. According to some specialists (Ciężka 2010a: 

68; Mizerek 2010b: 53; Olejniczak 2008: 102; Powell 2006: 117), the highest quality 

report should follow European scientific standards which must: 

 be related only to the main subject of the program evaluation;  

 answer the evaluation key questions in a exhaustive way;  

 contain summary of research results;  

 offer information about the sources of information; 

 describe the research procedures; 

 explain the way of making judgements and interpreting the data; 

 present the outcomes in the relation with the whole process of program evaluation;  

 include precise and clear recommendations; 

  compare the current program evaluation with evaluations of similar programs from 

the past;  

 offer suggestions for further evaluation. 

The report is also the main proof of the quality of the valuators’ work, and much effort 

must be made to follow the highest standards in order to achieve the best possible re-
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sults (Mizerek 2010b: 52). In order to increase the overall quality of the evaluation re-

port, Owen (2007: 126) and Ciężka (2010a: 68) suggest that the account might be re-

ported under different headings, together with an executive summary of key findings.  

In practical terms, applying certain standards and following particular qualities 

of a good professional evaluation report increases its quality. The first important feature 

is authenticity, which relies on presenting the facts in a professionally documented and 

relevant way (Mizerek 2010b: 53). Kasprzak (2010: 59-60) refers to three key terms 

while creating a report which are democratic-ness, which relies on discussing and nego-

tiating the outcomes, conclusions and recommendations before the final version of the 

report is accepted, transparency, which involves making the report public, and team 

work, which is necessary when there are more evaluators involved in the process. 

Moreover, a separate list of standards that are to be followed while writing a report in-

clude accuracy, which relies on matching the content with the scope of evaluation and 

reliability, which guarantees that all the professional codes of conduct and an acknowl-

edged methodology were employed (Kasprzak 2010: 63). Others are credibility, which 

ensures that the conclusions have been based on reliable sources, comprehensibility, 

which makes the report clear and approachable for stakeholders, and finally concise-

ness, which ensures that the report covers only the most significant aspects (Kasprzak 

2010: 63). Some more points to follow, when discussing the quality of a report, are 

connected with making generalizations based on facts, selecting the most valid informa-

tion, and contextual-ness (Kasprzak 2010: 63-64). This is important because there are 

no two identical institutions even if they are of the same type (Kasprzak 2010: 63-64). 

All in all, a final evaluation report ought to be a basis for institutional improvement. 

There are a range of types of reports that may be chosen and it is important to se-

lect the most appropriate in a particular evaluation context. According to Owen (2007: 

126), an evaluation report can be of the following types ”written versus oral; progress 

versus final; substantive (main report) versus secondary (such as technical details of 

data management); summary versus main report; formal versus informal; descriptive 

versus recommendatory”. Evaluators ought to decide upon the particular type they wish 

to use after careful consideration and also after discussion with the stakeholders.  

The way of presenting the report is of vital importance and employing more in-

teractive techniques is beneficial for its overall perception by clients. A good written 

report should include quotations so as to underline the most important information and 
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ought to incorporate evaluation briefs or a summary at the end  (Owen 2007: 126-127). 

Furthermore, multimedia presentations, oral briefs, visual images and/or graphs, tables 

and charts could make the presentation more attractive (Owen 2007: 127). As has been 

mentioned above, preparing the final version of program evaluation report officially 

finishes the overall process. However, it only serves its purpose if it is comprehensively 

written and contains valuable information. This is because reports should fulfil the goals 

of the program evaluation and fairly reveal the strengths and weaknesses of the inter-

vention. 

2.4.9. Assessing the evaluation process 

Evaluating the evaluation process or, in other words, metaevaluation, is critical for 

every kind of evaluation, including program evaluation, since it proves that the whole 

process was performed in an appropriate and efficient way (Stufflebeam 2001: 184; 

Tołwińska-Królikowska 2010: 59). Stufflebeam (2001: 184) and Tołwińska-

Królikowska (2010: 59) also provide numerous detailed reasons for performing metae-

valuation, such as the possibility of improving similar future evaluation projects and 

assuring evaluators that they did their job well. Moreover, it is important to make stake-

holders confident about the validity of the outcomes, trace the problems of the evaluated 

program which were not detected during the basic program evaluation, and finally make 

sure that the appropriate code of behaviour was applied and followed from the very be-

ginning of the process (Owen 2007: 164-165; Stufflebeam 2001: 184). 

 There are a number of types of metaevaluation. Tołwińska-Królikowska (2010: 

147-148) makes a distinction between external or internal metaevaluation, depending 

on who makes the decision about initiating this process and who performs it. She also 

mentions  formative metaevaluation, in which case ongoing improvements are possible, 

and summative metaevaluation, when assessing the overall performance after complet-

ing all the procedures of the main program evaluation (Tołwińska-Królikowska 2010: 

147-148). As has been said above, with some slight variances the procedures of metae-

valuation are quite similar irrespective of the type of evaluation and they may include 

(Stufflebeam 2001: 191): 

 involving stakeholders in the procedures of metaevaluation; 
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 creating a trustworthy and qualified team of metaevaluators; 

 creating key metaevaluation questions; 

 establishing the standards and/or criteria of the program evaluation; 

 signing a formal contract or agreement on metaevaluation actions; 

 collecting necessary information, for instance, with the help of surveys;  

 analysing the outcomes;  

 assessing the program evaluation against the established standards and/or criteria; 

 preparing and discussing the metaevaluation report;    

 helping the evaluators and stakeholders to understand the report and supporting ap-

plication of findings. 

Conclusion 

It is not possible or sensible to implement any educational program or conduct scientific 

research in foreign language education without detailed knowledge about program 

evaluation. Although the details of different theoretical frameworks for such evaluation 

may vary, some core principles remain universal and they have been the focus of the 

present chapter. Its main goal has been to present the theoretical and practical back-

ground for program evaluation as a background for work to enhance overall quality of 

foreign language teaching and also as a tool for research into foreign language instruc-

tion. Thus, the discussion in the first sections of the chapter centred upon the most im-

portant terms related to program evaluation, its aims, principles, standards and criteria. 

This was followed by enumerating and discussing the stages in designing and perform-

ing such evaluation.  

Two inescapable conclusions seem to emerge from the above discussion. First, 

no empirical research into education can be done without some kind of knowledge 

about program evaluation. In addition to that, the nature of the main study of this disser-

tation includes many elements of the evaluation research. Hence, providing information 

of how to design and perform efficient program evaluation has been of vital importance. 

Secondly, the work described in this study compares language teaching in two countries 

with two distinct and contrasting contexts; it also considers schools within each country 

which in themselves differ from one another. Thus in drawing meaningful conclusions, 
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and in proposing pedagogical recommendations, these different contexts must be con-

sidered with care, thoroughness and understanding.  
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Chapter 3: Language instruction in Polish and English upper 

secondary schools 

Introduction 

There is a widespread agreement among educational officials and researchers that, in 

order to raise the quality of foreign language teaching, guidelines and frameworks for 

foreign language teaching policy recommended by European Union institutions should 

be incorporated into national curricula and foreign language programs. Sharing exam-

ples of good practice internationally may promote quality improvement further and thus 

comparing language instruction in the foreign language classrooms in two European 

Union member countries, such as Poland and England, may help to identify characteris-

tics which increase the quality of foreign language teaching in both countries. However, 

detailed knowledge of the organisation and structure of the two types of schools exam-

ined in this study is necessary in order to make proper judgements about the validity and 

possible application of the research outcomes. 

Before the nature of language instruction in Polish and English upper secondary 

schools is discussed, the chapter will also consider a brief history of the Polish general 

upper secondary school and English sixth form college systems, as well as current legal 

regulations. The role of a principal in each system, and his or her leadership require-

ments, will also be discussed and the organisation of the foreign language teaching in 

the two school systems will be described. The section will close with a discussion on 

the similarities and differences between the two school systems. The chapter will then 

consider the following aspects of instruction in Polish and English upper secondary 

schools: 
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 foreign language teacher teams; 

 the preferred model of a foreign language lesson; 

 teaching techniques and teaching aids; 

 the use of a coursebook; 

 forms of student assessment; 

 classroom interaction; 

 the development of  learner autonomy. 

The rationale for investigating the above points will also be included. As a consequence 

of this work, further pedagogical recommendations will be made in the chapter devoted 

to the present research.    

3.1. The organisation and structure of two types of the upper secondary school 

systems in Poland and England after World War II 

One way in which important and valuable conclusions arising from the comparison be-

tween the two different international school systems can be drawn is to analyse their 

organisation and structure separately. Because of the limitations of space, the focus here 

will only be in history of the two school systems after World War II. 

3.1.1. Polish general upper secondary school system
2
 

After World War II, Poland was heavily dependent upon, and influenced by, the Soviet 

Union; this impacted greatly upon the Polish educational system. Although the tradition 

of general upper secondary education was sustained, and the four-year general upper 

secondary schools welcomed students in September 1948, the ideology and the course 

of teaching were closely related to the Soviet ideology and pedagogy (Moraczewska 

2010: 57). After liberation from Soviet dominance in 1989, some curricular and struc-

tural changes were introduced in the educational system, with a major reform in 1999 

                                                 
2
 The latest project of the new educational reform was presented by the Minister of National Education on 

16 September 2016. It is planned to establish the eight-year primary school and, among other types of 

secondary schools, the four-year general upper secondary school system (Ministry of National Education 

2016: 1). 
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which established the three-year general upper secondary school system, for students 

aged 16-19, still in existence today (Chancellery of the Sejm 2005: 1; Hörner and 

Nowosad 2007: 600; Kletko-Milejska 2007: 80-81). General upper secondary schools 

are located mainly in cities and there were 2312 such schools in Poland in the school 

year 2013/2014 (Eurydice 2015: 1). It should also be emphasised that education in state 

general upper secondary schools is free (The Constitution of the Republic of Poland 

1997: 14). The following subsections identify legal regulations regarding the Polish 

upper secondary school system. 

3.1.1.1. Legal regulations 

All the legal regulations relating to Polish education must be in accordance with the 

Constitution of the Republic of Poland (Constitutional Tribunal 2014: 1). Thus, The Act 

of Parliament of 7 September 1991, called the Education Act is the basis for all legal 

regulations regarding the overall school system including general upper secondary 

schools (Chancellery of the Sejm 2014: 1), and the Act of Parliament of 8 January 1999 

defines the legal requirements of the latest educational reform (Chancellery of the Sejm 

2005: 1). Additionally, the decrees of the Minister of Education update the legislative 

educational system in Poland (Eurydice 2015: 1). 

3.1.1.2. The organisation and structure of the general upper secondary school sys-

tem  

Generally speaking, the organisation and structure of general upper secondary schools 

in Poland is based on the legal regulations included in the Act of Parliament of 7 Sep-

tember 1991 called the Education Act (Chancellery of the Sejm 2014:1), the Decree of 

the Minister of National Education of 7 October 2009 on pedagogic supervision (Jour-

nal of Laws 2009: 1) and the Decree of the Minister of National Education of 10 May 

2013 on changing the decree on pedagogic supervision (Journal of Laws 2013: 1). Thus, 

the Minister of National Education coordinates and supervises the national educational 

system and oversees its institutions. A legal definition of the general upper secondary 
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school is found in Article 9.1 of the Act of Parliament of 7 September 1991 (Chancel-

lery of the Sejm 2014: 13): a general upper secondary school in Poland is a three-year 

institution which provides its graduates with a matriculation certificate if they success-

fully pass compulsory final examinations. Students are offered a compulsory set of sub-

jects at the basic and extended levels as well as some enrichment courses (Derecka et al. 

2012: 21-22). Additionally, there are four main legal regulations with which each upper 

secondary school must comply: 

 schools function according to the statute of the institution; 

 the financial and organisational supervising authority is the Department of Educa-

tion of a specific county; 

 pedagogic supervision is conducted by a specific Education Office; 

 the school is managed by the principal who is responsible for the school’s finances, 

organisational issues, pedagogic supervision, and hiring and dismissing teachers or 

other employees (Public Information Bulletin 2012:1). 

As far as the organisational structure of general upper secondary schools is concerned, 

the principal is the main authority in a school, supported by a deputy/deputies, the main 

accountant, school secretary, teachers, guidance counsellor and administrative and ser-

vice staff (Public Information Bulletin 2012: 1). In each school there are also supportive 

and advisory bodies, such as the Staff Meeting, Student Association and Parent Asso-

ciation (The Teaching Staff Meeting of The General Upper Secondary School in 

Sulechów 2012: 6). A school’s organisation is further defined by the statute of the gen-

eral upper secondary school which contains vital information, such as general provi-

sions, the mission statement, the aims of the school and the ways of attaining them, le-

gal provisions, structure and management issues, teacher and staff job description, 

recruitment procedures, students’ duties and rights, forms of available rewards and pun-

ishment and some miscellaneous information (The Teaching Staff Meeting of The Gen-

eral Upper Secondary School in Sulechów 2012: 1-32). The academic year, divided into 

two terms, runs from 1 September until 31 August (Chancellery of the Sejm 2014: 54). 

In practice, however, regular classes break up at the end of June.  
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3.1.1.3. The role of a principal as a leader in Polish education 

There are many definitions of the role of a principal as a leader in education. Without 

doubt, the principal in an upper secondary school is a key figure who, in practice, im-

plements the national educational policy requirements; his or her main aim is to make 

ongoing improvements in the school’s performance. In the era of globalisation, the con-

cept of leadership in education has been heavily influenced by international develop-

ments and thus in the majority of EU countries the expectations are very similar (Brun-

drett et al. 2003: 5; Mazurkiewicz 2012: 12; Woods 2005: 21). Thus, certain values, 

attributes, skills and knowledge, which are vital for the modern and efficient leader in 

education, have emerged. Brundrett Burton and Smith (2003: 16-17) have identified 

eight values that a leader might espouse: 

 learning-centeredness, which highlights the importance of learning as a chief activ-

ity regarding schools; 

 innovation, which relies on the conviction that introducing new ideas may improve 

the school’s performance; 

 lifelong learning, which depends on making the whole community aware of the fact 

that learning is an ongoing and systematic process; 

 education-for-all, which is based on the principle that decent education ought to be 

accessible to all students; 

 service orientation, which emphasises adjusting the actions to the needs of the par-

ticular community; 

 empowerment, which is directed at encouraging the community members to involve 

in the life of the school; 

 equity and fairness, which  is meant to ensure that individual rights are recognised 

and everybody is treated with respect;   

 whole-person development, which involves providing students with the best possible 

education. 

Following such a set of values is critically important to the success of every leader in 

education. Additionally, in the era of ongoing educational reforms, the core principles 

of leadership should be stable and solid in order to guarantee stability and a sense of 

security both for the teaching staff and students.  
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 An efficient leader in education should also be aware of the attributes which may 

be particularly beneficial to his or her performance. These include adaptability and re-

sponsiveness which make the leader more flexible and open to the different needs of the 

staff and students; courage and resilience which help the leader to face opposition and 

fight for the school’s improvement; tough-mindedness which enables the leader to stick 

to the right course of action; collaboration with internal and external partners, and fi-

nally integrity in their dealings with others (Brundrett et al. 2003: 18). Another aspect 

of efficient leadership in education is possessing relevant knowledge, such as being ac-

quainted with teaching, learning and curriculum theory and practice, knowing about the 

possibilities of leader and teacher development, having ample knowledge about manag-

ing staff and resources, acquiring thorough knowledge of legal regulations and the 

scope of activities, and also awareness of the need of collaboration and communication 

with external institutions (Brundrett et al. 2003: 17). Knowledge alone, however, does 

not guarantee success so the leader in education should also have a set of personal, 

communicative, cultural and organisational skills to translate theory into practice 

(Brundrett et al. 2003: 18; Dorczak 2013: 77; Madalińska-Michalak 2013: 27). 

  It is also important for an aspiring leader in education to decide what kind of 

leadership style would suit him or her in the context of his or her personal qualities and 

the needs of schools. Jameson (2006: 99-179) recommends several profiles of leader-

ship that are especially suitable in upper secondary school education: 

 servant leadership, which aims at achieving the best results within the school by 

following its mission, serving others and being extremely ethical and honest with all 

the actions; 

 guardianship and change agency, which follows a parental model, together with 

being authoritative when necessary, and devoting some time to personal reflection 

and self-development; 

 quantum leadership, which highlights the necessity of improving educational set-

tings as a response to world changes; 

 systemic leadership, which focuses on combining the external and internal issues 

that affect the school’s performance and tries to keep it in balance; 

 inclusive leadership, which concentrates on integrating all individuals with any 

kinds of needs into the school’s environment; 
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 ethical leadership, which relies on creating the opportunities and the ways of fulfill-

ing them by very fair actions; 

 network leadership, which involves guiding a collaboration of a group of people in 

order to achieve united goals (Mazurkiewicz 2012: 13);  

 skills empowerment leadership, which depends on supporting others in order to de-

velop their leadership skills; 

 creative leadership, where the leader creates ideas and concepts which acquire value 

with time.  

 As Gunter (2002: 104) explains, however, not every principal has to be a bril-

liant leader in education. It would be sufficient to be able to combine decent interper-

sonal skills with the ability to manage the school’s organisational issues. However, a 

perfect combination would be either a natural or professionally-developed principal-

leader who is both aware of and knowledgeable about some theoretical and legal aspects 

of managing the school successfully and is also creative, flexible, charismatic and open 

to new ideas. An effective principal should also have clear and concise goals in mind, 

such as improving the school’s performance. 

  The appointment of a principal is clearly a critical decision but how is this proc-

ess of finding an inspiring leader managed for a Polish upper secondary school? The 

Decree of the Minister of Education of 8 April 2010 defines the regulations for open 

competition for the position of the head of the state school or a state educational institu-

tion; these procedures are critical (Celuch 2012: 1; Journal of Laws 2010: 1). Thus, a 

principal is appointed through an open contest by the governing body of the particular 

general upper secondary school, with a vacancy being advertised detailing deadlines, 

job specification and requirements, and the list of necessary documents to be submitted. 

Two stages of the open competition are then conducted (Celuch 2012: 1). In the first 

part of the competitive process, the commission checks whether the candidates have met 

the formal requirements and if so they are invited for part two, a formal interview (Ce-

luch 2012: 5). The composition of the interview panel is specified in the Education Act 

of 1991 and includes three representatives of the governing body, two representatives of 

the pedagogic supervisory institution, one member out of the Staff Meeting, one from 

Parent Association and one from the Teachers’ Unions (Staszewska 2013: 1). Following 

the interviews, a secret ballot is conducted and the candidate with the absolute majority 

wins (Journal of Laws 2010: 5236). 
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The advertisement for the position of the principal, together with the official re-

quirements, describes a good source of knowledge regarding the official expectations 

for the role of the principal.
3
 In a written application, the candidate is required to de-

scribe the set of values which he or she considers the most important in his or her pro-

fessional career as well as his or her priorities for improving the school’s performance 

(Celuch 2012: 3). However, great attention seems to be paid to the candidate’s plans for 

managing the school through a thorough knowledge of the current situation in the 

school and the vision of its overall improvement (Celuch 2012: 3-4). Although docu-

mentation submitted by the candidate might provide details about a candidate’s manage-

rial qualifications, there is no official requirement to deliver documents or references 

regarding the leadership skills of the candidate (Celuch 2012: 1-2). Whilst it is clear that 

the process of appointing a principal seeks to identify high managerial skills, it is sur-

prising that the importance of leadership in education is so starkly omitted in the official 

procedures. 

 

 

 

                                                 
3
 The interview with the then Principal of the General Upper Secondary school in Sulechów MA Halina 

Szeląg, which was conducted on 15th October 2010, might throw light on to the way the Polish Principal 

understands the term leadership in education. In the first place, MA Szeląg highlighted that the factual 

knowledge about leadership is indispensable together with hard work, being systematic and creative. In 

her opinion the biggest threat for being an efficient leader is not to have ideas, willingness and suitable 

people with whom a leader could work in an creative way. MA Szeląg regarded the innate talent to lead 

people as well as hard work and experience as equally important to make a leader efficient. She also 

added that one thing which was also important but not possible to acquire was charisma. According to 

MA Szeląg, a leader could improve his/her skills through self-education and reading relevant literature 

and many wise people she met inspired her to introduce changes and act. MA Szeląg summarised that 

factual knowledge, self-education, observing other people and constructive criticism from others help to 

be a good leader in education. MA Szeląg added that a good leader in education should motivate teach-

ers and ought to have positive relationship with educational authorities in order to obtain their financial 

and moral support, which would facilitate to introduce improvements in the institution. Finally, MA Sze-

ląg emphasised that a leader was a central person in the organisation but could not do things only on 

her/his own and the suitable and dedicated team of teachers is indispensable to achieve success. Taking 

these remarks into consideration, it seems that a leader in Polish upper secondary schools considers 

his/her work as leading part of a dedicated team, finds good relationship with educational authorise as 

crucial for his/her efficient performance, ought to be self-motivated, hard working and experienced, 

should ongoingly self-educate and should have a set of ideas of what to do and how to do it.  
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3.1.1.4. The organisation of foreign language teaching in Polish general upper sec-

ondary schools 

As outlined in the previous chapter, the policies concerning foreign language education 

in Poland are in accordance with the major guidelines and recommendations of the 

European Union including the major Polish legal regulations described in section 

3.1.1.2. Together with Core National Curriculum (Ministry of National Education 

2009: 1) and the Decree of the Minister of National Education of 7 February 2012 on 

teaching frameworks in state schools (Journal of Laws 2012: 1), they provide a basis for 

the organisation of foreign language education in Poland.  

In accordance with the Core National Curriculum, in general upper secondary 

schools modern foreign languages are compulsory during the three-year cycle at two 

levels, namely the basic level with the requirement of B1 proficiency, and the extended 

level with the requirement of B2 proficiency: taking one foreign language at the basic 

level for the final examination is obligatory for all the students (Ministry of National 

Education 2009: 60). Additionally, following the directives included in the Decree of 

the Minister of National Education of 21st June 2012, the minimum number of teaching 

hours for two modern foreign languages in the three-year cycle of education in the gen-

eral upper secondary school is 450 hours at the basic level and an additional 180 hours 

for the extended level (Journal of Laws 2012: 16). On the basis of these frameworks, the 

principal of each school creates term and weekly schedules for teaching foreign lan-

guages (Journal of Laws 2012: 5) and a typical weekly schedule for two languages on 

the basic level would be 5 hours per week (Derecka et al. 2012: 26), while one language 

on the extended level it would be 6 hours per week (Derecka et al. 2012: 29). In addi-

tion, it is advisable for the principal to create foreign language teaching groups of up to 

24 students who share a more or less similar level of knowledge of the language. The 

groups can be form groups, inter-form groups and, if the governing body allows, inter-

school groups (Journal of Laws 2012: 5-8). Each lesson in all types of schools, includ-

ing the general upper secondary school, lasts forty five minutes.
4
 

There are also strict rules regarding the choice of syllabi and coursebooks in 

general upper secondary schools. In accordance with the Decree of the Minister of Na-

                                                 
4
 The author provides this information as an experienced teacher who knows about the timing of lessons 

in Poland from his own experience.  
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tional Education of 21st of June 2012, the syllabus for a particular foreign language can 

be introduced at school only after the principal’s approval at the request by foreign lan-

guage teachers (Journal of Laws 2012a: 2). Moreover, the teacher can use a syllabus 

derived from a variety of sources on condition that it meets the users’ needs and abili-

ties. The syllabus may be externally created, the teacher’s own created one, or a sylla-

bus compiled or adapted with colleagues (Journal of Laws 2012a: 2). As far as the 

choice of the coursebook is concerned, the main requirement is that it should be in ac-

cordance with the content of the National Core Curriculum. However, there are eight 

detailed requirements, included in the Decree of the Minister of National Education, 

concerning the quality of a textbook (Journal of Laws 2012a: 3-4): 

 it must contain factual knowledge; 

 it must adhere to the core curriculum; 

 it must fit the school’s teaching frameworks; 

 it must contain motivating and stimulating activities; 

 it must be suitable for mixed ability students; 

 it must clearly define whether it is for the basic or extended level; 

 it must be in accordance with all legal regulations including the ratified international 

ones; 

 it must have a clear layout;   

 it must not include any form of advertising other than about the publishing com-

pany. 

In addition, according to the Decree of the Minister of National Education of 21st of 

June 2012, the coursebook must be approved by the Ministry of Education after receiv-

ing at least three positive recommendations by specialists (Journal of Laws 2012a: 5). 

On that basis the coursebook is included in the special register which is published on the 

official website of the department of the Ministry of National Education (Journal of 

Laws 2012a: 10). 

 There is a related issue regarding the question of legal regulations on the formal 

qualifications of foreign language teachers. According to the Decree of the Ministry of 

Education (2009a: 4606), the teacher is considered to be fully qualified to teach foreign 

languages in general upper secondary school if he or she has obtained a Master’s degree 

in a foreign language philology with foreign language teaching specialization, or in ap-

plied linguistics with adequate pedagogic qualifications (Journal of Laws 2009a: 4606). 
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A Bachelor’s degree in a foreign language philology (Journal of Laws 2009a: 4606) is 

also acceptable for all types of school. Another option is for the teacher to have gradu-

ated from a teachers’ training college in the appropriate language specialization together 

with any type of higher education studies (Journal of Laws 2009a: 4606). It is also ac-

ceptable for the teacher to have a state teacher’s second level proficiency certificate in 

the appropriate foreign language or a certificate of advanced or proficient knowledge of 

the appropriate foreign language together with pedagogic qualifications (Journal of 

Laws 2009a: 4606).  

 The organisation of foreign language teaching in Polish general upper secondary 

schools is highly centralized and supervised with clear rules concerning the teaching 

framework, curriculum and coursebooks. A measure of the efficiency of such a system 

can be established through the analysis of results of the final examinations in foreign 

languages.   

3.1.2. English sixth form college system
5
       

The origins of the contemporary sixth form college system seem to be quite complex, so 

only a brief description of the system can be undertaken at this point. The sixth form 

describes the two-year post compulsory period of education for 16-18 year olds in Eng-

land. In schools it was modelled on the public school system,
6
 which paradoxically, is 

the name given to the private school sector in England,  and within the state sector, it 

was further developed in grammar schools  (Macfarlane 1993: 1). The 1944 Education 

Act required all children in state education in England to take an examination at the age 

of eleven, the 11 plus exam (Macfarlane 1993: 11). This form of assessment was de-

signed to determine whether a child should go to grammar school, to receive academic 

                                                 
5
 The reliability of the factual information regarding the sixth form college system was consulted with Dr 

John J. Guy OBE, the long-standing Principal of The Sixth Form College Farnborough, the present board 

member of the awarding body OCR and Cambridge Assessment, a member of the expert panels advising 

the Secretary of State on the development of the Children’s Workforce, a member of the LSC External 

Advisory Group, a former member of the Tomlinson 14-19 Working Group and a former chair of the 

Assessment Sub-Group.   
6
 The public school system dates back to the nineteenth century, however, a few well-known public 

schools were established around 400 years ago. In the early past public schools aimed at producing an 

administrative, political  and social elite. Public schools must include a sixth form that comprises at least 

25% of their population, and the admission to public schools is still very selective (Macfarlane 1993: 1-

2). 
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education, or to a secondary modern school where education provision was less good, 

resources were poorer, the curriculum less challenging, and generally prepared young 

people to become workers
7
 (Macfarlane 1993: 3; Watkins 1982: 2). In their early stages, 

grammar schools were seen as a route by which bright working class children could 

achieve an academic education based on merit but over time they became much more 

middle class, mainly providing education to children from well-off families, since they 

were usually coached privately in order to pass 11 plus exam (Macfarlane 1993: 3-4; 

Watkins 1982: 1-2). In due course the children would proceed to the grammar sixth 

form
8
 (Macfarlane 1993: 3-4; Watkins 1982: 1-2). In the post-war period both the eco-

nomic and social situations of the citizens were getting better and, as a consequence, 

more and more parents wanted their children to stay at school longer and get a better 

education. In 1965, the 11 plus examination had become discredited as a means of fair 

selection of 11 year olds and the first comprehensive schools were introduced to replace 

the grammar and secondary modern system
9
 (Macfarlane 1978: 26). Some comprehen-

sive schools covered the whole 11-18 age range but in some areas a different model was 

chosen, 11-16 schools and 16-18 specialist colleges (Macfarlane 1993: 6-7; Watkins 

1982: 3-5). These colleges featured a new type of provision, the comprehensive sixth 

form, and were created with an open and democratic philosophy
10

 (Macfarlane 1993: 6-

                                                 
7
 The information was extended and explained to the present writer by Dr John J. Guy OBE. 

8
 The information was extended and explained to the present writer by Dr John J. Guy OBE. 

9
 Dr John J. Guy OBE explained that grammar schools were seen by both Labour and Conservative gov-

ernments as increasingly unfair because of the 11 plus hurdle- bright children passed and went to well-

resources grammar schools (with 11-18 education going to A level) and less bright students were con-

demned to secondary moderns (11-16 with a school leaving certificate at the age of 16) with poorer 

teaching and a weaker curriculum on the bases of a single hurdle at the age of 11. At the boundary 

(pass/fail) the accuracy of assessment was poor, so some children who should go to grammar schools 

were failed and others who scraped a pass were increasingly uncomfortable in the grammar school envi-

ronment. The percentage of children passing the 11 plus exam was different from one local authority to 

another, depending on how many grammar school places were available locally. The percentage of the 

cohort passing the 11 plus ranged from 2 or 3% in some authorities to 20% in others.  
10

 Dr John J. Guy OBE added that the comprehensive school system was introduced to abandon the sys-

tem of separating children at the age of 11 into two types of school-in favour of comprehensive schooling 

for all children at secondary age, ideally in well-resourced comprehensive school catering for children of 

all abilities, the very bright as well as those in need for remedial help. Different authorities could adopt 

different systems, and the most widely used system was for comprehensive schools covering the whole age 

range 11-18. However, this was not universally successful because, on the whole, former grammar 

schools which became comprehensive retained their teaching staff, and often an academic ethos, but so 

did the former secondary moderns becoming comprehensive schools, with a less academic staff, a weaker 

ethos, and thus a disadvantage in terms of developing a sixth form curriculum. An alternative model 

spread across the major conurbations, and series of 11-16 schools. In general, the sixth form colleges 

developed from the grammar schools where staff were used to teaching A level whilst the 11-16 schools 

tended to be developed in the old secondary modern school buildings. In areas where the 11-16 school 
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7; Watkins 1982: 3-5). On top of that, the comprehensive sixth forms combined ad-

vanced level work with some less academic courses including vocational training 

(Macfarlane 1993: 7).  

Although earlier attempts had been made to develop the 16-18 college concept 

in the independent sector,
11

 the introduction of the comprehensive education approach, 

enabled the philosophy to emerge as the basis for the new kind of institution, the sixth 

form college (Macfarlane 1993: 7-8; Watkins 1982: 4-5). Bearing in mind the new de-

mands of the contemporary society, the ideology behind the sixth form college system 

was based on the following principles (Macfarlane 1978: 30-33): 

 improving the university preparation of the academically able students by employ-

ing highly qualified teachers and affording the best resources; 

 providing a wide range of subjects to choose from, both academic, vocational and 

enrichment; 

 varying the levels of study including GCE, non-examined cultural courses and voca-

tional studies providing various professional qualifications;  

 creating student groups with the capacity which allows a stimulating atmosphere 

and fosters competition; 

 ensuring social and disciplinary organisation because of the nearly adult age of stu-

dents; 

 leaving the academic discipline in the hands of the principal and staff but with much 

greater students’ responsibility for their own affairs;   

 facilitating the initiatives undertaken by student councils. 

Although the first independent sixth form colleges were opened out of mainstream in 

1953, Welbeck College, and in 1962, Atlantic College,
12

 the first state-funded institution 

to be agreed was Mexborough Sixth Form College in 1964 and Luton was the first op-

                                                                                                                                               
and 16-18 sixth form college system was introduces, the outcomes in terms on staying-on rate and post-

16 success have been very good.   
11

 The first known protagonist of the idea of the sixth form college open to wide variety of children was 

Rupert Wearing King, who tried to create a kind of prototype modern sixth form college in 1954. His 

idea, however, was rejected by the grammar school heads and staffs (Watkins 1982: 4). Secondly, Sir 

Geoffrey Crowther advocated the open sixth form college (Watkins 1982: 5).  
12

 Dr John J. Guy OBE explained that Although places like Welbeck and Atlantic College opened early 

on, they are not typical of sixth form colleges. Both are private schools – Welbeck is owned by the minis-

try of Defence and essentially educates young people who are hoping to join the armed forces and Atlan-

tic college is a private college which specialises in 16-19 year olds with an international focus. Sixth 

Form Colleges like Luton and the 93 listed by the Association of Colleges arose because of the emer-

gence of comprehensive education in England.  
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erational sixth form college in 1966 (Macfarlane 1993: 8-9; Watkins 1982: 5-6). In June 

2015 there were 93 state-funded sixth form colleges in England (Association of Col-

leges 2015: 1); education is free of charge for students under nineteen years of age (The 

Sixth Form College Farnborough 2013: 2). At this point, we will proceed to describing 

legal regulations in England which deal with upper secondary education. 

3.1.2.1. Legal regulations  

The aim of this section is to provide some background information on the legal regula-

tions relating to the English further education system.
13

 Because there is no written con-

stitution in the United Kingdom, all the laws, including those relating education arise 

from legislation, such as the acts of the Parliament, common law, the European Union 

laws and the Human Convention of Human Rights (Chartered Institute of Legal Execu-

tives 2014: 1). In the first place, a significant shift took place as a result of the 1944 

Education Act, which imposed a statutory duty on Local Education Authorities (LEAs), 

to provide adequate and sufficient facilities for further, post compulsory education 

(Macfarlane 1993: 11). Furthermore, in 1988  a major educational reform was under-

taken, which also affected further education institutions and the guiding principles of 

this reform are included in the Education Reform Act 1988 (the National Archives 1993: 

1). Additionally, the most detailed and specific regulations regarding only further and 

higher education are presented in the Further and Higher Education Act 1992 (the Na-

tional Archives 2014h: 1). This document also designates the Secretary of State as the 

person who determines all disputes, issues orders, and also supervises whether the qual-

ity of education is sufficient, the standards are high, students manifest adequate 

achievements, and whether the finances are managed properly (the National Archives 

2014h: 1). Another important document is Learning and Skills Act 2000, which includes 

specific laws concerning further education institutions (the National Archives 2002: 1). 

The most fundamental legal regulations regarding English education, including further 

education, are incorporated in the Education Act 2011 (the National Archives 2012:1). 

                                                 
13

 Further Education refers to education for those age over 16 but not at a university (Wehmeier 2000: 

524) while Higher Education provides education and training at college or university level (Wehmeier 

2000: 611).  
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Once such issues have been clarified, it is time to focus on the actual organisation and 

structure of the sixth form college system. 

3.1.2.2. The organisation and structure of the sixth form college system 

As far as the organisation and structure of the sixth form college system are concerned, 

the legal instruments listed in the former section provide the basis for the overall func-

tioning of schools and colleges, with the caveat that there are local variations. The sen-

ior agencies governing the sixth form college system are the Department for Education 

and the Department for Business, Innovation and Skills of the United Kingdom gov-

ernment, with the Secretary of State for Education taking major responsibility for coor-

dinating the system (European Commission 2013d: 1). In addition, there are six agen-

cies or public bodies answering to the Department for Education that regulate different 

aspects of the sixth form school system: 

 The Office of Qualifications and Examinations Regulation (Ofqual), which stan-

dardizes qualifications, examinations and assessment in England (the National Ar-

chives 2014: 1); 

 The Office for Standards in Education, Children’s Services and Skills (Ofsted), 

which deals with sixth form colleges, school inspections and basic teacher education 

(the National Archives 2014a: 1);  

 The Education Funding Agency, which determines funding for all state-provided 

post-16 education (the National Archives 2014b: 1); 

 The National College for Teaching and Leadership, which aims at improving the 

quality of teachers’ services and assists sixth form colleges in exchanging experi-

ence and helping each other to improve (the National Archives 2014c: 1); 

 The Office of the Children’s Commissioner, which guides the rights, views and in-

terests of children under eighteen years of age (the National Archives 2014d: 1); 

 The Social Mobility and Child Poverty Commission, which coordinates governmen-

tal actions in order to improve social mobility and limit child poverty in the United 

Kingdom (the National Archives 2014f: 1); 

 The Department for Business, Innovation and Skills, whose main responsibility is to 

improve the quality of vocational further education and skills training by providing 
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funding systems, improving teacher training and apprenticeships schemes (the Na-

tional Archives 2014g: 1). 

 In order to be eligible for national funding, it is obligatory for a sixth form col-

lege to provide certain types of courses which enable students to acquire approved voca-

tional qualifications, prepare them for the General Certificate of Secondary Education 

(GCSE) or the General Certificate of Education (GCE) at Advanced Level examina-

tions, and to secure other courses that are mentioned in the Further and Higher Educa-

tion Act 1992 (the National Archives 2014h: 74). In practice, as can be found on the 

official website, an average sixth form college offers Advanced Level courses such as 

Advanced Subsidiary (AS), and A2; General Certificate of Secondary Education (GCSE) 

and International General Certificate of Secondary Education (IGCSE) courses for 

those students who would like to retake their lower secondary school exams, and some 

one- or two-year vocational courses (The Sixth Form College Farnborough 2014: 1). As 

is explained on the official website, during the average two-year cycle of education in 

the sixth form college students are required to choose three or four subjects that they 

will study and prepare for the final qualifications and/or examinations (the Sixth Form 

College Farnborough 2013a: 9). 

 Although there are general legal regulations regarding the organisation and 

structure of the sixth form college system in England, most of the responsibility over the 

establishment of such type of schools rests with the local authorities (European Com-

mission 2013d: 1). At present, according to the Further and Higher Education Act 

1992, local councils have the obligation to provide post-16 facilities adequately to the 

population of their area, and they can apply to the Secretary of State to establish a new 

sixth form college or sixth form within a school (The National Archives 2014h: 2-14). 

Additionally, there are also local education authorities with some power regarding su-

pervising the quality, standards and financial management of further education schools 

(the National Archives 2014h: 9). Moreover, local county councils recommend the or-

ganisation of the academic year which must comprise 190 teaching days and an addi-

tional five ‘teacher days’ (Education Reform Act, 1988), for school or college-

determined continuing professional development. The academic year in the UK runs 

from September to August, and a typical school year within the state-funded sector lasts 

from 1st/2nd September to mid-July and is divided into three terms: autumn, spring and 

summer (Hampshire County Council 2014: 1).  
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The 1992 Further and Higher Education Act changed the governance of all sixth 

form colleges
14

 (Panchamia 2012: 3-4), taking them out of local authority control and 

making them independent corporations. A new Governing Body, The Corporation, for 

each college was appointed by the Secretary of State, comprising independent members 

of the local community from the business and commercial sector, the voluntary sector, 

and other areas, including a minimum of two parent governors, a student, and a single 

representative of a local council. This body was given the power to determine the mis-

sion of the College, and crucially the power to appoint, appraise, and dismiss the Princi-

pal. The power and influence of the local authority in sixth form college education was 

effectively reduced to zero by this Act of Parliament.
15

 

 In terms of the structure of an average corporation of the sixth form college, the 

Principal is the head of the academic institution and the Chief Executive of the corpora-

tion
16

. He or she is assisted by Deputy principals who are responsible for different as-

pects of the college performance such as finance and administration, curriculum and 

innovation, student services and registry. All this information can be found in the 

document, The Corporation of the Sixth Form College Farnborough management struc-

ture and responsibilities (The Sixth Form College Farnborough 2014a: 1). In most col-

leges, the appointment and terms and conditions of employment of the members of this 

team are the responsibility of the Corporation. Additionally, many sixth form colleges 

have student associations where the President of the Association is also a member of the 

Governing Body of the College and oversees a variety of college activities including 

social and charity events (The Sixth Form College Farnborough 2014b: 1). Moreover, 

                                                 
14

 Dr John J. Guy OBE shed some more light on this and explained that The Act changed the sixth form 

colleges’ status overnight so that on 1 April 1993 they became incorporated institutions. This meant that 

the ownership of the land and the buildings transferred to the governing body of the college, also referred 

to as the Corporation, who had complete responsibility for the college as defined in the Articles and in-

strument of government. In addition, staff employment was transferred from the local authority to the 

College Governing Body so new contracts were issued and staff were no longer subject to School Teach-

ers’ Review Body (the National Archives 2014e). So salaries were no longer linked to the school teach-

ers’ scale but were subject to decisions of the governing body. The Principal of the College who had 

previously been an employee of the local authority became the Chief Executive Officer of the corporation 

and was responsible for the overall budget of the college. At The Sixth Form College Farnborough this 

was about £16 million per year, about 65% of which was spent on staff salaries.  
15

 This information was provided by the former long-standing Principal of the Sixth Form College Farn-

borough, Dr John J. Guy OBE 
16

 The term corporation is used in official documents with the reference to a sixth form college in order to 

put some emphasis on its independence. 
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occasionally parents’ associations are also formed, the main role of which is to facilitate 

the community activities (Watkins 1982: 18).  

Each sixth form college is required to publish a college charter, which provides 

information on admission, guidance and counselling, financial issues, teaching and 

learning information, legal provisions and other issues (The Sixth Form College Farn-

borough 2013: 1-4). Importantly, the Charter also outlines the complaints procedure so 

that students and parents have a clear pathway for escalating a complaint if it is not 

dealt with to their satisfaction (The Sixth Form College 2011: 1-7). Colleges also have a 

code of conduct, which defines the required pattern of behaviour of the sixth form col-

lege students as well as disciplinary procedures (The Sixth Form College 2011: 1-7). 

The following section focuses on the role of the principal of the sixth form college as a 

leader in education. 

3.1.2.3. The role of a principal as a leader in English education 

The framework for the general role of the principal as a leader in education has been 

described in section 3.1.1.3., and therefore, the main focus at this juncture will be on the 

presentation of the legal requirements for the principal of the sixth form college. In the 

first place, as the document The further education regulations specifies, an individual 

can be appointed as a principal of a further education institution, including a sixth form 

college if he or she has successfully completed the Principals’ Qualifying Program or-

ganised by the Centre for Excellence in Leadership or if he or she holds an equivalent 

qualification received in an European Economic Area State or Switzerland which are in 

accordance with the suitable EU directives (the National Archives 2007: 1-2). 

 The process of recruitment of a principal is based on The Employment Practices 

Code (Information Commissioner’s Office 2011) and some additional vetting is neces-

sary under the Protection of Children Act 1999 (Information Commissioner’s Office 

2011: 15). Consequently, the detailed procedures are as follows (Information Commis-

sioner’s Office 2011: 16): 

 a national advertisement; 

 applications; 

 verification; 
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 short-listing; 

 interviews, pre-employment vetting;    

 retention of recruitment records. 

Although there are no regulations governing the appointment process, typically the 

Governing Body will publish two important documents for prospective applicants: the 

Job Description and the Person Specification. The job description
17

 provides a useful 

overview of the scope of activities of the principal of such an educational institution. 

For example, it will require the principal to fulfil the main objectives of the institution, 

provide outstanding leadership in all aspects of the college management and perform-

ance, cooperate with the local community institutions and educational partners, improve 

different aspects of the college performance with the special emphasis on improving 

students’ achievements, provide superb managerial skills in order to improve the col-

lege premises, and, last but not least, perform all actions in accordance with internal and 

external legal regulations and provisions. (see Appendix 1).  

 The person specification
18

 contains a list of essential and desirable attributes 

related to education, qualifications and self-development; leadership track record; stra-

tegic and visionary thinking abilities; inspirational communication skills; and ability to 

work and inspire young people and business acumen. (see Appendix 2). If the potential 

candidates feel that they meet the requirements of the person specification and are con-

fident that they carry out the duties outlined in the job description, they may choose to 

apply for the position. Typically, this will involve completing an application form, 

which requires considerable effort and thought because it is designed to shed some light 

on the candidate’s potential.
19

 The application form might include, apart from providing 

some personal, educational and experience information, three sections in which the can-

didates must define, in maximum 500 words per each section: 

 how their experience in education has prepared them for the leadership role; 

 examples of three of their meaningful achievements during their last 36 months that 

prove their suitability for the post; 

                                                 
17

 The original document from the actual principal selection process at The Sixth Form College Farnbor-

ough in 2009-2010. 
18

 The original document obtained by the present author during the original process of principal selection 

process in The Sixth Form College Farnborough 2009-2010.  
19

 The information in this paragraph is based on Dr John J. Guy’s comments and explanation. 
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 the possible challenges facing a newly appointed principal of the sixth form college 

and the way the candidate will deal with them. (see Appendix 3). 

 Even a cursory glance at the selection procedure indicates that the most cher-

ished and valued qualities sought by the governors is the ability to provide good leader-

ship combined with excellent managerial skills. It seems obvious that the principal’s
20

 

role is not only to secure modern facilities, but also to employ the best possible teaching 

staff in order to create an inspirational atmosphere to support students in achieving the 

best possible results.   

3.1.2.4. The organisation of foreign language teaching in English sixth form col-

leges 

                                                 
20

 The interview with Dr John J. Guy OBE, the then Principal of The Sixth Form College Farnborough, 

conducted by the present writer on 6th August 2010, may shed some additional light on the principal’s of 

the sixth form college role as a leader in education. Being a long-term and highly successful Principal in 

two educational institutions he can be an excellent example of a leader in education in England and his 

views on this subject may reflect the general tendency and expectations from the leader in English sixth 

form colleges. Thus, Dr Guy remarked that a leader need to build up a critical mass of people who are on 

the side of the idea and he/she must value the students, value the staff, and change things gradually. As 

for the worst qualities that a leader in education should avoid, Dr Guy considered isolating from people, 

not listening to the and doing things without planning. Dr Guy also enumerated the most desired qualities 

of a leader which were: self-motivation, so the leader has to have real drive and energy to really want to 

succeed for the organisation; the ability to motivate others; and self-awareness of own faults, fears and 

anxieties. He highlighted that blind hard work wouldn’t produce a good leader. Dr Guy emphasised that 

the ability to communicate with others was indispensable and people who were simply unable to commu-

nicate with others would never become good leaders. When asked what kind of activities should a person 

perform in order to improve leadership skills, Dr Guy replied that they need to study the different types of 

leadership styles and they should ask their colleagues how well they were doing because a good leader 

was not afraid to take advice and constructive criticism from people that he or she leads. Dr Guy added 

that the principals of the eleven sixth form colleges in Hampshire meet up every six or eight weeks and 

they discussed a number of things including any difficulties they had in their own institutions, and he 

considered this as very important since they could share and understand what other leaders were doing. 

His other reflections on leadership regarded the need for constant evaluation of an organisation and de-

veloping a self-critical ethos within the organisation. Moreover, in his view the principal as a leader in 

education should work the hardest in an organisation, and not just delegate duties and then sit and watch. 

However, it does not mean that the principal has to do all the things himself/herself. According to Dr 

Guy, a leader should have in place people who have got a responsibility for developing excellence in 

teaching, develop excellence in the pastoral support of students, developing excellence in the buildings, 

delivering excellence in finance, but a leader could not afford not to take notice of everything. Dr Guy 

also highlighted the importance of providing a nice environment in which people work since they would 

be more productive in their work. Having considered what Dr Guy said about the way he considers lead-

ership in education, it may be concluded that a principal as a leader in the sixth form college education 

should have some developed and innate skills that help him to build up an efficient and dedicated team in 

the institution, should always have a plan to improve things but introduce changes gradually, must create 

a friendly and supportive atmosphere in the workplace, should set an excellent example for the co-

workers and students by working extremely hard, should seek for constructive criticism and ought to 

exchange ideas and seek support among other leaders in education.  
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As is the case in Poland, educational foreign language policy in England has to be es-

tablished in accordance with major documents of the European Union and English offi-

cial documents which were listed in the section devoted to the organisation and struc-

ture of the sixth form college system. Interestingly, in post-16 education there is no 

national curriculum and the organisation of foreign language teaching in each college is 

determined by the school itself
21

. Additionally, the curriculum schemes are produced by 

foreign language teachers on the basis of GCE criteria for modern languages (Ofqual 

2011) and exam specifications published by official examination boards such as As-

sessment and Qualifications Alliance (AQA 2013), Pearson Education Limited (Edex-

cel 2013) and Oxford, Cambridge and RSA Examination Board (OCR 2013) and ap-

proved later by the principal.  

Students choose whether or not to study a modern foreign language in the post-

16 sector; it is not compulsory. Typically, subjects are offered at two advanced levels. 

The first is the introductory advanced level, building upon the skills and knowledge 

successfully acquired in the GCSE course, which is called Advanced Subsidiary (AS) 

and may be equated to level B1 proficiency when referring to the Common European 

Framework of Reference for Languages: Learning, Teaching, Assessment (Council of 

Europe 2011). The examination at this level is taken after the first year of learning.
22

    

The second level of foreign language education is the extended level, called A2, 

which is equivalent to the B2 proficiency when taking CEFR (Council of Europe 2011) 

scales and the examination at this level is taken after the second year of studies
23

. 

Moreover, such aspects as the length of the lesson and the minimum number of hours 

per week or year are decided by the college authorities. The length of individual lessons 

varies from 55 minutes to 1.5 hours in different colleges, with an average of 4.5 hours in 

total per week per subject, which translates into approximately 540 hours each year as 

for the minimum hours of teaching.
24

 There are no national rules regulating the number 

                                                 
21

 Majority of the factual information about the organisation and structure of modern foreign language 

teaching in sixth form colleges in England in this section comes from Dr John J. Guy OBE, the then Prin-

cipal of the Sixth Form College Farnborough, and the Heads of Modern Foreign Languages Departments 

from the Sixth Form College Farnborough, Barton Peveril College, Strode’s College and Peter Symonds 

College.   
22

 This information was obtained from Dr John Guy OBE and the Heads of Modern Languages Depart-

ments in four sixth form colleges in England. 
23

 This information was obtained from Dr John J. Guy OBE and the Heads of Modern Languages De-

partments in four English sixth form colleges. 
24

 This information was obtained from the Heads of Modern Foreign Languages Departments in four sixth 

form colleges in England.  
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of students in language groups; in this study, group sizes ranged from 15 to 22 in differ-

ent colleges but across the country A level language groups may be as small as 2 or 3 

students.
25

 

Similarly, there are no national legal regulations regarding the choice of the 

coursebook. To be more specific, it is the school leadership team and foreign language 

teachers who decide which textbook to use, if any, with the qualification that they usu-

ally stick to a coursebook endorsed by their examination board.
26

 As far as employing 

new teachers is concerned, it is the individual college decision; however, the minimum 

criterion for a foreign language teacher is to have a teaching qualification in addition to 

a degree
27

. Colleges prefer to hire teachers who have a good knowledge of a foreign 

language and who can communicate with and teach young people effectively; in the 

majority of colleges candidates for a new appointment have to do an observed teaching 

session as a part of the selection process
28

 to demonstrate their competence. It must be 

emphasised that usually qualified and experienced teachers have an advantage  but 

sometimes the College authorities decide that individuals without formal qualifications 

should be hired since they see their potential for being excellent teachers.
29

 

Taking everything into account, it seems that English sixth form colleges enjoy 

great freedom and represents a decentralised model of modern foreign language teach-

ing. However, colleges are subject to supervision by suitable authorities such as the Of-

fice for Standards in Education, Children’s Services and Skills (Ofsted 2014). The prin-

cipalship and senior managers in each college retain the responsibility for providing the 

best quality teaching and they can make independent decisions in almost all strategic 

fields of the college performance, including modern foreign languages.   

                                                 
25

 This information was obtained from the Heads of Modern Foreign Languages Departments in four sixth 

form colleges in England. 
26

 This information was obtained from the Heads of Modern Foreign Languages Department in four sixth 

form colleges in England.  
27

 This information was obtained from the present Principal of the Sixth Form College Farnborough MSc 

Simon Jarvis, who also highlighted that sixth form college have always had this freedom to appoint who-

ever they deem to be a good teacher. 
28

 This information was obtained from the present Principal of the Sixth Form College Farnborough, MSc 

Simon Jarvis.  
29

 This information was obtained from MSc Simon Jarvis, the present Principal of the Sixth Form College 

Farnborough.  
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3.1.3. Comparing the similarities and differences of Polish and English upper 

secondary school systems 

Even a cursory glance at the information which was provided in the preceding sections 

confirms that there are many organisational and structural differences between the gen-

eral upper secondary school system in Poland and sixth form college system in England; 

these are presented in Table 2.  

Table 2. The differences between the Polish and English upper secondary school systems. 

Characteristic Polish general upper secondary 

schools 

English sixth form colleges 

Origin Historical roots Specifically created to meet demands of modern 

society 

Curriculum 1) Three-year cycle, mandatory 

subjects with optional extended 

subjects 

2) Learning modern foreign 

languages is mandatory 

3) Obligatory national core cur-

riculum including foreign lan-

guages 

4) There are firm regulations 

regarding the choice of a 

coursebook 

1) Two-year cycle, students choose 3 or 4 sub-

jects, all individual choices 

2) Learning modern foreign languages is op-

tional 

3) No national core curriculum 

4) Colleges decide about the coursebook 

General organisa-

tion and structure 

1) There are firm national rules 

of employing foreign language 

teachers 

2) The minimum teaching 

hours are nationally set 

3) The length of lessons is set 

nationally 

4) There is a maximum num-

ber of 24 students in a language 

group, which is regulated by 

national law 

1) No national rules, the principal’s responsibil-

ity 

2) The college authorities regulate the minimum 

hours of teaching, and they seem to be higher 

than in Poland both at the basic/introductory and 

extended levels 

3) The length of lessons is regulated by college 

authorities and seems to be considerably longer 

than in Poland 

4) Colleges decide about the size of a language 

group 

   

 

The most striking differences concern the curriculum and organisational issues. 

Similarities are rare and they mainly concern the fact that both Polish general upper 

secondary schools and English sixth form colleges must follow high-level organisa-

tional principles established by the acts of their parliaments and appropriate minister’s 

decrees. Secondly, both types of schools operate on the basis of a set of internal docu-

ments that regulate some details of the schools’ performance, such as code of conduct 

and school charter.   
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3.2. Rationale for investigating selected aspects of foreign language teaching in 

Polish and English upper secondary schools 

At this point, it seems warranted to discuss the rationale for the selection of nine aspects 

of foreign language instruction in Polish and English upper secondary schools that were 

investigated in the study reported in this dissertation. Thus, the subsections that follow 

focus on such issues as functioning and cooperation of teacher teams, the model of the 

foreign language lesson, teaching techniques and aids, the use of a coursebook, forms of 

student assessment, classroom interactions and the ways of making students autono-

mous. Two other aspects of the present research were discussed previously, namely, 

program evaluation in Chapter 2 and the role of the principal as a leader in education in 

sections 3.1.1.3. and 3.1.2.3. 

3.2.1. Teachers’ teamwork and cooperation 

It is widely accepted that each teacher’s obligation is to improve instructional practices 

throughout their career in order to help their students achieve the best possible results.  

In the opinion of many researchers, schools should aim to create an efficient teacher 

team which helps practitioners in their professional development and concentrates on 

students’ achievement; this approach is applicable across all types of teacher teams 

(Chappuis and Stiggins 2009; Farber and Armaline 2012; Fischer and Taylor 2012; 

Jurczyk et al. 2012; Wlazło 2012). Additionally, professional development is the most 

effective when it is on-site, job embedded, sustained over time, centred on active learn-

ing and focused on student outcomes; most outside workshop trainings cannot provide 

such conditions on a regular basis (Chappuis and Stiggins 2009: 57).   

Firstly, it seems warranted to define what a teacher team is, what the types of 

teams can be distinguished and what their goals are. Thus, a teacher team is a group of 

teachers whose cooperation and activities influence the overall performance of a school 

(Fischer and Taylor 2012: 236); the identification of particular teams, and how many, 

depend on the organisation of the school’s performance and curriculum issues (Fischer 

and Taylor 2012: 236). It is crucial, however, for the teacher team to have clearly de-

fined goals, such as: 
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 facilitating lasting positive changes in the classroom (Chappuis and Stiggins 2009: 

57); 

 improving professional knowledge and skills (Chappuis and Stiggins 2009: 57); 

 solving existing problems (Farber and Armaline 2012: 230);   

 providing mutual support and cooperating in educational processes (Jurczyk et al. 

2012: 265). 

Undoubtedly, there are numerous advantages of having efficient teacher teams at 

school to enable teachers to meet with each other on a regular basis and exchange ideas; 

this may encourage teachers to extend their own professional knowledge and feel more 

responsible for contributing to improving a school’s performance. When there are effi-

cient teacher teams in a school, it appears that teachers are more willing to identify edu-

cational problems and are more resourceful in dealing with them because of close coop-

eration. Finally, they can share their experience and good practice with younger 

colleagues, providing a supportive framework (Chappuis and Stiggins 2009: 57; Fischer 

and Taylor 2012: 236).  

In order to create a well-performing teacher team, some rules of cooperation 

must be established. In the first place, there should be a team facilitator or team leader 

who manages the formal aspects of the team’s performance as well as acts in the capac-

ity of a professional expert (Chappuis and Stiggins 2009: 58). Secondly, the timetable 

for meetings should be scheduled in advance, together with establishing ways of com-

munication between the team members and determining their responsibilities (Chappuis 

and Stiggins 2009: 59). Other things that require regulating concern agreeing on certain 

professional standards which the group will follow and the scope of good classroom 

practices. It is particularly important to build an atmosphere of trust and mutual respect 

within a group and to agree on the way of recording the group’s achievements, as well 

as performing evaluation (Farber and Armaline 2012: 228-229; Fischer and Taylor 

2012: 236). The principal of the school can play a significant role in the teams’ per-

formance affecting it either in a positive or negative way; providing support and inspira-

tion is positive and raises spirits, but blame and criticism for poor results, for example, 

is negative and lowers morale (Fischer and Taylor 2012: 249).  

These principles apply to all teaching teams but in this study are considered with 

respect to their impact on foreign language teachers. Since the overall goal of foreign 

language education is to provide the best possible teaching, creating well-functioning 
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teacher teams may be one of the means of achieving this goal. This is the reason why 

the present author has decided to focus on this issue in her research. It is her belief that 

finding examples of good practice regarding foreign language teacher teams’ perform-

ance in Polish general upper secondary schools or English sixth form colleges may en-

rich and improve the overall quality of foreign language teaching in both contexts. 

3.2.2. The model of a foreign language lesson 

Employing a particular model of a foreign language lesson means implementing certain 

theories of foreign language learning and teaching and much research has been reported 

in the literature. As demonstrated in the relevant literature, a good foreign language les-

son should focus on developing communicative skills; it should contain a logical and 

coherent structure which derives from careful planning and considering in-depth con-

texts; it should produce specific learning outcomes with regard to the syllabus and cur-

riculum; and it should also provide each learner with a chance to use the target language 

and become more and more independent from the teacher (Rifkin 2003: 177; Woodin 

2001: 61). Komorowska (2002: 51) specifies the stages of a good foreign language les-

son which include efficient introduction of the new material, successful practice and 

consolidation of what has been taught and is hoped to be learned. According to some 

researchers (Harmer 2002; Haynes 2010; Woodin 2001), it is advisable to introduce 

some form of pair or group-work to facilitate efficient communication together with 

appropriate pacing and scheduling of activities (Woodin 2001: 61). Finally, the most 

frequently mentioned features of a good foreign language lesson include the necessity to 

connect the actual lesson with the previous and following ones, and to relate the lan-

guage that has been taught and learned to different authentic contexts (Komorowska  

2002: 51; Woodin 2001: 61). An interesting proposal has been advanced by Harmer 

(2002: 308-311) which concerns the pre-planning stage of a foreign language lesson. He 

compares the teacher to a doctor who should first make an accurate diagnosis before 

delving into actual lesson planning. The teacher’s pre-planning activities ought to in-

clude assessing the students’ language mastery, their educational and cultural back-

ground, motivation and learning styles and should be grounded in good knowledge of 

syllabus and curriculum.  Harmer (2002: 317-318) has also introduced another interest-
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ing proposal, tjat is the idea of planning a sequence of lessons, which are joined together 

logically and thematically by a set of short and long-term goals. Following this could 

provide students with more challenging and involving activities.  

A good and efficient foreign language lesson should include the following 

phases: 

 defining the aims of the lesson or, in other words, determining what the teacher 

would like to achieve and considering the needs of the students (Harmer 2002: 315; 

Haynes 2010: 8; Komorowska 2002: 49; Rifkin 2003: 173);  

 specifying the objectives of the lesson, which involves determining what the teacher 

would like to succeed in during the lesson, but in a narrower and more specific way; 

such objectives should be measurable, achievable, relevant and time-bound (Haynes 

2010: 67-68; Rifkin 2003: 173); 

 assessing what students already know about the topic relevant to the particular les-

son (Haynes 2010: 69); 

 deciding on the scope and content of the lesson (Haynes 2010: 69; Komorowska 

2002: 49-50); 

 choosing adequate methods and techniques, which will successfully help the teacher 

to achieve his/her goals (Haynes 2010: 69; Komorowska 2002: 50); 

 visualising the teacher’s expectations before the actual lesson, which can help the 

teacher to assess whether the quality of learner achievement is sufficient or not 

(Haynes 2010: 70-71); 

 choosing appropriate learning activities for different stages of the lesson and decid-

ing on the ways in which they should be introduced (Haynes 2010: 71; Komorowska 

2002: 50); 

 deciding on homework, which will enhance the quality of learning as well as devis-

ing at which stage of the lesson the students should be informed about it, since, for 

instance, announcing homework at the end of the lesson may indicate that this is of 

less importance (Haynes 2010: 71-72; Komorowska 2002: 51); 

 taking into account the differentiation of learning and adjusting the lesson activities 

in a way that will suit students with different learning styles and abilities as well as 

students at different proficiency levels (Haynes 2010: 72; Komorowska 2002: 50); 

 ensuring the progression in learning, which means moving from one lesson to the 

next in a coherent and logical way (Haynes 2010: 72; Komorowska 2002: 50); 
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 considering other curriculum links, which may enrich language learning (Haynes 

2010: 73-74; Komorowska 2002: 50); 

 taking into account time, regarding the whole year, week and stages of a particular 

lesson (Haynes 2010: 95; Komorowska 50);  

 taking into consideration the school space and facilities which are available, which 

may influence or even determine the choice of instructional procedures (Haynes 

2010: 74-75); 

 deciding what kind of resources will be the most appropriate in the course of a les-

son,  teacher-made or ready-made (Haynes 2010: 75; Komorowska 2002: 50-51); 

 deciding on the proportions of modes of language that will be employed and devel-

oped in the particular lesson (Haynes 2010: 132-133); 

 involving ancillary staff in the lesson procedures so that they could understand what 

is going on in the lesson and they could improve their own practices (Haynes 2010: 

75); 

 conducting risk assessment since some activities may pose health and safety risks if 

they are not managed properly (Haynes 2010: 75-76; Komorowska 2002: 51);   

 providing authentic and complex forms of students’ assessment as well as teachers’ 

evaluation and review, which can facilitate the process of letting students know 

about their strengths and weaknesses rather than just assessing their reproduction of 

knowledge (Haynes 2010: 164). 

Because there are so many recommendations regarding foreign language lesson 

planning, it is helpful to narrow such a list to the most necessary minimum. Rifkin 

(2003: 173-176) discusses five basic phases of the foreign language lesson such as the 

overview phase (preview), where the goals and objectives of the lesson are presented to 

the students; the presentation phase (prime), where the new material is introduced; the 

drill and practice phase, where students try to master new abilities thorough a set of 

learning tasks; check (accountability) phase, where students can display what skills and 

language concepts they have successfully mastered; and, finally the follow-up phase, 

which can include cultural analysis and overall discussion on what the students 

achieved and where they failed and why. 

Even such a brief presentation of theoretical concepts related to lesson planning 

and the way in which a language lesson can be constructed clearly indicates that this 

issue must be dealt with very carefully. For this reason, it seems justified to include this 
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element into the present comparative research. In addition, the findings may provide 

other practitioners with examples of efficient lesson models and ways of preparing out-

standing lesson plans; this may naturally enhance the overall quality of foreign language 

instruction 

3.2.3. Instructional procedures 

The adoption of adequate teaching techniques and teaching aids may improve the qual-

ity of foreign language teaching on condition that the instructional procedures have 

been selected according to the lesson goals and they take into account the needs of a 

particular group of students. Thus, the present section will focus on the selection of for-

eign language teaching methods and techniques, including available teaching aids to-

gether with guidelines for their most optimal use; there will be a special emphasis on 

modern Information and Communication Technology tools. 

The use of appropriate teaching methods and techniques depends on several fac-

tors, such as the goals of the lesson and the needs of a particular group of learners; how-

ever, the main aim of choosing them should be to improve students’ language knowl-

edge and skills as well as to facilitate interpersonal communication based on real life 

situations (Harajová 2009: 1; Kumaravadivelu 2003: 24). Kumaravadivelu (2003: 25-

27) groups teaching methods into three categories such as language-centred methods, 

which focus on developing linguistic forms; learner-centred methods, where the main 

goal is to ensure that learners are both grammatically correct and communicatively flu-

ent since they concentrate on the language content and students’ needs; and learning-

centred methods, where the main focus is on the learning process. Active teaching 

methods are frequently recommended in modern pedagogy since they are considered to 

facilitate creativity, independence and motivation among learners (Harajová 2009: 4). 

Harajová (2009: 2-4) enumerates several techniques and approaches that may lay the 

basis for ensuring greater student engagement: 

 the inductive approach, where the learners have to figure out the rules of the gram-

matical structure on the basis of a meaningful context; 

 the exploratory approach, which relies on guessing the meaning of vocabulary by 

studying it in context; 
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 the interpretational technique, which relies on introducing new words, especially 

technical terms,  in the form of visual aids that is then followed by text analysis;  

 the simulation technique, which involves introducing authentic contexts in commu-

nicative tasks in order to facilitate communication skills and strategies; 

 the interactive approach, which relies on making learners solve complex language 

problems; 

 the project work, which, among other things, consists in making students incorpo-

rate the target culture into language learning;  

 the contrastive approach, which relies on making students aware of intercultural 

differences between languages and react in an appropriate way in a particular real 

life situation.  

Grouping students in various ways may also be a kind of instructional technique. 

Harmer (2002: 114-117) enumerates a whole range of advantages and disadvantages 

related to whole-class grouping, individualised learning, pairwork and groupwork. For 

instance, whole-class grouping boosts the sense of belonging to a group, is adequate for 

teachers who work as controllers at a particular phase of the lesson and gives the teacher 

the overall picture of the students’ progress (Harmer 2002: 114-115). However, such a 

way of grouping learners may limit the process of individualisation, students may not 

feel responsible for their own learning, it may cause some discipline problems, and it 

may discourage shy students from participating in front of the whole group (Harmer 

2002: 115). Individual learning may, on the one hand, provide a secure atmosphere 

where the teacher can focus on the learner’s needs to a maximum degree, fostering 

learner autonomy, but on the other hand, working with students individually does not 

encourage cooperation and the teacher’s preparations may be time-consuming (Harmer 

2002: 115-116). Another form of grouping students is pairwork, which enhances oppor-

tunities to speak, facilitates independence from the teacher, promotes cooperation and is 

easy and quick to manage (Harmer 2002: 116). Nevertheless, grouping students in pairs 

may increase discipline problems and students might deal with their own issues rather 

than the lesson goals (Harmer 2002: 116-117).  Last but not least, the advantages of 

groupwork include the increased possibility of speaking, it requires cooperation and it 

enables learners to make choices (Harmer 2002: 117). However, working in groups is 

more time-consuming and problematic in terms of classroom discipline, it may also lead 

to the situation when some students are passive (Harmer 2002: 117-118). 
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The choice of instructional techniques also depends on the language skills which 

are taught. As far as teaching listening is concerned, Haynes (2012: 122) places empha-

sis on “the provision of rich aural experiences and the encouragement of active listen-

ing”. He also gives some advice on how to make listening activities more efficient. For 

instance, Haynes (2010: 123) recommends providing learners with questions before-

hand in order to direct their attention to particular situations, requesting students to con-

centrate on examples of specific topics and/or asking them to do some tasks while lis-

tening.  

As for reading skills, Haynes (2010) points out that it is very important how the 

teacher wants to use written texts. Hence, one possibility is to use a text as a script when 

the teacher or students read the text and then some exercises are done (Haynes 2010: 

129). A text can also be used as a resource, in which case some parts are omitted and/or 

only a single component of a text, such as a map or a picture may be used (Haynes 

2010: 129). Another option is to use the text as a source of information, where students 

gain knowledge on a particular topic (Haynes 2010: 129-130). Finally, the text might be 

employed as an object, when after studying the text, students formulate questions 

(Haynes 2010: 130). 

Thornbury (2008) provides a whole range of types of speaking activities that fa-

cilitate learner awareness. His ideas include (Thornbury 2008: 41-111): 

 using recordings and transcripts, where students are exposed to the examples of 

speaking and they study transcripts of these examples; such activities may lack au-

thenticity but they include pre-selected grammar issues and are usually adjusted to 

the learners’ level of competency; 

 using live listening, which allows students to interact with the speaker without the 

distraction of the technological devices; 

 using noticing-the-gap activities, which makes learners aware that some information 

has been omitted and they need some language competence to fill this gap; 

 drilling and chants, which helps who pays attention to particular language patterns; 

 writing tasks, such as dictation, paper or computer chats, which helps to slow down 

the speaking process and makes students pay more attention on accuracy; 

 assisted performance and scaffolding, where the teacher can help learners by, for 

instance, rephrasing their spoken utterances; 
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 dialogues, which facilitate cooperation, independence and allows negation of mean-

ings; 

 communicative activities, which increase learners’ motivation when achieving the 

goal of the task; 

 stories, jokes, and anecdotes, which can help learners to understand the target cul-

ture better and at the same time contribute to releasing stress and negative emotions;  

 drama, role-play, and simulation, which can direct students’ attention to more dra-

matic and varied means of communication; 

 discussions and debates, which encourage learners to use topical vocabulary as well 

as particular grammar structures. 

As far as writing skills are concerned, it is recommended to foster treating writ-

ing more as process rather than only as product since this gives the teacher a chance to 

teach about the writing strategies and it may help to prevent cognitive overload (Haynes 

2010: 132). Some specialists (Hedge 2008; Ur 2002) highlight the importance of fol-

lowing certain stages and principles while introducing writing task. For instance, Hedge 

(2008: 305-307) lists making student writers to do some planning beforehand, together 

with some reflection and making improvements. Then she emphasises the importance of 

making learners aware of the target reader and his or her needs as well as making in-

formation clear and accessible in an adequate style. Another set of principles may foster 

the effectiveness of writing tasks where the main goal should be letting learners express 

their ideas in a comprehensive way for the reader. Thus, according to Hedge (2008: 

308-319), the first step should be assisting student writers to generate ideas regarding 

the task, which may be done through pair work and/or brainstorm activities. She also 

mentions providing practice in planning skills, which should foster finding students’ 

individual ways of doing this. Hedge (2008: 308-319) highlights the importance of do-

ing some contextualizing tasks, which may help to focus on the reader’s needs. Some 

final stages required in introducing writing activities may be giving feedback on the 

student’s progress, informing students about the technological devices which may be 

useful in writing and giving students instructions, such as timing frames. Ur (2002: 164) 

provides five criteria for selecting appropriate writing activities, these are as follows: 

 student writers ought to find the tasks motivating, stimulating and interesting to do; 

 the tasks should be of an adequate level; 

 students must find writing activities relevant to their needs; 
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 in some cases some introductory teaching has to be done as a form of preparation 

for the particular activity; 

 the teacher himself or herself should find the task appealing to them. 

Many scholars maintain that employing teaching aids during a foreign language 

lesson should fulfil certain overall goals such as facilitating foreign language learning, 

making foreign language classes more attractive, appealing to students through a variety 

of channels in order to activate different senses at the same time, and providing stimuli 

for students with different learning strategies (Haynes 2010: 84; Komorowska 2002: 46; 

Ur 2002: 189; Wright and White 2001: 97). As Haynes (2010: 93) claims based on 

Nunan (1988), there are certain criteria which should be employed when selecting for-

eign language teaching aids with a special emphasis on the lesson goals. What should 

also be taken into account is how much interaction the teacher requires from the stu-

dents. Consequently, the teacher can use teaching aids that are simply presented to stu-

dents with no or very limited interaction, or the teacher can employ aids which demand 

some productive response from the students (Haynes 2010: 93). 

Among many examples of teaching aids, the most suitable in the case of foreign 

language learning seem to be: 

 computers and Internet resources, since students are usually very fond of using 

modern Information and Communication Technology devices and they can work at 

their own pace both at school and outside it (Madej 2011: 31; Szerszeń 2011: 28; Ur 

2002: 190; Wright and White 2001: 98); 

 books and magazines, including dictionaries, reference books, or grammar books, 

because they can not only provide supplementary and/or explanatory source of in-

formation for students can also help teachers bring their own knowledge up to date 

(Komorowska 2002: 44; Ur 2002: 190); 

 multimedia devices, such as multimedia projectors and smartboards, since they can 

present both written and visual material; they are also attractive for students by mak-

ing the lesson more vivid, and they also save a lot of teacher’s time (Madej 2011: 

34; Ur 2002: 191); 

 audio-visual equipment, which can be an outstanding source of authentic spoken 

language (Ur 2002: 191), 

 audio equipment, which not only provides spoken language texts but is also very 

cheap and easy to use (Ur 2002: 191); 
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 visual materials such as posters, pictures and games, which also guarantee a diver-

sity of stimuli for learners (Komorowska 2002: 43; Ur 2002: 191). 

 authentic materials, the use of which may increase students’ integrative motivation, 

that is the desire to communicate with the natives or explore the target culture (Ben-

son 2001: 125; Cook 1981: 5) and it may help learners develop a variety of learning 

strategies (Haines 1995: 5; Hedge 2008: 67-69). 

Since present-day students use many different types of modern electronic de-

vices, it seems to be of vital importance to employ such tools in the foreign language 

classroom as teaching aids. More precisely, the use of teaching aids based on computer-

assisted language learning may bring about numerous benefits for foreign language 

learning, especially through integrating different forms of stimuli that learners can be 

exposed to (Benson: 2001: 138; Brett and González-Lloret 2011: 351). Furthermore, 

computer-based teaching aids provide both linguistic and non-linguistic contexts, they 

facilitate “exploratory learning and encourage learners to exercise control over the se-

lection of materials and strategies of interpretation” (Benson 2001: 138-139). As Szer-

szeń (2011: 28) remarks, when dealing with electronic media as teaching aids, students 

are encouraged to become autonomous to a greater extent since the teacher acts more as 

a counsellor and moderator by pointing to aims and supporting students in their inde-

pendence in achieving them. Furthermore, Madej (2011: 35-36) points to other numer-

ous advantages of employing ICT devices, including making lessons more involving 

and motivating, as well as having the possibility of introducing consolidating exercises. 

Other advantages may promote the better memorising of facts by students and the pos-

sibility of instant checking or self-checking of students’ knowledge (Madej 2011: 35-

36). Thanks to the use of ICT devices, students may feel that their needs and interests 

are respected since they are  involved in lesson planning and decision making (Madej 

2011: 35-36). Finally, students may notice and appreciate the teacher’s efforts in creat-

ing an efficient foreign language lesson (Madej 2011: 35-36).  

ICT resources can be used in a multitude of ways as teaching aids. Madej (2011: 

32-34), for example, enumerates blended learning, which is combining CALL with 

classroom learning; podcasts, which are a kind of audio Internet series that are usually 

thematically oriented; screencasts, which are usually a kind of instructional films made 

by the computer user; vodcasts, which could be defined as a form of the Internet TV 

with resources on demand; Virtual Learning Environment, which is a kind of Intranet 
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tool which facilitates teacher-student communication; online dictionaries, which are 

extremely efficient tools when checking the meaning and pronunciation of the target 

words; Wikipedia, which is a free international, multilanguage Internet encyclopaedia; 

online language activities and games, which often have the time-saving self-check op-

tion; blogs, which could be an excellent example of authentic material which can suit 

different interests of students; WebQuests, which could be a tool for students’ independ-

ent search for information; and, finally, RSS, which are a kind of messages that could be 

sent.   

Given the above arguments, the present author decided to incorporate both the 

use of teaching techniques and teaching aids in a foreign language lesson in the empiri-

cal part of her dissertation. Finding differences between the Polish general upper secon-

dary schools and English sixth form colleges in this respect and discussing their rele-

vance might contribute to overall improvement in foreign language teaching in both 

Polish and English upper secondary schools.    

3.2.4. The use of a coursebook 

Learning a foreign language is often associated with the use of a coursebook providing 

a variety of materials at a particular level. In the opinion of many researchers, however, 

the choice of a suitable textbook for a group of learners in foreign language teaching is 

not straightforward and demands an understanding of the main rationale for using a 

textbook, the benefits and drawbacks of employing a coursebook in a foreign language 

lesson, the way of choosing and evaluating a textbook, and the different uses to which a 

coursebook can be put in a foreign language lesson. It is such issues that will be the 

main focus of this section. 

Irrespective of the theoretical approaches reflected in the coursebook, its main 

goal ought to be developing the principal language skills, allowing students to get 

greater command over target language subsystems (Komorowska 2002: 40). Since there 

is a general consensus that communication in particular is the leading goal of learning a 

language, effective teaching of this skill should be the principal aim of each textbook 

(Tomlinson 1998: 300; Waters 2011: 312). However, Waters and other scholars have 

emphasized two further aims; the first is that foreign language teaching materials, in-
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cluding coursebooks ought to reflect the latest advances in the domain of academic, 

theorizing and researching related to language, language learning and education (Wa-

ters 2011: 311). Secondly, from the audience-based perspective, the needs of language 

learners should always be taken into consideration when creating or choosing language 

teaching materials (Waters 2011: 311).  

There are advantages and disadvantages of using a coursebook during a foreign 

language lesson and being aware of them might help foreign language teachers make 

appropriate choices in this respect. On the positive side, an approved textbook can be 

confidently assumed to cover the syllabus requirements for both the teacher and the 

learner (Harmer 2002: 304; Tomlinson 1998: 298; Ur 2002: 184). Professional course-

books are usually created by a team of specialists, and so they contain a carefully 

matched coverage of vocabulary, language structures, texts and sets of activities suitable 

for a particular level of proficiency. Their suitability is usually checked in pilot studies 

before publication (Cunningsworth 1984: 1; Harmer 2002: 304; Ur 2002: 184) because, 

apart from professional credibility, the costs of editing and producing a textbook, even 

for a limited group of learners, may be enormous (Ur 2002: 184). Furthermore, since a 

lot of preparation and presentation has been already done for teachers when using a 

coursebook, they can have much more free time to concentrate on creating complemen-

tary materials which can enhance the effectiveness of instruction (Tomlinson 1998: 

299). Last but not least, an appropriately constructed textbook may foster learner auton-

omy, especially when it gives students some choices over, for example, the level of 

texts and tasks or even progression rate (Fenner 2000:80-81; Tomlinson 1998: 302). 

At the same time, however, the teacher’s excessive reliance on a textbook might 

result in diminishing teachers’ creativity and making foreign language teaching too rou-

tine, which is seldom a good thing (Cunningsworth 1984: 1; Harmer 2002: 304; 

Tomlinson 1998: 298; Ur 2002: 185). To some extent at least, textbooks contain gener-

ally structured content which leads all learners in a particular way, and this may not 

facilitate individual learning and diversification of needs, interests, abilities and learning 

strategies of students (Fenner 2000: 78; Ur 2002: 185). 

In order to avoid or at least limit the pitfalls of using a foreign language text-

book, a careful consideration of which one to use and its thorough evaluation while us-

ing it is essential. Camilleri (2000) provides important suggestions for writers which 

may also be useful for language teachers when considering the choice of a new course-
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book. She stresses in particular authenticity, learner autonomy and cultural awareness 

when designing a textbook since these features make foreign language learning more 

tangible for students and contribute to improving communication skills (Camilleri 2000: 

13). Consequently, language teachers should make sure that these points are incorpo-

rated into the structure of their book of choice.  

Harmer has suggested that creating a checklist of the most important points 

which a coursebook should contain would be a useful tool to assist a teacher to identify 

an appropriate book (Harmer 2002: 301); the following is an example: 

 a good coursebook ought to follow the course aims and objectives (Cunningsworth 

1984: 5; Hedge 2008: 357; Ur 2002: 186); 

 the language included has to be adequate for students’ needs and abilities as well as 

reflective of real-life language use (Cunningsworth 1984: 5; Harmer 2002: 301; 

Hedge 2008: 358; Komorowska 2002: 38), 

 the content of the textbook ought to reflect the relation between language, the learn-

ing process and the learner (Cunningsworth 1984: 6; Harmer 2002: 301); 

 it must be suitable for the particular level of students (Hedge 2008: 358; Ko-

morowska 2002: 38); 

 compliance with the national educational law regulations also must be taken into 

consideration (Hedge 2008: 358; Komorowska 2002: 42); 

 the book should contain a varied range of tasks and activities at different levels 

which can be adequate for students with different learning styles and abilities (Ko-

morowska 2002: 42; Ur 2002: 186); 

 the teacher should consider whether the coursebook provides tasks and activities 

which encourage students to be more autonomous, for instance, the ones which fos-

ter learning outside the classroom, becoming more independent from the teacher and 

developing own learning strategies (Komorowska 2002: 40; Ur 2002: 186); 

 the textbook includes tasks and activities which develop all primary language skills 

and abilities (Komorowska 2002: 40); 

 an attractive layout and design should be taken into account since otherwise students 

might feel bored and demotivated (Harmer 2002: 301; Komorowska 2002: 42; 

Tomlinson 1998: 299; Ur 2002: 186); 

 the choice of topics is also very important and should be either relevant to students’ 

interests relevant to the curriculum (Harmer 2002: 301; Ur 2002: 186);  
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 a teacher ought to consider if enough of the cultural component is incorporated in 

the coursebook (Harmer 2002: 301; Hedge 2008: 358);  

 choosing a textbook which is accompanied by a variety of additional teaching mate-

rials and a teacher’s guide is also of considerate importance since it may enable the 

teacher to adjust the way in which it is used to the needs of the particular group of 

learners (Harmer 2002: 301; Komorowska 2002: 42; Ur 2002: 186). 

On-going evaluation is a valuable process to enable practitioners to make decisions over 

the effective use of a coursebook and whether to continue or, indeed, terminate the use 

of the textbook. Fenner (2000: 83) suggests that the added value of knowledge from the 

use of the book should be checked and Harmer (2002: 302) recommends that other 

teachers as well as students, should be asked about their opinions.  

 The manner of use of a foreign language textbook is always the discretion of the 

teacher. In Harmer’s (2002: 305-306) view, if a foreign language teacher decides that 

the goals of a particular lesson can be fully achieved by following a coursebook it 

should be definitely used. However, some changes may enhance its effectiveness; for 

instance, a teacher could add some additional tasks, rewrite certain parts of the course-

book, replace less effective activities, re-order the tasks and/or reduce their number 

(Harmer 2002: 306). 

 The way in which foreign language teachers choose and use the textbook may 

contribute to their overall success or failure in promoting language learning. Conse-

quently, research into the role of the textbook and how it is chosen in Polish and English 

upper secondary schools is worthwhile and may form the basis of some pedagogical 

recommendations.  

3.2.5. Forms of student assessment 

One of the main goals of foreign language teaching is making sure that learners make 

satisfactory progress and this can only be achieved through some form of assessment. In 

this section, a brief description of the main points related to foreign language assess-

ment, such as its definition, the roles it plays in language teaching/learning, as well as 

the types of assessment and its forms will be considered. Moreover, correction proce-
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dures will also be concisely presented. Because of limitations of space, no attempt will 

be made to a detailed presentation of testing as a form of assessment. 

To start with, out of many definitions regarding classroom-based assessment, 

Kunnan and Jang (2011: 615) aptly encapsulate its essence, claiming that assessment 

relies on gathering information by teachers in order to be able to evaluate learners’ 

“level of achievement with reference to curricular goals or standards”, and by learners 

so as to obtain diagnostic feedback concerning their progress. However, in drawing 

conclusions about the progress made by individuals being assessed, teachers provide 

information to other stakeholders, such as parents, junior teachers, also exam boards, 

researchers and educational institutions (Haynes 2010: 149; McNamara 2009: 610). 

What naturally follows from this definition is the fact that in order to be efficient, as-

sessment should be closely related to the teaching context, and it also ought to be regu-

lar, positive and should equip learners with the knowledge enabling them to improve 

their achievements (Hunt 2001: 153). Furthermore, three concepts of assessment must 

be taken into consideration, such as validity, which is the adequate context of assess-

ment; reliability, which is the objectivity of assessment, and feasibility, which makes 

assessment possible (Council of Europe 2001: 178).  

The main goals and functions of assessment include improving learners’ per-

formance, providing learners with feedback about their progress, diagnosing learners’ 

strengths and weaknesses in language learning, informing other stakeholders about 

learners’ performance, progress and attitude towards learning, selecting learners for 

further levels of education, learning about students, providing positive feedback where 

possible in order to increase students’ motivation, making learners assess themselves 

and making them reflective on their learning (Chater 1984: 6-7; Hunt 2001: 153; Kun-

nan and Jang 2011: 615).  

Hunt (2001: 152) narrows the goals and functions of assessment to a classroom-

based environment and enumerates those that directly influence students’ performance 

in the language classroom. These include, for instance, passing or failing a student on 

the basis of a set of criteria, grading or ranking a learner, determining which parts of 

material have not been acquired by a student and discriminating between students on 

the same test and overall performance. Additionally, effective assessment can help 

teachers to find out if the learning objectives they have set are accomplished, whether 

the course fulfils the needs of a particular group and help to modify it in order to meet 
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these needs in the future, implement changes in the syllabus so as to improve teaching 

efficiency and assess the usefulness of the teaching methods and materials employed in 

the lessons (Hunt 2001: 153).  

There are different types of language assessment that can be used in a classroom 

setting. The most frequently quoted types of during-course and end-of-course assess-

ment are: 

 informal assessment, which is not planned in advance and usually relies on giving 

students spontaneous comments and feedback (Brown 2004: 5); 

 formal assessment, which is planned and regularly applied in order to inform learn-

ers about their progress in the structured way (Brown 2004: 6); 

 formative/continuous assessment, which is an ongoing process of collecting infor-

mation about students’ progress and the course efficiency (Brown 2004: 6; Council 

of Europe 2001: 186; Hunt 2001: 155; Komorowska 2002a: 11); 

 summative/terminal assessment, which is performed at the end of a course or after a 

significant part of it has been completed and provides information about overall stu-

dents’ progress or the effectiveness of the course (Brown 2004: 6; Council of 

Europe 2001: 186; Hunt 2001: 155; Komorowska 2002a: 13); 

 self-assessment, which relies on a learner’s own judgements about his/her strengths 

and weaknesses (Benson 2001: 155; Council of Europe 2001: 191; Hunt 2001: 155; 

Polio and Williams 2011: 505; Ur 2002: 245); 

 peer-assessment, which involves other learners’ judgements about the student’s per-

formance (Hunt 2001: 155; Luoma 2004: 189); 

 proficiency assessment, which checks the learner’s ability to apply target language 

knowledge in situations simulating real life (Council of Europe 2001: 183; Hunt 

2001: 155); 

 achievement assessment, which measures how successful a learner has been in 

achieving specific goals of the course (Council of Europe 2001: 183; Hunt 2001: 

155); 

 performance assessment, which relies on producing some samples of written or oral 

language in a specific context (Council of Europe 2001: 187); 

 knowledge assessment, which requires feedback regarding language proficiency 

(Council of Europe 2001: 187); 
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 criterion-referenced assessment, which depends on estimating how successful a 

student is in relation to some set criteria (Council of Europe 2001: 184; Ur 2002: 

245); 

 norm-referenced assessment, which compares the student’s performance in relation 

to the whole group of learners  (Council of Europe 2001: 184; Ur 2002: 246);  

 individual-referenced assessment, which relies on comparing the student’s current 

achievements with the previous ones (Ur 2002: 246);  

 alternative assessment, which is authentic, dynamic and curriculum-embedded  and 

it focuses on teaching goals that facilitate most the individual language competence, 

it usually takes form of assessing project work, portfolio and intercultural compe-

tence (Hedge 2008: 390-391; Komorowska 2002a: 155; Polio and Williams 2011: 

505). 

Besides, there are some situations that require different forms of assessment and they 

may include paper-and-pencil tests, which is a form of a formal assessment, observa-

tion-driven learner assessment, which can help to follow a student’s development 

through observation, comments about the learner’s performance, reports, which are usu-

ally prepared to inform parents about their children’s progress, as well as giving marks 

and grades for different activities in and outside the classroom (Harmer 2002: 101-102; 

Hedge 2008: 386; Ur 2002: 245).  

Another important issue is the assessment of performance in accuracy-based ac-

tivities and fluency-based activities. As for accuracy-based activities, they are “con-

ceived as a way of encouraging learners to practice a particular language area, such as 

grammar structure for which the relevant rules have been provided or discovered by 

students , in highly controlled exercises, in which there is ample time to think about 

form, meaning and use” (Pawlak 2012: 125). Such activities are usually very controlled 

with plenty of time given to learners; they are also usually based on assessing a particu-

lar target language form (Pawlak 2012: 125). As far as the correction errors of accu-

racy-based activities is concerned, its effects seem to be quite limited since it mainly 

leads to the growth of explicit knowledge, which is conscious and declarative in its na-

ture (Pawlak 2012: 127). On the other hand, fluency-based activities encourage learners 

to develop their communicative skills in order to be understood by others without focus-

ing on any particular aspect of the language (Pawlak 2012: 125). Error correction during 

fluency-based activities seems to be more complex; if handled appropriately, however, 
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it may contribute to the growth of both explicit and implicit knowledge, which is tacit 

and intuitive as well as procedural.  

 In order to complete the picture of classroom-based assessment, correction tech-

niques will be briefly considered since one of the roles for assessment is to make stu-

dents improve their knowledge and skills, and without corrective feedback during per-

formance this goal could be impossible to achieve. In the first place, it is necessary to 

establish who should offer the correction and, according to Pawlak (2012: 195-199), it 

may be a teacher since he or she has sufficient factual knowledge and methodology 

training, and is also responsible for the final outcome of teaching. Another important 

factor is time, since a teacher will provide high quality feedback without delay. How-

ever, it can also be another student which can enhance the involvement of the whole 

group and improve the focus on the language but peer correction, unless handled well 

by a skilled teacher, may cause disruptiveness and might bring about some anxiety 

among students. Last but not least, self-correction can be encouraged if the student is 

able to do that. Pawlak (2012: 197) emphasises some benefits of student self-correction 

to second language development, namely, the fact that a student may have a chance to 

comprehend the nature of the error and fix the problem by himself or herself.  

There are a variety of correction techniques, which have been enumerated by re-

searchers (Harmer 2002: 106; Komorowska 2002: 178; Pawlak 2012: 170-173; Ur 

2002: 249). Examples include not reacting to an error in order not to disturb the com-

municative competence; indicating the mistake by asking guiding questions; explaining 

the mistake and advising how to avoid it in the future; repeating only the correct part of 

the utterance and making a pause, using a gesture to indicate the error; the teacher cor-

recting the mistake and asking the student for repetition; teacher echoing and emphasis-

ing the error. Finally, a teacher may indicate an error and make the learner produce the 

correct utterance or provide alternatives for a learner to choose from. Pawlak (2012: 

171-173) enumerates nine main techniques of error correction: 

 asking the learner to repeat the utterance, which provokes the learner to rethink the 

quality of his or her message; 

 posing a query about the content of the erroneous sentence, which may be signalled 

by asking a question; 

 pretending to misunderstand, in which case the teacher indicates that she or he can-

not understand the meaning of the incorrect utterance; 
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 echoing or repeating what the learner has said, which relies on emphasising the 

incorrect part of the utterance; 

 repeating the utterance up to the last correct word, in which case the teacher uses 

hesitation and/or rising intonation to make a learner aware of a problem; 

 statement and question, where the teacher directly indicates that there is a language 

problem; 

 hinting, which relies on pointing to the type of an error that has been made; 

 providing learners with a choice of several target language options, among which 

there is a correct utterance; 

 reformulation, which relies on repeating the learners utterance but in a correct form; 

however, no direct indication of an error is mentioned. 

 The present author decided that comparing the ways in which the errors are cor-

rected in Polish and English upper secondary schools may provide some practical solu-

tions and ideas to broaden the knowledge of practitioners in each country. This was be 

achieved by direct observations and interviews with Polish and British teachers to in-

vestigate what types and forms of assessment are used in different countries and how 

the students react to being assessed. When encountering differences, a thorough analysis 

can be made in order to conclude whether they are significant and in what way they 

affect the teaching process.  

3.2.6. Classroom interaction 

Pawlak (2000: 3) has suggested that the quality of interactions between teachers and 

students may significantly affect the level of students’ proficiency of language skills 

and this may affect the learning opportunities available to students (Allwright and Bai-

ley 1991: 149). The relationship between the use of a foreign language in a specific 

real-world context and its use in a classroom situation may influence overall relation-

ships in the language classroom and the effectiveness of foreign language teaching 

(Kouhan 2012: 202).  

To start with, in the most general way, discourse is defined as “the use of lan-

guage in speech and writing in order to produce meaning; language that is studied, usu-

ally in order to see how the different parts of a text are connected” (Oxford advanced 
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learner’s dictionary 2000: 359-360). Cook (1989: 6) defines discourse as language used 

for communication purposes while Duszak (1998: 242) highlights that the discourse 

strategies are influenced by some cultural and typological-systemic factors.   In the pre-

sent section, the terms discourse and interaction will be used interchangeably.  

Cook (1989: 60) has suggested that discourse can be divided into two general 

categories such as reciprocal discourse, when there is a possibility of some kind of in-

teraction; and non-reciprocal discourse, in which case there may not be any opportunity 

for interaction between the speakers. Ellis (2012: 95) enumerates four types of language 

used in discourse, namely, mechanical, where “no exchange of meaning is involved”; 

meaningful, where meaning is incorporated in the context but no new information is 

delivered; pseudo-communicative, where the information is delivered but in not in the 

way it would happen in naturalistic discourse; and real communication, where sponta-

neous oral utterances occur and the whole process resembles real life interaction. Class-

room discourse, is often goal-oriented, being mostly controlled by language teachers, 

with limited learners’ or it may follow the pattern of Initiative, Response and Feedback 

(Walsh 2011: 20). Unfortunately, classroom interaction seldom reflects real life interac-

tion and foreign language teachers ought to pay more attention to modifying it in order 

to make it more natural (Walsh 2011:21). 

Beyond doubt, classroom interaction is shaped both by teachers and learners, 

and whether the teaching goals will be achieved depends on teachers’ preparation and 

learners’ involvement (Pawlak 2009: 312). Both the quality and quantity of teachers’ 

and learners’ involvement in the classroom discourse differs. Research shows that 

teacher talk usually occupies most of the available lesson time, something between a 

half or even three quarters of the lesson (Allwright and Bailey 1991: 139; Johnson 

1998: 4). Another important issue concerns the way in which teachers modify their 

speech when addressing students, with such a register being called teacher talk and is 

the special register that helps students follow classroom discourse (Allwright and Bailey 

1991: 139-140; Mesthrie 2010: 76). To be more precise, teacher talk often resembles the 

way in which parents talk to their young children and language teachers quite frequently 

apply simplified grammar and lexis, their pronunciation is more articulated, their pace 

of speech is considerably slower than native like language teachers. They are also are in 

the habit of making longer and more recurring pauses and emphasis, and they tend to 

repeat the same utterances and speak considerable more loudly (Chaudron 1990: 82; 
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Walsh 2011: 6-7). Komorowska (2002: 87) highlights certain qualities of a teacher with 

good interactional skills, such as being friendly and positive towards students as well as 

praising and supporting them on a regular basis. Such a teacher usually uses a lot of 

gestures and body language during a lesson (Komorowska 2002: 87). On the other hand, 

learners also vary in the degree of their participation in classroom discourse. Some of 

them are more advanced linguistically or they are more confident and therefore they 

have a tendency to dominate the language interactions whereas some more timid and 

less linguistically competent students tend to withdraw from classroom discourse (All-

wright and Bailey 1991: 135). However, in general, language teachers control what 

happens in the language classroom to a much greater extent than students through the 

way they manage classroom procedures and direct the majority of classroom activities 

(Chaudron 1990: 52; Johnson 1998: 9; Mesthrie 2010: 76; Pawlak 2000: 245). 

  The most frequently occurring pattern in classroom interaction has been char-

acterised as Initiation, Response, Feedback (IRF), or Initiation, Response, Evaluation 

(IRE) (Ellis 2012: 88; Johnson 1998: 9; Mesthrie 2010: 76; Walsh 2011: 17). As the 

label indicates, IRF/IRE relies partly on teacher initiation of classroom interaction, a 

learner’s response to what the teacher demands from him or her, and, finally the 

teacher’s comments on the quality of the student’s performance (Ellis 2012: 88; John-

son 1998: 9; Mesthrie 2010: 76; Walsh 2011: 17). According to Ellis (2012: 90), this 

type of discourse dominates in foreign language lessons because of the teachers’ ten-

dency to control whether the discourse is organised in an orderly way and related to 

achieving the lesson goals. Another important aspect of classroom discourse is negotia-

tion of meaning, which appears when a learner fails to comprehend the teacher’s or an-

other student’s message and tries to find a way of having the utterance clarified (Ellis 

2012: 93; Walsh 2011: 56-57). In this case learners ask questions in order to clarify 

their knowledge and/or confirm it (Ellis 2012: 92; Walsh 2011: 40). Walsh (2011: 4) 

proposes four main aspects of classroom discourse, such as control of interaction, 

which was partly discussed above; speech modification, which was also briefly men-

tioned above in this section, elicitation and repair.  

In classroom discourse even in highly decentralised language classrooms control 

of interaction is still dominated by a teacher who makes decisions about stages of the 

language lesson and, consequently, learners’ opportunity to control classroom discourse 

is limited by the teacher’s actions (Walsh 2011: 4). Speech modification refers to strate-
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gies used by teachers in classroom discourse to facilitate understanding but this often 

enhanced by the conscious use a lot of gestures and body language in order to help 

learners understand and follow what is happening in the lesson smoothly. Moreover, 

when teachers use body language as a teaching aid this increases a sense of security and 

encourages learners to participate in the discourse (Walsh 2011: 6). Another element of 

classroom discourse is elicitation since asking and answering questions often dominates 

classroom discourse (Walsh 2011: 11). Walsh (2011: 11) emphasises two types of ques-

tions used in elicitation, such as display questions, which rely on students demonstrating 

particular knowledge with a answer, and referential questions, which are “designed to 

promote discussion, debate, and engage learners to produce longer, more complex re-

sponses” (Walsh 2011: 12). The repair element of the classroom discourse was briefly 

discussed in the section concerning student assessment and may be classified as self-

initiated self-repair, self-initiated other repair, other-initiated self-repair  and other-

initiated other-repair (Sacks et al. 1974: 723-724 as quoted in Ellis 2012: 100).  

In the opinion of Pawlak (2009: 316-326), classroom interaction  can be modi-

fied in order to optimise language learning by: 

 encouraging students to control some aspects of the classroom discourse, showing 

some initiative in turn-taking, and producing spontaneous utterances; 

 asking adequate questions and giving students time to respond; 

 providing opportunities for negotiation of meaning to occur on regular basis; 

 training students in the use of appropriate communication strategies;  

 using a lot of target language in the classroom;  

 managing discourse during different stages of the lesson in an adequate way.  

Classroom discourse and interactions seem to be linked with some other impor-

tant aspects of foreign language teaching such as forms of assessment, developing 

learner autonomy, using teaching techniques and lesson aids, and also using a particular 

model of the foreign language lesson. For this reason, different aspects of classroom 

interaction constituted an important part of the research project reported in this disserta-

tion. 
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3.2.7. Developing learner autonomy 

Since any foreign language is complex with many cultural contexts related to it, it is 

simply impossible for learners to master it only by attending classes at school (Harmer 

2002: 335; Pawlak 2008: 128); hence, there is need for making learners autonomous. At 

the outset the definitions of the learner autonomy will be provided, which will be fol-

lowed by the distinction between autonomy and semi-autonomy. The main emphasis 

will later be laid on discussing the qualities of an autonomous learner and the steps that 

can be taken to promote autonomy. 

 Learner autonomy may be defined as the ability to take responsibility for one’s 

own learning (Benson 2001: 47) including being independent from the teacher and be-

ing competent and successful in managing one’s own learning (Benson 1997: 25; Illés 

2012: 509; Kumaravadivelu 2003: 133). Benson (2001: 109) aptly extends the defini-

tion of autonomy to all phenomena and actions which lead to taking control over one’s 

own learning. Other specialists add that autonomy also relies on the capacity to learn a 

language without close supervision, the ability to approach language learning situations 

in a creative and original way both inside and outside the classroom, and awareness of 

the need to improve language skills that have been taught at school (Komorowska 2002: 

167). To use the words of Pawlak (2011: 34), all that has been said above can be re-

duced to the statement that language learner autonomy is both an individual and social 

phenomenon since the learner must study the language on his or her own but also some 

form of cooperation is of vital importance in some situations at some points. Moreover, 

being able to take control over one’s own learning means developing certain skills 

which facilitate independence learning and also possessing suitable mental capacity to 

employ all the strategies (Pawlak 2011: 34). Wilczyńska (1999: 14) also talks about 

developing autonomy which she defines as the indispensible extension of responsibility 

for improving communication skills to the learner. On the other hand, not all learners 

are capable of being fully autonomous. For this reason, Wilczyńska (1999: 131) intro-

duces the concept of learner semi-autonomy, in which the learner is only partly respon-

sible for controlling his or her learning. Some kind of learner’s involvement in the proc-

ess of language learning is essential in order to master it but learners must be either 

skilful enough to work outside the classroom settings or they must be taught how to do 
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it. In addition, an attempt to foster autonomy can be made in the classroom settings by 

negotiating what can be learned outside the classroom.  

 The choice of appropriate strategies by the teacher can foster teacher-student 

collaboration by making joint decisions about language learning which can help to de-

velop greater autonomy. Making learners autonomous facilitates independent problem 

solving, and being autonomous facilitates the use of a wider range of different skills in 

variety of learning situations, making the language learning process more individualized 

(Komorowska 2002: 168-169). Furthermore, according to Benson (2009: 21), making 

learners autonomous contributes to better performance in a world that is becoming more 

and more globalized. Thus making no or too little effort to make language learners 

autonomous deprives them of developing some useful skills that may be beneficial both 

for language learning and for dealing with a range of other real life situations. Without 

successful attempts to foster autonomy, the learner faces a situation in which he or she 

may become a passive learner, who is reliant only on the teacher’s instructions and 

whose learning activities are limited only to the classroom settings (Hedge 2008: 83-

94).  

 In the development of learner autonomy, Legenhausen (2009) has proposed 

guiding principles. The guiding principles highlight the importance of combining the 

phenomenon of making learners responsible for their own learning with making them 

aware of why it is so important and how to do it in an authentic context (Legenhausen 

2009: 381). Legenhausen’s procedural principles focus on the practical implementation 

of the guiding principles in everyday language classroom procedures (Legenhasen 

2009: 384). Benson (2001: 11) has proposed the following approaches for the develop-

ment of learner autonomy: 

 resource-based approaches, which emphasise the role of learners’ independent use 

of learning materials;  

 technology-based approaches, which promote learners’ self-access and use of edu-

cational information and communication technologies;  

 learner-based approaches, which recommend introducing some behavioural and 

psychological changes into students’ attitude so that they would be able to be 

autonomous;  

 classroom-based approaches, which facilitate teacher-student collaboration in plan-

ning language lessons and evaluating the learning outcomes;  



 124 

 curriculum-based approaches, which “extends the idea of learner control to the cur-

riculum as a whole; 

  teacher-based approaches, that highlights the role of the teacher and teacher educa-

tion in promoting and developing learner autonomy.   

 In terms of guiding principles, numerous researchers have suggested what could 

be done in order to promote autonomy. At the very outset, some psychological prepara-

tion appears to be necessary in order to make learners aware that language learning is 

much more than working in classroom conditions under the supervision of a teacher 

who is supposed to direct students (Hedge 2008: 85). Additionally, some practical 

preparation is also necessary so as to equip students with necessary skills and strategies 

to become independent learners (Harmer 2002: 335; Hedge 2008: 85; Walker 2001: 85), 

including teaching them about the importance of mutual collaboration and support in 

order to maximize learning outcomes (Walker 2001: 92). Of considerable interest are 

also Komorowska’s (2002: 171-172) recommendations concerning equipping learners 

with interpersonal and social skills in order to help them cooperate in their peer group 

on additionalcurricular activities. Her other ideas (Komorowska 2002: 171-172) include 

reflective and analytical skills which help learners to choose and evaluate their own 

appropriate learning strategies. Finally, Komorowska (2001: 171-172) suggests inviting 

learners to participate in decision making processes concerning the choice of additional 

activities, such as the topic of the additional homework, the methods and materials that 

can be useful and the way the material will be presented. More detailed suggestions are 

introduced by Kumaravadivelu (2003: 133) and they involve developing the capacity 

for critical thinking and decision making which are necessary for learners to be able to 

act out in an autonomous way. Furthermore, learning about language learning processes 

may help students self-evaluate the progress they make. Kumaravadivelu (2003: 133) 

also suggests that learners should be presented with information about some psycho-

logical challenges related to solving language learning problems independently. As a 

result, they are likely to improve self-control and self-discipline and boost self-esteem. 

In summary, there are very few students who are effective autonomous language learn-

ers without careful and complex preparation in order to engage in autonomous learning. 

Thus, apart from possessing general knowledge about learner autonomy, teach-

ers should be familiar with the characteristics of an autonomous learner in order to use 

appropriate and effective strategies. Specialists enumerate many features which show 
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that learners are autonomous, and, interestingly, such qualities often coincide with the 

profile of a good learner. A list of such characteristics is as follows: 

 students know the goals they want to achieve and do their best as to be successful 

(Benson 2001: 49; Hedge 2008: 76; Pawlak 2011: 33; Walker 2001: 89); 

 students learn the language inside and outside the language classroom (Hedge 2008: 

76); 

 students use outside what they have learned at school and extend their knowledge 

(Benson  2001: 84; Hedge 2008: 76); 

 learners are aware of the available resources and use them productively (Hedge 

2008: 76); 

 autonomous learners employ suitable learning strategies and methods (Hedge 2008: 

76; Pawlak 2011: 34; Walker 2001: 89); 

 autonomous learners reflect on their learning and conduct regular evaluation of their 

progress (Walker 2001: 89); 

 students are highly motivated and resourceful (Komorowska 20002: 168);  

 students manage their independent learning effectively (Benson 2001: 49; Hedge 

2008: 76; Komorowska 2002: 167; Walker 2001: 89);    

 learners consider the teacher as a facilitator, counsellor and advisor more than a con-

troller and chief master (Hedge 2008: 76).  

A knowledge and understanding of the profile of an autonomous learner as outlined 

above may assist language teachers in evaluating their success in making their students 

autonomous.  

 There are also some procedural principles that provide practical guidance for 

foreign language teachers as to what roles they should play in the language classroom in 

order to foster learner autonomy, and what actions they ought to take to make learners 

engage in autonomous work outside the classroom. Such principles include: 

 foreign language teachers ought to encourage students to keep personal records of 

their strengths and weaknesses so as to assess what should be improved and how 

(Godwin-Jones 2011: 4; Harmer 2002: 339; Hedge 2008: 87; Kumaravadivelu 2003: 

142; Walker 2001: 91); 

 teachers are supposed to involve students in self-assessment and peer-assessment, 

since this helps learners be more reflective with respect to their own learning 

(Hedge 2008: 94-95; Komorowska 2002: 173); 
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 there should be some self-access facilities available for the students so that they can 

have some facilities when searching for information, such as resource centres 

(Harmer 2002: 340; Hedge 2008: 96; Illés 2012: 507; Sheerin 1997: 54-55); 

 teachers should provide learners with adequate homework which matches the indi-

vidual interests and needs (Harmer 2002: 338); 

 language teachers ought to update the techniques and materials they use since new 

ideas appear constantly in the professional literature (Harmer 2002: 340); 

 teachers should let students build their own views about language learning and take 

such preferences into consideration (Kumaravadivelu 2003: 138); 

 if necessary, teachers ought to support learners by giving them advice and guidance 

(Kumaravadivelu 2003: 138); 

 it is highly advisable to inspire learners to carry out some projects and to create 

learning communities (Godwin-Jones 2011: 6; Kumaravadivleu 2003: 142); 

 teachers ought to encourage learners to create and systematically update language 

portfolios which could be e-portfolios, because they may document the learner’s 

progress and boost his/her self-confidence (Godwin-Jones 2011: 4; Illés 2012: 507; 

Pawlak 2008: 128); 

 teachers should advise learners on possible sources of knowledge (Godwin-Jones 

2011: 6; Ryan 1997: 218);   

 teachers should promote the use of information and computer technology applica-

tions since it facilitates self-directed learning and creates authentic contexts for sec-

ond language acquisition (Godwin-Jones 2011: 7). 

The above list of practical actions that foster the process of making learners autonomous 

enables every foreign language teacher to choose suitable courses of action to foster 

autonomy, thus enhancing the effectiveness of the learning process, regardless of school 

facilities, the level of proficiency of learners or other factors. Not less importantly, 

teachers may regularly improve their own knowledge about making learners autono-

mous by conducting action research, reading professional topical literature, and also 

working in teacher teams where ideas can be exchanged freely (Harmer 2002: 344).   

 In order to help students to learn a foreign language more effectively and cope 

with demands of the modern world, they need to become autonomous. For this reason, 

as demonstrated in what follows, the development of autonomy was one of the facets 

being investigated in Polish and English upper secondary schools.  
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Conclusion 

The aim of Chapter Three has been to offer a comprehensive and up-to-date overview 

of the topic of language instruction in Polish and English upper secondary schools, to-

gether with important contextual information on the educational organisation and struc-

ture in the two countries, and to provide a rationale for investigating some elements of 

foreign language teaching. In order to accomplish these goals, first background informa-

tion concerning organisation and structure of the Polish general upper secondary school 

system and English sixth form system were presented. Special focal attention was given 

to legal regulations that are binding in both countries, the practical organisation and 

structure of performance of both school systems and the expected roles of the school 

principals. Moreover, the author included the description the application procedures 

involved in choosing a principal and detailed regulations concerning foreign language 

teaching. This part of the chapter was concluded with a brief comparison of Polish and 

English upper secondary school systems. Subsequently, a short overview of nine issues 

related to foreign language instruction and investigated in the present study was pro-

vided. This included the role of teacher teams and their collaboration, the models of a 

foreign language lesson, the types of teaching techniques and teaching aids, the ways of 

choosing a foreign language coursebook, forms of student assessment, the impact of the 

quality and quantity of classroom language interaction on teaching and finally, the sig-

nificance of making learners autonomous. As mentioned at the beginning of this sec-

tion, the rationale for carrying out research into the above aspects of foreign language 

teaching was also spelled out in each case. However, the discussion was rather brief 

given the amount of the issues.  

Two important points emerge out of this presentation. Polish and English upper 

secondary schools differ significantly in the way the foreign language teaching is deliv-

ered to students, but the structure and requirements of final examinations is similar. In 

other words, both Polish and English educational authorities and specialists have similar 

ideas about what should be achieved after a course of modern foreign languages but 

they sometimes recommend different ways of providing students with knowledge. Sec-

ondly, the elements of foreign language teaching are common in both countries and is-

sues concerning efficiency and effectiveness are therefore related. How these aspects of 
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foreign language teaching are dealt with in practice in Polish and English upper secon-

dary schools will be the main theme of the study reported in the following two chapters. 
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Chapter 4: Research methodology 

Introduction 

The main concern of the previous chapters was to focus on the theory and description of 

the legal background in which both Polish and English upper secondary schools are set. 

Justification for the nine aspects of foreign language teaching chosen for comparison in 

the present research project was provided and, in order to make comparisons between 

two different educational systems, the issues of program evaluation were examined in 

detail. In addition to this, differences and similarities between the Polish and English 

educational systems were highlighted and discussed. By contrast, the main aim of this 

chapter is to present an overview of the methodology and main findings of the pilot re-

search project, which is followed by the presentation of the main research methodology.  

The chapter opens with a detailed description of the design of the main study in-

cluding a brief description of the procedures and findings of the pilot study. A descrip-

tion of the subjects who participated in the research is given together with a discussion 

of the data collection instruments, the analytical procedures applied, the  manner of 

transcribing the interviews, and a description of  the coding procedures and the ways of 

analysis.  

4.1. The design of the study 

As has been stated above, the main aim of the research project was to compare and con-

trast nine elements of foreign language teaching between Polish and English upper sec-
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ondary schools and to evaluate the usefulness of application of the detected differences 

in the contrasting educational systems. Bearing in mind these set goals, the empirical 

model of a comparative study was applied (Bryman 2004: 48; Cohen and Manion 1994: 

108-109; Gnitecki 1989: 9).  

A pilot study was conducted in The Sixth Form College Farnborough in July 

2010 in England and in General Upper Secondary School in Sulechów in September 

2010 in Poland with a view to collecting background information about Polish and Eng-

lish upper secondary school systems. The subjects of the pilot study were school princi-

pals, teachers and students. Although the researcher used the schools she had access to 

the choice of the subjects within the schools relied on random sampling (Bryman 2004: 

543). The pilot study addressed six research questions: 

(1) Which aspects of the overall organisation of the school’s structure and perform-

ance are favoured by students and teachers?  

(2) Are there any similarities and/or differences in preferences related to formative 

assessment between the Polish and English upper secondary schools? 

(3) Are there any similarities and/or differences in the principals’ opinions about 

their autonomy? 

(4) Are there any similarities and/or differences in students’ opinions about the ex-

tent of their autonomy between the Polish and English upper secondary schools? 

(5) Are there any similarities and/or differences in teachers’ opinions about their 

autonomy between the Polish and English upper secondary schools? 

(6) Are there any similarities and/or differences in the teachers’ and principals’ 

knowledge of the corresponding school system? 

 Given that the pilot study had a minimal impact on the design of the main study, 

no detailed presentation of the results will be attempted. The pilot study focused upon 

the selected elements of the school structure and management, including the organisa-

tion of the school year, preferences related to types of formative assessment, the issue of 

principal’s/teacher’s/students’ autonomy as well as respondents’ knowledge about the 

Polish and English upper secondary school systems. The research tools included ques-

tionnaires for students, teachers and principals, and interviews with principals. The full 

copies of the pilot tools are available in  Appendix 4, p. 276. Although the researcher 

both distributed and collected the questionnaires during the school breaks, she was not 

present when they were completed. The researcher herself conducted the interviews. 
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Thirty questionnaires were distributed among students in The Sixth Form College Farn-

borough. As a result, 28 questionnaires were returned, with the response rate of 93.33%. 

Likewise, thirty questionnaires were distributed among the British teachers, and twenty 

five were returned, with the response rate of 83.33%. One questionnaire was given to 

the Principal of The Sixth Form College, and it was returned. Similarly, thirty question-

naires were handed out among Polish students, and the response rate was a hundred 

percent. Then, thirty questionnaires were distributed among Polish teachers, and twenty 

six were returned, with the response rate of 86.66%. One questionnaire was given to and 

then returned by the Principal of The General Upper Secondary School in Sulechów. 

Finally, an interview with the British principal was conducted, which was followed by 

an interview with the Polish principal. As a result, the data pool included 58 question-

naires for students, 51 questionnaires for teachers, and 2 questionnaires for principals ; 

the 2 interviews with principals were audio recorded. The data, collected in these ways, 

were coded and analysed with the help of descriptive statistics; qualitative analysis was 

also employed.  

The findings of the pilot study revealed that Polish and British students and 

teachers would prefer to have the final examinations spread out over the whole school 

year. Furthermore, both Polish and British students and teachers expressed the opinion 

that upper secondary school students should choose their subjects voluntarily and be 

assigned to inter-form course groups. Both Polish and British principals that partici-

pated in the pilot study appeared to be satisfied with the existing law regulations and 

they claimed the current legal regulations provided them with sufficient autonomy. 

However, the Polish principal did not see any point in changing the requirements con-

cerning a job description and the British principal thought otherwise. Interestingly, both 

Polish and British teachers were of the opinion that students should be assessed for 

solving complex problems, such as conducting research or writing an essay. A differ-

ence was revealed regarding the teachers’ and students’ opinions concerning learner 

autonomy, namely, the British teachers and students were much more positive about 

this. They also highlighted the importance of  students’ being able to make independent 

decisions concerning their learning, being involved in school life, and bearing conse-

quences for their actions. As far as the teachers’ autonomy is concerned, both Polish 

and British participants emphasised that all teachers should be provided with some indi-

vidual space in order to prepare for work efficiently and reflect on the efficiency of their 
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teaching. As for the knowledge about the contrasting school systems, Polish teachers, 

principals and students did not have sufficient information in this respect.  

 The pilot study provided a basis for determining new areas for comparison, 

made the researcher modify the choice of subjects and increase the range of research 

tools. Although it did not provide compelling evidence for the main research, the pilot 

research supplied the researcher with background knowledge about the structure and 

management of the Polish and English upper secondary school systems and thus pro-

vided an important context in which to draw conclusions in the main part of the study in 

consequence. The questions for the main study were changed into: 

(1) What are the similarities and differences in the organisation and performance of 

foreign language teacher teams in Polish and English upper secondary schools? 

(2) What are the similarities and differences in the ethos of the principal as a leader 

of upper secondary schools in Poland and England 

(3) What are the similarities and differences in planning foreign language lessons in 

Polish and English upper secondary schools?  

(4) What are the similarities and differences in the way in which teaching tech-

niques and lesson aids are chosen in Polish and English upper secondary 

schools?  

(5) What are the similarities and differences in the way in which foreign language 

coursebooks are chosen in Polish and English upper secondary schools?  

(6) What are the similarities and differences in the way of assessing students during 

foreign language lessons in Polish and English upper secondary schools?  

(7) What are the similarities and differences in classroom interactions during foreign 

language lessons in Polish and English upper secondary schools?  

(8) What are the similarities and differences when it comes to helping foreign lan-

guage students to become autonomous in Polish and English upper secondary 

schools?  

(9) What are the similarities and differences in foreign language program evaluation 

in Polish and English upper secondary schools?  

In order to ensure the most effective comparisons of the selected elements of 

foreign language teaching in both contexts, methodological triangulation was employed 

in the main study by combining such methods of data collection as self-completion 

questionnaires (Cohen and Manion 1994: 92), direct observation (Łobodzki 2004: 234). 
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semi-structured  interview (Bryman 2004: 321) and ethnography observation (Wragg 

2012: 9-10), where the researcher was a participant (Bryman 2004: 302). Once the data 

had been collected, it was subjected to both qualitative and quantitative analysis, which 

enabled the researcher to “map out, or explain more fully, the richness and complexity 

of human behaviour” (Cohen and Manion 1994: 233). The participants constituted a 

sample of convenience which is a form of non-probability sample (Mackey and Gass 

2008: 122). In order to enhance clarity, the reasons for choosing such a form of sam-

pling will be explained in detail in the subsequent section. This section will also offer 

some comments on the participants, instruments, methodology of data collection and 

data analysis. 

4.2. Subjects 

The subjects were foreign language teachers from Polish general upper secondary 

schools in The Lubuskie voivodship in Poland and from English sixth form colleges in 

Hampshire and Surrey counties in England. Because foreign languages are offered in all 

upper secondary schools both in Poland and in England, the only factor that was deci-

sive was the willingness of the principals and foreign language teachers to participate in 

the research. Several factors influenced the number of schools that took part in the re-

search, the number of teachers and the location of the schools. In the first place, the pre-

sent author sent many emails to the principals of both Polish and English upper secon-

dary schools requesting them to participate in the project. Surprisingly, only four Polish 

and four English principals responded positively. It can perhaps be assumed that the fact 

that the researcher did not represent any formal academic institution at the time of con-

ducting the research could be one possible explanation for the low response rate, al-

though other reasons cannot be excluded. Next, while some actual research procedures 

were being implemented, some teachers refused to participate in the interview and some 

did not return the questionnaires. Equally importantly, the researcher relied only on her 

own financial resources, which limited the territorial scope of the research procedures as 

well as the number of copies of research instruments available. Finally, since the re-

searcher is a foreign language teacher in one of the upper secondary schools, she could 

not devote a huge amount of time to travelling to remote locations because of her own 
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heavy teaching schedule. As a result, all the schools chosen were situated in the same 

regions, both in Poland and in England, which may be considered as an important limi-

tation on the generalizability of the findings generated by the present study and the con-

clusions drawn on their basis. However, the two groups could be considered as repre-

sentative at least in their regions. Now that an explanation of the factors affecting the 

research procedures has been provided, it is time to take a closer look at the subjects 

who supplied the data. 

4.2.1. British foreign language teacher participants 

Thirty
30

 British foreign language teachers from: Barton Peveril College
31

, The Sixth 

Form College Farnborough
32

, Strode’s College
33

 and Peter Symonds College
34

 partici-

pated in the study with most of them being female (92%). The teacher participants 

taught the following range of foreign languages: French, Spanish, German, Italian, 

Japanese and Chinese. 8% of the British subjects were aged between 20-30, 24% were 

between 31-40, 40% were between 41-50, 24% were more than 51; 4% of the subjects 

did not reveal their age.  

Moving on to the amount of experience in teaching it was revealed that the aver-

age for the British subjects was 16.6 years of teaching foreign languages. With respect 

to the place of residence, 28% of the British subjects lived in a city
35

, 56% lived in a 

town
36

, 12% lived in a village and 4% of the participants did not reveal this information. 

In terms of qualifications for teaching foreign languages, the British teachers had full 

teaching qualifications and 8% of the subjects had a Bachelor’s degree
37

, 88% had a 

                                                 
30

 A smaller number of the British foreign language teachers participated in the study than in Poland. Due 

to the fact that foreign languages are not a compulsory subject in English upper secondary schools, com-

paratively fewer foreign language teachers are employed there and available for any kinds of research.  
31

 The address and the location is: Barton Peveril, Chestnut Avenue, Eastleigh, Southampton, SO50 5ZA, 

Hampshire. 
32

 The address and the location is: The Sixth Form College Farnborough, Prospect Avenue, Farnborough, 

Hampshire, GU148JX.  
33

 The address and the location is: Strode’s College, High Street, Egham, Surrey TW20 9DR. 
34

 The address and the location is: Peter Symonds College, Owens Road, Winchester, Hampshire, SO22 

6RX. 
35

 City is definedby the researcher as a place with over 100.000 inhabitants. 
36

 Town is defined by the researcher as a place with below100.000 inhabitants. 
37

 Three Bachelor’s degrees were included: Bachelor of Arts, Bachelor of Science and Bachelor in Educa-

tion. 
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Master’s degree
38

 or higher
39

, and 4% did not include this information. The majority of 

the foreign language teachers, who had agreed to participate in the study were very co-

operative and provided the researcher with all the necessary and useful information, 

documents and additional materials. To sum up, the group of the British teacher partici-

pants can be described as representative at least in their area.  

4.2.2. Polish foreign language teacher participants 

The second group of participants involved in the study was forty Polish foreign lan-

guage teachers from: Liceum Ogólnokształcące w Sulechowie
40

, V Liceum Ogól-

nokształcące im. K. Kieślowskiego
41

, Liceum Ogólnokształcące nr III im. Prof. T. Ko-

tarbińskiego
42

 and 1 Liceum Ogólnokształcące im. Bolesława Prusa w Żarach
43

. By 

way of explanation, liceum ogólnokształcące stands for general upper secondary 

school
44

. All the teachers were fully qualified and, with some differences within 

schools, they taught English, German, French, Spanish, Italian and Latin. As was the 

case with the British participants, most of the subjects were women (78.8%); 21.2% 

were between 20-30 years old, 51.5% between 31-40, 27.3% between 41-50, and there 

were no teachers more than 51 years old. It is worth pointing out that the population of 

the Polish teacher participants proved to be significantly younger than the population of 

the British teacher participants, which was confirmed by Chi-square results (X-squared 

=13.38, df =3, p = 0.003). With respect to the average length of teaching experience, it 

amounted to 11.7 years. 48.5% of the Polish foreign language teachers lived in a city, 

42.4% in a town and 9.1% in a village. As far as their education is concerned, 6% re-

                                                 
38

 Four Master’s degrees were included: Master of Arts, Master In Science, Master of Education and 

Postgraduate Certificate in Education that includes master’s credit. 
39

 PhD: Doctor of Philosophy.  
40

 The address and location is: Liceum Ogólnokształcące w Sulechowie, ul. Licealna 10, 66-100 

Sulechów. 
41

 The address and location is: V Liceum Ogólnokształcące im. K. Kieślowskiego, ul. Świętej Kingi 1, 

65-215 Zielona Góra. 
42

 The address and location is: Liceum Ogólnokształcące nr III im. Prof. T. Kotarbińskiego, ul. Strzelecka 

9, 65-452 Zielona Góra. 
43

 The address and location is: 1 Liceum Ogólnokształcące im. Bolesława Prusa w Żarach, ul. Podwale 

16, 68-200 Żary.  
44

 All the translations in the dissertation are the present author’s.  



 136 

ported having a Bachelor’s degree
45

 and 94% a Master’s degree
46

. There seemed to be 

more similarities than differences between the two groups with only the significant dif-

ference related to the age factor. In addition to this, there was also no major difference 

between the Polish and English school participants in terms of the size of the cities’ 

populations where the above schools were located
47

. This may confirm what was said 

above that the group could be considered as representative at least in their region.  

4.2.3. Students participating in the study 

No attempt was made to gather detailed information about the students from the English 

sixth form colleges but the principals advised that any young person can apply from 

anywhere since there is no catchment area. Most of them came from neighbouring 

counties and all who study in the sixth form colleges are aged 16-19. As for the applica-

tion process, students apply, and if there is a suitable course for which they are quali-

fied, they are interviewed and can be offered a place to study.
48

 Similarly, in Poland the 

students in the general upper secondary schools are aged 16-19, and any person is free 

to apply for admission to a general upper secondary school irrespective of their catch-

ment area.
49

 

4.3. Instruments and methodology of data collection 

As has been mentioned above, three different instruments of data collection were em-

ployed with a view to obtaining multiple perspectives on the phenomena to be com-

pared. They comprised questionnaires distributed among the teachers, direct observation 

of the foreign language lessons conducted in both settings and interviews with the 

                                                 
45

 Wykształcenie wyższe zawodowe (studia licencjackie). 
46

 Wykształcenie wyższe (studia magisterskie) 
47

 The population for Winchester, Eastleigh, Egham and Farnborough was taken from 

www.geonames.org . The population for Sulechów was taken from www.bip.sulechow.pl , for Zielona 

Góra from www.zielonagora.pl and for Żary from www.zary.pl. 
48

 This information was obtained from MSc Simon Jarvis, the prezent Principal of the Sixth Form College 

Farnborough. 
49

 This information was obtained from MA Beata Leśniak, the present Deputy of the General Upper Sec-

ondary School in Sulechów. 
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teachers. The choice of the instruments and the applied procedures were intended to 

minimize the disruption in the classroom proceedings, and consequently gain insights 

into the processes which occurred naturally in the lesson. It should be explained that it 

was lesson observations that served as the main tool of gathering data and further analy-

sis, while questionnaires and interviews provided more insight into the phenomena.  

In Polish general upper secondary schools data collection took place between 

May 12, 2011 and June 3, 2011 and the procedures went very smoothly, in a very 

friendly and supportive atmosphere. Both the principals of the schools and the foreign 

language teachers who had agreed to participate in the study were very cooperative, 

helpful and willing. In each Polish participant school, the principals, students and the 

teachers gave their clear consent to take part in the project and the research did not in-

terfere with the day-to-day functioning of the school. As a result, 33 questionnaires 

were collected, 29 lessons were observed and 10 interviews were conducted. The data 

from the English sixth form colleges were gathered between June 27, 2011 and July 8, 

2011, with no difficulties being encountered. In all the sixth form colleges, the consent 

from the principals, students and teachers was obtained and the researcher’s actions did 

not disrupt the usual school activities in any way. As a result, 25 questionnaires were 

collected, 20 lessons were observed and 10 interviews were conducted. In the following 

subsections, all the instruments are discussed in detail.  

4.3.1. Lesson observations 

A total of 49 lessons were observed with the researcher present during all of them. The 

observations were conducted with the help of an observation sheet that had been de-

signed by Hopkins (2009: 101), which can be found in Appendix 5, p. 303. The lesson 

observation sheet was composed of 25 questions grouped into seven categories: 

(1)  Foreign languages team/teams performance
50

.  

(2) The applied model of the foreign language lesson.  

(3) The use of foreign language teaching techniques and lesson aids.  

(4) The use of foreign language coursebook.  

                                                 
50

 The present author included this point in the lesson observation sheet, however, with the intention to 

conduct this type of observation during the teacher teams’ meetings.  
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(5) Assessing students in the foreign language lesson.  

(6) Classroom interaction. 

(7) Development of learner autonomy. 

To identify each observation session, the heading of each observation sheet con-

tained: the name of the observer, the date, the name of school, identification of the 

class/group, the lesson timing, the consecutive number of each observation and the sub-

ject of the lesson. Crucially, the structure of the lesson observation sheet was designed 

around the main goals of the study in order to obtain the most valid data.  The first cate-

gory comprised three questions regarding: 

 the kinds of topics covered during foreign languages teams meetings; 

 the atmosphere during the meetings including interpersonal relationships; 

 the influence of the principal on the performance of teacher teams.  

The second category consisted of four questions describing the predominant model of 

the lesson and its structure, investigating the students’ engagement in each stage of the 

lesson, and finally determining examples of good practice. The third category in the 

lesson observation sheet comprised five questions 

 information about the teaching techniques that were applied in each lesson; 

 the students’ reactions to these techniques; 

 the types of teaching aids that were applied during the lesson; 

 the students’ reactions to the applied teaching aids;  

 identification of innovative teaching techniques or/and teaching aids unknown to the 

observer.  

The fourth category in the lesson observations sheet included four questions focused on 

exploring the frequency of using a foreign language coursebook during each lesson, 

determining in which stages of the lesson the teacher used the textbook, the students’ 

responses to being exposed to the use of it, and finally revealing whether the teachers 

used additional materials such as an activity book or a script. The fifth category con-

sisted of three questions aimed at gaining information about how the students were as-

sessed, how often this assessment took place and how they responded to being assessed. 

The sixth category included five questions. The first one was intended to assess pre-

cisely whether the students knew about the goal of the lesson. The second one examined 

who was in control of the classroom interaction and in which situations. The next point 

related to the use of body language by the teacher: gestures, facial expressions and oth-



 139 

ers. The observer also intended to find out in which situations reliance on additional 

linguistic features played an important role and how students responded to it. The final 

category dealt with only one question, namely, whether the students were allowed to 

make any decisions in the course of a particular class.  

The aim of the observation was explained to the students at the beginning of 

each lesson and they were reassured that no data would be disclosed to their teachers or 

educational authorities. The students were also requested to act in as natural a manner as 

possible. Nevertheless, the researcher was aware of the fact that it was impossible to 

eliminate the so-called reactive effect (Bryman 2004: 175) and observer’s paradox 

(Mackey and Gass 2008: 176), and there was a danger that the students could behave 

differently in the presence of  strangers in the classroom. On each occasion, the re-

searcher was seated in such a position so as to be able to observe both the students and 

the teacher. No forms of audio or video recording were employed due to considerable 

difficulty involved, namely, the necessity to change the settings for every lesson and the 

fact that the research was conducted abroad. Instead, the teacher followed the lesson 

observation sheet during each lesson and either put a tick or short description in the 

spaces for comments every time a particular phenomenon occurred. This form of re-

cording the processes that transpired in the classroom was based on the conviction that 

the researcher could gather some factual rather than judgemental records (Hopkins 

2009: 89). Additionally, on some occasions, the researcher recorded additional informa-

tion that was not included in the lesson observation sheet but seemed to be relevant. 

Interestingly, both in Poland and in England the students seemed to ignore the presence 

of the stranger shortly after the lesson had begun.   

4.3.2. Questionnaires 

The primary goal of creating, administering and processing the questionnaires for Polish 

and British foreign language teachers was to collect data that would enable the re-

searcher to address the research questions formulated above. Furthermore, it enabled her 

to compliment and compare and the data gathered by means of direct observation with 

the teachers’ opinions included in the questionnaires with regard to their everyday class-

room practices. The next significant aim of employing this data collection process was 
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to obtain a comprehensive, in-depth and up-to-date picture of teachers’ beliefs and pref-

erences regarding various aspects of foreign language teaching. It is conceivable that 

some of the teachers may have included replies to some questions that made them look 

favourable and highly professional; despite this risk, however, the data constituted a 

unique source of information concerning the processes that occur in Polish and English 

foreign language lesson settings. The full copies of the Polish and English question-

naires for teachers can be found in  Appendix 6, p. 311.  

The complete tool consisted of eighteen questions grouped into ten categories, 

which were as follows: 

(1) The structure and performance of the foreign languages teacher teams. 

(2) Ethos of a principal as a leader in education. 

(3) The model of a foreign language lesson. 

(4) Foreign language teaching methods and teaching aids. 

(5) The use of a foreign language coursebook. 

(6) Forms of students’ assessment. 

(7) Making students autonomous. 

(8) Discourse and interactions in the foreign language classroom. 

(9) Evaluation of the foreign language program. 

(10) Demographic information. 

On the front part a cover letter was included, in which the teachers were informed about 

the researcher’s background, and the overall aim of the research in order to familiarize 

themselves with instructions. The following page included general pieces of information 

about the structure of the two types of schools under investigation, namely the sixth 

form college and general upper secondary school. This was done with a view to making 

the participants better understand the contrasting school system.  

Different types of questions were used in the questionnaire, depending on the 

phenomenon that was investigated. Most of the items included in the questionnaire were 

semi-opened questions (Łobodzki 2006: 255), thanks to which the teachers had a chance 

to choose either one or in some occasions more suggested options, or include their own 

ideas. An example of such a question was the very first one, which dealt with determin-

ing the goals of the foreign language teaching followed in the participants’ schools. In 

this case, the teachers were provided with four closed options and an open-ended one 

where they could include other goals. The researcher also used the scaling technique 
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called the Likert scale with the agree-disagree approach to measure the foreign language 

teachers’ attitudes and values (Dörnyei 2008: 36-39). To be more precise, a five-point 

scale was employed with the possible response ranging from Yes, I strongly/definitely 

agree, Yes, I partly agree, No, I partly disagree, No, I strongly/definitely disagree, to I 

don’t have an opinion. These were immediately followed by filter questions (Bryman 

2004: 120) which shed some light on the teachers’ general tendencies in order to ex-

plain the phenomenon. For instance, question number four investigated the degree to 

which the participants agreed with the statement that having a principal who is a strong 

and efficient leader in education is beneficial for the school’s performance. If the par-

ticipants replied in the affirmative, they were requested to explain how the principal as a 

leader in education can influence the efficiency of the foreign language teacher teams. 

On a few occasions, open-ended questions (Mackey and Gass 2008: 92) were asked 

when the researcher decided that she needed a detailed and comprehensive description 

of a particular issue. For example, in question five, the participants were asked to de-

scribe the scheme of planning foreign language lessons according to an official syllabus. 

Additionally, one disjunctive-semi-opened question (Łobodzki 2006: 254-256) was used 

to focus upon controlling the language interaction in the foreign language classroom. 

For instance, in question fifteen the participants could choose options ranging from full 

teacher’s control to full students’ control as well as the I don’t have an opinion possibil-

ity. Finally, factual questions (Cohen and Manion 1994: 278), concerning gender, age 

group, teaching experience, place of residence and qualifications, enabled the researcher 

to obtain the necessary information about the respondents. The questionnaires for the 

British teachers were in English and the questionnaires for the Polish teachers were 

worded in Polish because the foreign language teachers taught different foreign lan-

guages.  

 62 questionnaires were administered to the Polish and British foreign language 

teachers. Because of time and financial limitations, the researcher handed out the ques-

tionnaires to the school principals with a request to distribute them among teachers. She 

did that during the meeting preceding the actual research at a particular school and col-

lected the questionnaires later while conducting interviews and lesson observations. 

Thus, the teachers could spend as much time as they needed to complete the question-

naires and, they did so without the presence of the researcher. This caused some prob-

lems with collecting the questionnaires as some teachers were absent from school at the 
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time of the actual research, and on some other occasions a few teachers did not return 

the questionnaires without any explanation. Moreover, some items in the questionnaire 

were misunderstood or the teachers did not pay sufficient attention to the rubric so their 

replies were not valid. Such items were not taken into account in the analysis. In total, 

58 questionnaires were completed which put the return rate at 93.5% with a slight dif-

ference between Polish (91.6%) and British (96%) foreign language subjects. In spite of 

the difficulties mentioned above, sufficient data were collected to undertake an analysis 

in order to address the research questions formulated for the study.  

4.3.3. Interview 

Another data collection tool was the semi-structured interview (Bryman 2004: 113) with 

ten Polish and ten British foreign language teachers. The main aim of this data collec-

tion procedure was to gain further insight into the phenomena that occurred in the Pol-

ish and English upper secondary schools during the foreign language lessons and also to 

give both the participants and the researcher a chance to discuss and clarify some of the 

issues face-to-face. The school principals in Poland and the heads of the Modern Lan-

guages Departments in England decided how many teachers and exactly who would be 

interviewed. 20 questions were asked which were grouped into 9 categories: 

(1) The performance of the foreign language teacher teams. 

(2) The ethos of the principal as a leader in education. 

(3) The model of the foreign language lesson. 

(4) The use of the foreign language coursebook. 

(5) The forms of student assessment. 

(6) The development of learner autonomy. 

(7) The second language classroom discourse. 

(8) The program and course evaluation. 

(9) The questions concerning demographics. 

Subsequently, an interview guide (King and Horrocks 2010: 38-39) was created and 

used, which can be found in Appendix 7, p. 331. Although the researcher followed a list 

of questions in some cases additional questions were asked (Bryman 2004: 113). A va-

riety of types of questions were employed depending on the phenomenon under investi-
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gation. More specifically, open-ended, filter, opinion (Hague 2002: 158-159), feeling 

(King and Horrocks 2010: 37), knowledge (King and Horrocks 2012: 37) and personal 

factual questions were included. For example, question one was an open-ended ques-

tion, in which the participants were asked if the teacher teams performed any joint pro-

jects. A filter question was then asked when requesting the participants to provide some 

examples of joint projects or explain why no joint projects were performed. Question 

two was a feeling one and the participants were asked to express their sentiments as to 

whether they have the principal’s support in their work. As far as an example of a 

knowledge question is concerned, it was related to the model of the foreign language 

lesson since the participants were requested to list the stages that they followed in a les-

son. Factual questions focused on gender, age group, years of teaching, the location of 

their permanent address and background education.  

Prior to each interview, the researcher asked the interviewee to give his or her 

consent to make an audio recording of the conversation. In order to secure the data and 

not to miss some vital information, the researcher used both audio recording and note-

taking notes during each interview. Each interview was conducted by the researcher and 

took on average 20 minutes. Every interview in England was conducted in a separate 

room designated by the school principals and English was the language used for this 

procedure. Similarly, all the interviews conducted in Poland were held in separate 

rooms designated either by a principal or by the teachers themselves and the language 

used was Polish. In order to obtain a detailed picture of the issues in question and the 

most accurate information, additional questions were sometimes introduced. These were 

elaborating questions, deepening questions, expanding questions and interpreting ques-

tions (Kvale 2010: 112-113). Occasionally silence was employed to provoke the teach-

ers to add more information and explain things in a m ore detailed way (Chaudron 1990: 

17-19). It should be noted that, all interviews proceeded in a friendly and inspiring at-

mosphere.  

4.4. Data analysis 

The data collected by means of lesson observations, questionnaires and interviews  con-

stituted the basis for subsequent analysis. In the case of the interviews, the researcher’s 
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notes of the responses on the interview schedule was the main source of data while the 

audio recordings, which were transcribed using the conventions presented in the  Ap-

pendix 8, p. 337, were used to verify the correctness of the gathered information.  

Before conducting the analysis, three separate codebooks were created for the 

questionnaires, the interview guide and the lesson observation sheet, which provided 

points of reference from both quantitative and qualitative analysis. All the questionnaire 

items were appointed codes, for instance a, b, c for each possibility, which were then 

used to calculate the total number and frequency of the responses. In the same vein, all 

the replies provided in the interviews were grouped and assigned codes. For example 1 

for the yes response and 2 for the no response, which again enabled the researcher to 

calculate the total number of responses as well as the frequency of all the replies. Then, 

each observed phenomenon from the lesson observation sheet was also given a code, for 

instance 1 for yes and 2 for no observed phenomenon, which enabled the researcher to 

do the necessary calculations and calculate the frequency of particular phenomena.  

In order to verify the independence of the variables, on the basis of the collected 

data, contingency tables were created (Butler 1985: 118). The majority of statistical 

procedures relied on descriptive statistics, in particular frequency analysis (Ferguson 

and Takane 2003: 28). To be more specific, the contingency tables enabled the re-

searcher to read the values (Woods et al. 1986: 140) and the bar charts were helpful 

when looking for regularities and/or differences (Woods et al. 1986: 11). Then, Pear-

son’s Chi Square test was employed to check for statistical significance of the differ-

ences observed (Boslaugh and Watters 2008: 191-195). Descriptive statistics were used 

for interviews and observations while Chi Square analysis was used in the questionnaire 

responses. Detailed information about the analysis of the data related to the research 

questions addressed in the present study is provided below: 

 Performance of teacher teams was examined both quantitatively and qualitatively. 

Contingency tables were employed to provide details of the structure and perform-

ance of the foreign languages teams as well as to analyse the forms of cooperation in 

the team/teams and the teachers’ opinions about the strongest and weakest aspects of 

performance of these teams. All the questionnaire responses regarding the structure 

and the meeting schedules of the foreign languages team/teams were calculated and 

the significance of the observed differences was determined by means of Pearson’s 
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Chi Square test. Qualitative analysis consisted of describing unique forms of foreign 

languages team/teams structure and performance. 

 Principal as a leader in education was investigated both quantitatively and qualita-

tively. The total number of responses to the particular questions was calculated. 

Contingency tables were employed to illustrate the replies regarding the principal’s 

direct influence on the foreign languages team/teams efficiency and measures were 

also used to present the teachers’ opinions concerning their perception of the princi-

pal’s support in their actions and how this support affected their performance. Pear-

son’s Chi Square test was used to analyse differences in the teachers’ opinions on 

the ethos of a principal as a leader in education. Qualitative analysis was employed 

to analyse distinctive examples of the principals’ influence and performance that in-

fluenced the functioning of teacher teams either in a positive or negative ways. 

 Model of the foreign language lesson in Poland and England was investigated 

mainly quantitatively but some forms of qualitative analysis were also incorporated. 

The total number of responses was calculated as well as the number of the coded 

phenomena from lesson observations. Contingency tables were used to analyse the 

data regarding the types of the teaching goals, the ways in which foreign language 

lessons were planned, and the content of the average lesson plan. Contingency tables 

and bar charts were also used to tabulate examples of the foreign language teaching 

goals followed by the teachers and to compare the replies regarding what is taken 

into consideration while planning a lesson, the stages it includes, the students’ in-

volvement and examples of innovative practice. Pearson’s Chi Square test was used 

to compare the goals the teachers attempt to achieve during their lessons and 

whether they plan their lessons according to the leading schedule. Qualitative analy-

sis was employed in the case of any additional information as well as examples of 

innovative practice. 

 The use of techniques and teaching aids was examined mostly qualitatively but 

some quantitative analysis was also undertaken. The total number of responses was 

calculated and the total number of the phenomena which occurred was counted. 

Contingency tables were used in the analysis of the teaching techniques and aids, 

students’ reactions to instructional procedures and innovative techniques. Pearson’s 

Chi Square test was employed to determine statistical differences between the re-

sponses of both groups of teachers. Qualitative procedures were employed to ana-
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lyse the teachers’ information concerning factors taken into account when choosing 

teaching techniques/aids, examples of additional techniques/teaching aids not in-

cluded in the questionnaire or lesson observation sheet, as well as instances of inno-

vative teaching techniques and lesson aids.  

 The use of a coursebook was investigated both quantitatively and qualitatively. The 

total number of teachers’ responses to each question was calculated and data were 

arranged in a form of contingency tables in order to analyse the frequency of chang-

ing a coursebook, the reasons for changing a coursebook, frequency of using a 

coursebook during foreign language lessons, and finally the use of additional teach-

ing materials during the foreign language lessons. The statistic calculations, namely 

Pearson’s Chi Square test, were undertaken to investigate differences for the way of 

choosing a coursebook, assessing its usefulness and data regarding creating own 

teaching materials. The examples of complementary materials used in the foreign 

language lessons and the distinctive ways and criteria of choosing the coursebook 

were analysed qualitatively. 

 Forms of student assessment were investigated mainly quantitatively with some 

elements of qualitative analysis. All the responses to the questions and the frequency 

of the observed phenomena were calculated. The contingency tables were arranged 

to investigate the forms of students assessment employed, the frequency of student 

assessment during a foreign language lesson, students’ reactions to being assessed 

and whether the existing forms of assessment were regarded as sufficient or not by 

foreign language teachers. The forms of student assessment declared in the ques-

tionnaires were compared with the use of the Pearson’s Chi Square test. The qualita-

tive approach was used to provide the examples of the distinctive forms of assess-

ment. 

 Classroom interaction was subjected to both quantitative and qualitative analysis. 

All the replies to the questions as well as the observed phenomena were calculated 

and investigated with the use of Pearson’s Chi Square test. Contingency tables were 

used to present and analyse whether Polish and British teachers used speech modifi-

cation and/or body language as teaching aids, to analyse the range of situations 

when speech modification and/or body language was used, students’ reactions to the 

use of speech modification and/or body language by foreign language teachers, 

types of interactions during elicitation, the ways errors/mistakes were corrected and 



 147 

finally who made the final correction. Pearson’s Chi Square test was used to assess 

the proportions of controlling the language interactions during the foreign language 

lessons and descriptive statistics was used to illustrate the details. Qualitative analy-

sis was used to explore the contradictions in results of the questionnaires and inter-

views regarding the range of situations when teachers used speech modification 

and/or body language, compare the types of non-verbal communication used by the 

Polish and English foreign language teachers.  

 Learner autonomy was analyzed quantitatively by counting the total number of 

teachers’ responses regarding their opinions whether their students were able to con-

trol the process of learning a foreign language and what could improve the unsatis-

factory situation and the contingency tables were arranged. Contingency tables were 

also used when providing further details related to the above points and listing the 

number of examples of situations which could stimulate learner autonomy. Pear-

son’s Chi Square test was used to find relationship between the degree of the 

teacher’s language interaction control and learner autonomy, the use of additional 

teaching materials and learner autonomy and ways of planning a foreign language 

lesson and learner autonomy. Qualitative analysis focused on the distinctive opin-

ions regarding what could be done to improve learner autonomy and to discuss the 

results of comparisons. 

 Program evaluation was the subject of quantitative analysis in terms of calculating 

and statistically processing the model of the program evaluation in Polish and Eng-

lish upper secondary schools. To be more specific, contingency tables and a bar 

chart were used to analyse the ways of performing program evaluation in Polish and 

English upper secondary schools. Moreover, contingency tables were used to pre-

sent the data related to the types of the applied procedures of program evaluation 

and assessing the level of efficiency of program evaluation in Polish and English 

upper secondary schools. Subsequently, Pearson’s Chi Square test was employed to 

examine the ways of performing program evaluation and the types of the applied 

procedures of program evaluation. The qualitative approach was used to describe the 

unique models of program evaluation which had been pointed by the teachers. 
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Conclusion 

The main aim of the present chapter has been to present and discuss the methodology, 

procedures and findings of the pilot study as well as the methodology of the main re-

search project. This was necessary in order to help the readers better understand the 

findings presented and discussed in the final chapter of this dissertation. More precisely, 

the chapter focused on such details as defining the type of the main research and provid-

ing the details of the pilot study. The subjects who were involved in the main project 

were characterized, with a division being made between the Polish and British partici-

pants. Subsequently a description of the data collection tools used in the study was of-

fered and the ways in which the collected data were analysed were discussed. To pro-

vide an exhaustive overview of the collected data, the way in which the interviews were 

transcribed, the coding procedures and the ways in which data analysis were made, were 

presented in detail. The chapter closed with an overview of how the data pertaining to 

the issues investigated in the study were analysed.  
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Chapter 5: Research findings 

Introduction 

The main objective of the present study was to examine nine aspects of foreign lan-

guage teaching in Polish and English upper secondary schools in order to identify dif-

ferences that could be applicable to the contrasting systems, thus enhancing the quality 

of foreign language education in either one or both of the countries. A plausible justifi-

cation for such a focus seems to be the fact that the findings and conclusions of this re-

search may be a stimulus for practitioners to improve the quality of foreign language 

teaching in both of the examined countries. It is hoped that highlighting the differences 

in foreign language teaching and showing some examples of good practices may inspire 

teachers to adopt some new and fresh ideas in their educational activities. Since Poland 

and England belong to the European Union, they follow similar policies with respect to 

foreign language education. Therefore, exchanging ideas and experiences is likely to 

foster reform and trigger changes in prevalent beliefs and attitudes. At the same time, of 

course, the specificity of each country must be taken into account since not all solutions 

are equally applicable to all contexts. 

Nine research questions constituted the core basis for the research study. One of 

the main objectives was to compare and contrast the performance and structure of for-

eign language teacher teams in the Polish and the English upper secondary schools. The 

term teacher team’s structure was used to refer to the way in which the teacher team is 

organised. For instance, in one school it may be one group of all foreign language 

teachers with one team leader, while in another there may be more foreign language 

teacher groups. It is the belief of the present author that how the teachers cooperate with 
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each other may affect the nature and effectiveness of the foreign language teaching in 

the two educational systems. That is why, while discussing further elements of foreign 

language teaching, the issue of the performance and structure of the foreign language 

teacher teams will always be taken into account.  The study also focused on the role of 

the principal as a leader in education. In particular, the question of teachers’ opinions 

concerning the positive or negative influence of the principal on foreign language teach-

ing in Polish and English upper secondary schools was the main concern. The study also 

compared the ways in which language lessons were structured in both countries and an 

attempt was made to explore similarities and differences in the ways in which foreign 

language teaching techniques and aids are applied. This goal was of considerable im-

portance to the present author since she is a practitioner herself and she was interested 

in finding instances of innovative and perhaps more effective foreign language teaching 

techniques and aids. Yet another goal of the study was to examine the differences be-

tween the Polish and English upper secondary schools with respect to the use of a 

coursebook during foreign language lesson, in particular with reference to the frequency 

and nature of use. The study also focused on the question of similarities and differences 

in the forms of student assessment that are used in the Polish and English upper secon-

dary schools and how the choice of methods of evaluation affects the students’ behav-

iour. Another aim was to enquire into the issue of classroom interactions, including the 

proportions of controlling classroom interactions, non-verbal communication, correcting 

errors and the occurrence of interactions during elicitation and a further objective was to 

explore the similarities and differences in actions taken by the Polish and English upper 

secondary schools with a view to developing learner autonomy. The differences identi-

fied were evaluated in order to make pedagogical recommendations. Finally, the ways 

of conducting program evaluation in both types of schools were explored and discussed.  

5.1. Findings of the research project 

The detailed outcomes of the present research are presented in the following section in 

relation to the issues under investigation, irrespective of whether they were derived 

from quantitative or qualitative analysis. 
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5.1.1. Structure and performance of the foreign language teacher teams 

The aim of this part of the investigation was to investigate the structure, working sched-

ule and scope of activities in the teacher teams in the Polish and the English upper sec-

ondary schools.  Even a cursory look at Table 3 demonstrates that there existed a major 

difference between the structure of the foreign language teacher teams in Polish and 

English upper secondary schools, which was also confirmed by the results of the Pear-

son’s Chi Square test result (see Table 4). In England, it was common for teachers of all 

the foreign languages in a school to be organised in a single team (80% of the total re-

sponses), but such an organisation in Polish upper secondary schools was less common 

(ca. 28.5% lower) (see Table 3). In the light of such findings, it may be stated that such 

a structure of the foreign language teacher teams, namely one foreign language teacher 

team for all foreign languages, was a norm in England, but not in Poland. Some internal 

consistency in this result is shown by the response that more Polish teachers than their 

English counterparts declared that their structure comprised separate teams for each 

language (42.4% vs. 16%), but the difference did not turn out to be statistically signifi-

cant (see Table 4). Interestingly, in those cases where all the foreign language teachers 

operated within one teacher team, some discrepancies were found regarding the exis-

tence of discrete teams for separate languages within the main structure: 85% in English 

upper secondary schools compared with 37.5% in Polish schools (also see Table 3). The 

strongest similarities between the two groups can be found in terms of the fact that there 

was one manager, both in Poland and England, who headed a particular group (see Ta-

ble Table 3).  

In order to clarify some issues, a few English teachers included additional com-

ments on the margins of the questionnaires regarding the structure of the foreign lan-

guages department and the managers’ job descriptions in their schools. For example, 

one British teacher highlighted that English was included as a foreign language in their 

college. She explained that Modern Foreign Languages were one department whereas 

English for speakers of other languages was “a different department which falls under 

study support (ESOL)”
51

. Another British teacher extended the terminology used for 

senior managers in their school and distinguished between senior and curriculum man-

                                                 
51

 The direct quotation from the questionnaire. 
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agers. It was explained that “every main language is a different Curriculum Area, 

guided by a Curriculum Manager who schedules regular meetings to discuss the sylla-

bus, teaching methods/materials ...”
52

. Although each curriculum manager had some 

independence for the particular language, one foreign language teacher (the senior cur-

riculum manager) had overall responsibility and oversight of  all  foreign language in-

struction in the school and made decisions regarding teaching strategies.  

In another English upper-secondary school, the teacher emphasised that there 

was a Head of Faculty who oversaw foreign language instruction, as well as other sub-

jects. A British teacher from a different upper secondary school indicated that they had 

a Head of Faculty, who dealt with “English + Film + Media + Communications, as well 

as languages”
53

. Such responses demonstrate that the manager for a foreign languages 

team in English upper secondary school can either supervise one team that covers one 

foreign language, one team which covers different foreign languages or one department 

which covers different teams of different curriculum subjects. The possibility of de-

scribing a unique structure of a foreign language teacher team was included in the ques-

tionnaire as the other option. One British teacher commented that the foreign language 

team was a separate group in the whole school led by one senior manager
54

.  

These different approaches to teaching teams indicate a managerial approach in 

England which encourages collaboration and discussion. All the teachers felt that they 

belonged to a team and were not teaching in isolation; in that sense, foreign language 

teachers in England are autonomous pedagogues; they work within structures which 

encourage sharing and the development of good practice. 

Two Polish participants claimed that the teachers met only when it was neces-

sary but no formal team had been created for this purpose. On the whole, the partici-

pants’ responses to the questions as well as their additional comments indicate that the 

types and divisions into particular teams usually were closely related to the school’s 

specific needs or curriculum issues (Fischer and Taylor 2012: 236). In accordance with 

what can be found in the professional literature (Chappuis and Stiggins 2009: 58), the 

foreign language teacher team leader, in most cases, was the most active member of the 

team. 

                                                 
52

 The direct quotation from the questionnaire.  
53

 The direct quotation from the questionnaire.  
54

 The teacher explained in the questionnaire that this structure was for teaching English as a Foreign 

Language Department which is separate from the Modern Foreign Languages Department in the school. 
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Table 3. The structure of foreign language teacher teams described in the questionnaires. 

 Polish schools English schools                        

 N
55

 % N % 

One group for all languages 17 51.5 20 80 

One manager for this structure 15 88.2 18 94.7 

Discreet teams within this structure 6 37.5 17 85.0 

Separate groups for each language 14 42.4 4 16 

One manager for this structure 13 86.7 3 73.0 

Other  2 6.1 1 4 

total 33 100 25 100 

 

Table 4. The structure of foreign language teacher teams declared in the questionnaires- Chi-square test 

results. 

Foreign language teacher teams Χ-squared df p. value  

One group for all languages 6.095 1 0.013 

One manager for this structure 0.010 1 0.919 

Discreet teams within this structure 6.756 1 0.009
 

Separate groups for each language 0.006 1 0.936 

One manager for this structure 0.000 1 1.000 

  

The inevitable corollary of the differences in the structure of foreign language 

teacher teams was a significant difference in the working schedule of the Polish and 

English foreign language teacher teams. Consequently, as much as 84% of the English 

foreign language teacher teams reported having regularly scheduled meetings while 

93.9% of the Polish foreign language teacher teams reported holding meetings as re-

quired by a specific situation (see Table 5). Additionally, British teams (20%) reported, 

under the other option in the questionnaire, having other forms of working meeting 

schedules, such as regular email contacts, meeting only for training purposes and con-

sultations involving only subject leaders (see Table 5). The above findings  were con-

firmed by the results of Pearson’s Chi-square test (X-squared = 15.241; df = 2; p = 

0.000) since there were statistically significant differences between the two groups. 

Clearly, the framework for specific meetings was different within Polish and English 

teacher teams but the English foreign language teacher teams seemed to follow the more 

stable, regular and efficient pattern recommended in the literature (Chappuis and Stig-

gins 2009: 57-58). Although it can be regarded as a speculation, it might also be as-

sumed that because of the differences both in the structure and working schedules, the 

                                                 
55

 The number of replies. 
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opportunities for professional development and collaborative work are not equal in the 

two countries.  

Table 5. The working schedule of the foreign language teacher teams declared in the questionnaires 

(teachers could choose more than one option). 

 Polish upper secondary schools English upper secondary schools 

N (max. 33) % N (max. 25) % 

Regularly scheduled meetings 16 48.5 21 84.0 

Situation required meetings 31 93.9 10 40.0 

Other  0 0.0 5 20.0 

  

The analysis of the activities undertaken by the foreign language teacher teams 

in Poland and England revealed some differences between the two groups in terms of 

performing joint projects. All the Polish teachers reported organising a variety of lan-

guage projects and 70% of the British foreign language teachers said so. A more marked 

discrepancy was observed when it comes to the examples of the projects that were per-

formed by the Polish and English foreign language teacher teams. The data presented in 

Table 6 clearly suggest that there was a major difference between the Polish and Eng-

lish groups in types of projects performed as a team. Polish foreign language teachers 

obviously preferred organising contests together as well as joint cultural events (70% 

and 80%), while the British teachers focused on creating shared materials (40%) and 

organising trips (30%). A possible explanation for this difference might be cultural or a 

consequence of the differences in structure and working schedules between the two 

groups, affecting the choice and frequency of joint projects. This can also be related to 

the differences in the ways in which Polish and British foreign language teacher teams 

agreed on the rules of cooperation (Fischer and Taylor 2012: 236). 

Table 6. Examples of the foreign language teacher teams’ joint projects - provided by the Polish and Brit-

ish teachers during the interviews (each teacher could provide any number of examples). 

Named projects Polish foreign languages teams                                   English foreign languages teams 

 N (max. 10) % N (max. 10) % 

Contests 7 70 1 10 

Lessons observations 1 10 1 10 

Joint cultural events 8 80 0 0 

Joint efforts in various activities 3 30 2 20 

Creating shared materials 1 10 4 40 

Trips 0 0 3 30 

Professional development activities 1 10 1 10 
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In spite of the differences in the structure and activity of the foreign language 

teacher teams in Poland and England, there were similarities in teachers’ perceptions of 

strengths. In the first place, both Polish and English teachers listed similar examples of 

the strongest points of their teams, the possibility of sharing teaching aids/materials, the 

existence of clear rules in the team, the high creativity of team members, support-

ing/positive atmosphere, dedication and involvement as well as professional develop-

ment initiatives. However, many more Polish (ca. 60%) than English teachers included 

efficiency in cooperation, also more British (50%) than Polish teachers (20%) pointed to 

dedication and involvement. Finally, British teachers more frequently considered the 

presence of native speaker teachers to be an asset (see Table 7). The results thus seem to 

provide support for the assumption that no matter what kind of structure exists in an 

upper secondary school, some aspects of teachers’ cooperation are held in similar high 

regard both for Polish participants and their British counterparts.  

Table 7. The strongest points of foreign language teacher teams’ performance declared in the interviews 

each teacher could provide any number of points). 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 10) % N (max. 10) % 

None 0 0.0 1 10.0 

Sharing teaching materials 1 10.0 2 20.0 

Efficiency in cooperation 7 70.0 1 10.0 

Clear rules 1 10.0 0 0.0 

Team’s creativity 1 10.0 0 0.0 

Positive atmosphere 4 40.0 5 50.0 

Dedication in cooperation 2 20.0 5 50.0 

Having native teachers 0 0.0 3 30.0 

Supporting professional develop-

ment 

1 10.0 0 0.0 

 

Similarly, both Polish and British teachers identified weaknesses in the function-

ing of their foreign language teacher teams. As can be seen from Table 8, more Polish 

teachers complained about the passive attitude of some teachers (ca. 20%), too rare pos-

sibilities of conducting joint projects (ca. 20%) as well as insufficient opportunities for 

sharing experience (ca. 10%). By contrast, more British teachers were dissatisfied with 

the quality of the teacher teams’ efficiency (ca. 30%), they pointed out to problems with 

organising meetings (ca. 20%), and on the whole, they expected general better coopera-

tion (ca. 10%). As can be seen from the data both Polish and British teachers provided 

fewer examples of negative than positive aspects related to internal foreign language 
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teacher teams’ cooperation, which may indicate that the two groups were satisfied with 

respect to this issue.  

Table 8. The weakest points of the foreign languages teams' performance declared in the interviews (each 

teacher could provide any number of points). 

 Polish upper secondary schools English upper secondary schools 

N (max. 10) % N (max. 10) % 

None 1 10.0 1 10.0 

I don’t know 3 30.0 1 10.0 

Passive attitude of some teachers 2 20.0 0 0.0 

Too little sharing experience 1 10.0 0 0.0 

Too few joint projects 2 20.0 0 0.0 

Better cooperation needed 2 20.0 3 30.0 

Too low efficiency 0 0.0 3 30.0 

Problems with organising meetings 0 0.0 2 20.0 

Some inconsistency  0 0.0 1 10.0 

  

As can be seen from the foregoing discussion, there is some evidence of signifi-

cant differences in terms of the rules of cooperation, types of teacher teams and the 

goals they pursued (Fischer and Taylor 2012: 236). More specifically, the greatest dif-

ferences could be observed regarding the structure of the foreign language teacher teams 

as well as the working schedule. Some discrepancies were also detected with respect to 

examples of the joint projects and the discussion of the selected strongest points of the 

teams. No qualitative analysis investigating such differences was possible at this point, 

since there were no direct observations of foreign language teacher teams’ meetings. 

The potential impact of these findings on the foreign language teaching in Poland and 

England will be discussed in the subsequent chapter. 

5.1.2. Principal as a leader in education 

The goal of this part of the research project was to compare the leadership provided by 

the Polish and British principals of the upper secondary schools and the influence the 

principals had on the performance of foreign language teacher teams. One of the main 

differences between the Polish and British upper secondary teachers was that the latter 

were much more confident that the principal as a strong and efficient leader in educa-

tion influenced the school’s performance. As can be seen from Table 9, 92.0% of the 

British teachers replied in the affirmative in comparison with 54.5% of the Polish teach-
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ers. Such a state of affairs may be related to the different structure of upper secondary 

schools in Poland and England as well as the difference in leadership models applied in 

each system. In the first place, the sixth form colleges in England function similarly to a 

business corporation with a board of governors and the principal who is expected to act 

in the capacity of manager rather than administrator. This may indicate that creative 

leadership is the dominant style in the English upper secondary schools (Jameson 2006: 

179), which may have far-reaching implications for the teachers’ expectations and opin-

ions about the role of a principal. By contrast, in Poland a principal is responsible both 

for administrative and managerial issues and, therefore, he or she is most likely to be 

perceived as an administrator. Consequently, systemic leadership appears to be the pre-

dominant type in the Polish upper secondary schools (Jameson 2006: 127). The fact that 

the British upper secondary school teachers considered their principal as a strong and 

efficient leader in education  was confirmed by the results of the Pearson’s Chi-square 

test (X-squared = 9.690; df = 2; p = 0.007). In addition, both the Polish and British 

teachers agreed that the principal had a positive impact on their overall performance. 

Table 9. The level of agreement of the teachers with the statement that having a principal who is a strong 

and efficient leader in education is beneficial for the school's performance (the results of the question-

naire). 

 Polish upper secondary teachers British upper secondary teachers 

N % N % 

Yes, I strongly agree 18 54.5 23 92.0 

Yes, I partly agree 14 42.4 2 8.0 

No, I partly disagree 0 0.0 0 0.0 

No, I strongly disagree 0 0.0 0 0.0 

I don’t have an opinion 1 3.0 0 0.0 

Total 33 100 25 100 

 

Interestingly, little variation was found between the two groups in terms of pro-

viding examples of the principal’s actions aimed at increasing the efficiency of foreign 

language teacher teams. As shown in Table 10, similar percentages of Polish and British 

participants stated that the more efficient the leader, the better foreign language facili-

ties. This is because, in their view, an efficient leader motivates practitioners to intro-

duce pedagogical innovations, influences the interpersonal relationships in the foreign 

languages team in a positive way and motivates the team to perform program evaluation 

in order to increase efficiency. However, only the British teachers brought up issues 

other than those suggested by the researcher and claimed that the principal could pro-
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mote foreign language learning with good marketing and should praise foreign language 

teachers for their hard work. Another commonly agreed example of the principal’s in-

fluence was his or her role in employing foreign language teachers since a good choice 

of teaching staff influenced students’ success at the final exams. This similarity of the 

Polish and British participants’ opinions may stem from the fact that both groups recog-

nise the strategically important aspects of the school’s performance and the principal’s 

influence on them. The above similarities were confirmed by the results of Pearson’s 

Chi-square test (X-squared = 2.565; df = 4; p = 0.6329). 

Table 10. Examples of principal's direct positive influence on the foreign languages teams' performance 

declared in the questionnaires (each teacher could choose more than one option). 

 Polish upper secondary 

school teachers 

British upper secondary 

school teachers 

N (max. 33) % N (max. 25) % 

The more efficient leader, the better foreign 

language facilities 

19 57.5 15 60.0 

Motivates to introduce pedagogical innovations 20 60.6 18 72.0 

Positively influences the interpersonal relation-

ships in the foreign languages team 

11 33.3 11 44.0 

Motivates the team to perform program evalua-

tion in order to increase efficiency 

25 75.7 20 80.0 

other 0 0.0 2 8.0 

 

Although there were no major differences when it comes to examples of direct 

influence which the principal could exert on foreign language teacher teams in the an-

swers provided by the Polish and English groups in the interviews, some interesting 

outcomes should be highlighted. Firstly, the Polish teachers expected a little more var-

ied actions, while the British teachers included only those which they most probably 

considered to be most important (see Table 11). To be more specific, more Polish than 

British teachers (70% vs. 50%) appreciated the principal’s organisational support and 

being provided with a lot of autonomy with respect to their overall actions (20% vs. 

0%). On the other hand, the British teachers were more satisfied with the fact the their 

principal manifested understanding of how difficult teaching foreign languages was 

(20% vs. 0%) and placed emphasis on students’ achievements (20% vs. 0%). These 

findings suggest that the Polish teachers consider a principal mainly as an administrator. 

Only the Polish teachers mentioned the principal’s additional support and ideas (10%), 

his or her approachable attitude (10%), and motivating teachers while only the British 
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teachers included the fact that their principal was open to new ideas (10%). These find-

ings suggest that such issues are, generally, of little importance to teachers. 

Table 11. Examples of principal’s direct support for foreign language teacher teams provided by the Pol-

ish and British teachers during the interviews (each teacher could provide any number of examples). 

 Polish foreign language 

teachers 

British foreign language 

teachers 

 N (max. 10) % N (max. 10) % 

Organisational support 7 70 5 50 

Additional support and ideas 1 10 0 0 

Approachable attitude 1 10 0 0 

Understands how difficult teaching foreign 

languages is 

0 0 2 20 

Gives teachers a lot of autonomy 2 20 0 0 

Motivates teachers 1 10 0 0 

Open for new ideas 0 0 1 10 

Puts emphasis on students’ achievements 0 0 2 20 

 

Somewhat unexpectedly, the interview outcomes revealed that only two Polish 

and two British teachers reported lack of direct principal’s support for the functioning of 

the foreign language teacher teams. When asked how this fact affected performance, 

one Polish teacher did not see any negative effects and another mentioned no need for 

any kind of support. By contrast, one British teacher felt that such a situation demoti-

vated the team and the second pointed out that it may cause distress among teachers. In 

a sense, such a low number of the teachers’ negative opinions with respect to this may 

indicate that both Polish and British teachers are quite positive about the principal’s 

influence on the activities of foreign language teacher  teams’. At the same time, how-

ever, it should be noted that the two groups differ in understanding the role of the prin-

cipal in the school.  

The findings reported in this section seem to confirm the fact that the British 

teachers considered the principal to be a manager of the school and they did not expect 

him/her to get involved directly in their actions to a great extent. Motivation and emo-

tional support seemed to be of the greatest importance for them. It can therefore be as-

sumed that service orientation and empowerment are the most expected values by the 

British teachers who would like their principal to devote his/her efforts to executing the 

needs of the local community and afford them a considerable degree of autonomy 

(Brundrett et al. 2003: 16-17). In addition, creative leadership seems to be predominant 

in the English sixth form colleges, where the principal acts as a kind of business person 

(Jameson 2006: 179). By contrast, the Polish teachers view the principal as an adminis-
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trator, thus focusing on learning-centred and service orientation values (Brundrett et al. 

2003: 16-17). Moreover, the leadership model adopted in the Polish upper secondary 

schools seems to be systemic, where the principal concentrates his/her efforts on keep-

ing a balance between the external and internal issues that affect the school’s perform-

ance (Jameson 2006: 127). The extent to which these similarities and differences could 

provide a point of departure for improving the quality of the foreign language teaching  

will be considered in the concluding part of this dissertation.  

5.1.3. Model of the foreign language lesson 

The aims of this part of the research project included comparing the syllabus/curriculum 

goals of the foreign language lessons in the Polish and the English upper secondary 

schools; comparing the ways, in which foreign language lessons are planned in the Pol-

ish and the English upper secondary schools; comparing the stages of the foreign lan-

guage lessons, and finally, investigating the students’ involvement in different stages of 

the foreign language lessons. As far as the model of the foreign language lesson is con-

cerned, the most important goal for the Polish foreign language teachers seemed to be 

developing communicative skills (97%), followed by the second most important popu-

larly chosen goals, which were encouraging students to engage in self-instruction and 

expanding the cultural component (both 84.8%). For the 81.8% of the Polish teachers an 

important goal was to integrate knowledge from different fields of life. Whereas the 

British foreign language teachers’ responses were all between 96-100%. Quantitative 

analysis revealed that both Polish and British teachers followed similar language teach-

ing goals in their lessons (X-squared = 0.179; df = 4; p = 0.996), namely developing 

communicative skills, encouraging students to engage in self-instruction, integrating 

knowledge from different fields of life, or expanding the cultural component (see Table 

12 ). Such findings confirm that both the Polish and the British foreign language teach-

ers on the whole follow the recommendations included in the methodology literature 

(Rifkin 2003: 177; Woodin 2001: 61).  
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Table 12. Examples of foreign language teaching goals followed in the foreign language lessons declared 

in the questionnaires (each teacher could choose more than one option). 

 Polish upper secondary 

school teachers 

British upper secondary 

school teachers 

N (max. 33) % N (max. 25) % 

Developing communicative and practi-

cal skills (a) 

32 97% 25 100.0 

Encouraging students to self-education 

(b) 

28 84.8 24 96.0 

Integrating knowledge from different 

fields of life (c) 

27 81.8 24 96.0 

Expanding the cultural component (d) 28 84.8 24 96.0 

Other (e) 4 12.1 4 16.0 

 

At the same time, the analysis revealed some interesting variation. As can be 

seen in Table 13 and Fig. 1, almost all the British teachers pointed to all the goals of the 

foreign language lesson suggested by the researcher and a few added their own ideas; 

Polish teachers where less consistent. As far as the Polish teachers’ own ideas about the 

teaching goals they pursue are concerned, three of them pointed to exam preparations, 

one mentioned making students aware of the varieties of English dialects and showing 

students’ differences between formal and informal language, and one stressed the im-

portance of familiarizing students with a variety of sources of knowledge. Two British 

sixth form college teachers provided their own ideas, pointing to participation in various 

activities, the exam preparation factor, culture integration and encouraging students to 

do independent work.  

Table 13. Crosstabulation for the examples of the foreign teaching goals followed in the foreign language 

lessons and declared in the questionnaires. 

 a,b   a,b,c a,b,c,d a,b,c,d,e a,b,d a,b,d,e a,c a,c,d a,c,d,e a,d e 

 N % N % N % N % N % N % N % N % N % N % N % 

EN 0 0 1 4 19 76 4 16 0 0 0 0 0 0 0 0 0 0 1 4 0 0 

PL 1 3 2 6.1 20 60.6 1 3 3 9.1 1 3 1 3 2 6.1 1 3 0 0 1 3 
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Fig. 1. The crosstabulation for the examples of the foreign teaching goals followed in the foreign lan-

guage lessons and declared in the questionnaires. 

 

It turned out that the majority of the British participants (92%) reported follow-

ing one model while planning a lesson in comparison with 21.3% of the Polish teachers, 

who apparently were given more freedom in this respect (see Table 14). A statistically 

significant difference was revealed between the two groups when it comes to planning a 

foreign language lesson by the foreign languages team/teams (X-squared = 33.217; df = 

4; p = 0.000). It can be assumed that the more centralized structure and the working 

schedule of the English foreign languages teams might be the main cause of such dis-

parity. It would thus seem that the British teachers cooperated with each other more 

closely and they met more frequently, thereby having more opportunities to work out 

similar courses of action. By contrast, the Polish participants seemed to adopt a more 

individual approach to work.  

Table 14. Planning lessons according to an official model declared in the questionnaires. 

 Polish upper secondary teachers British upper secondary teachers 

N (max. 33) %  N  (max. 25) % 

Yes, definitely 2 6.1 18 72.0 

Yes, partly 5 15.2 5 20.0 

No, partly 16 48.5 2 8.0 

No, definitely 8 24.2 0 0.0 

I don’t have an opinion 2 6.1 0 0.0 
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When we focus on the teachers’ descriptions of the official models of a lesson 

plan that are followed, some more variations can be observed (see Table 15). In the first 

place, the teachers followed the official syllabus when they planned a foreign language 

lesson, but they also added their own ideas (26% British teachers, 14.2% Polish teach-

ers); they also followed examination requirements and official mark schemes while 

planning their lessons (39.1% British teachers, 14.2% Polish teachers). It turned out that 

only Polish teachers used the official syllabus as the main source for lesson planning 

(28.5%) while 14.2% of the Polish teachers used the official syllabus together with the 

coursebook. 

Table 15. The teachers’ descriptions of planning lessons according to an official model (results of the 

questionnaires, when the teachers chose the yes option). 

 Polish upper secondary school 

teachers 

British upper secondary school 

teachers 

N (max. 7) % N (max. 23) % 

Official syllabus plus own ideas 1 14.2 6 26.0 

Exam requirements plus official 

mark schemes 

1 14.2 9 39.1 

Official syllabus plus a coursebook  2 28.5 0 0.0 

 

Surprisingly, as far as issues taken into consideration when planning a foreign 

language lesson according to different models are concerned, the British foreign lan-

guage teachers unanimously pointed to knowledge from college/university, experience 

gained while working in the foreign languages teacher teams, readymade set of ideas 

from teacher’s books as well as their own ideas. By contrast, the Polish foreign lan-

guage teachers were again more selective, which is clearly illustrated by the results pre-

sented in Fig. 2. For example, 95.8% of the Polish foreign language teachers pointed to 

using their own ideas when planning lessons, and 75% reported using readymade selec-

tion of ideas from teacher’s manuals and knowledge gained at methodology courses 

provided at the university (see Table 16). Interestingly, only 45.8% of the Polish foreign 

language teachers based planning on experience gained while cooperating in the foreign 

language teacher team. No statistically significant differences were found between the 

two groups when it comes to the specific models of lesson planning (X-squared = 0.512; 

df = 3; p = 0.916) (also see Table 16). 
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Table 16. Elements taken into consideration when planning lessons according to different models – de-

clared in the questionnaires, when the teachers chose the no option. 

 Polish upper secondary 

teachers 

British upper secondary 

teachers 

 N (max. 24) % N (max. 2) % 

Your knowledge from college/university (a) 18 75.0 2 100.0 

Experience gained while working in the foreign 

languages team (b) 

11 45.8 2 100.0 

Readymade set of ideas from teacher’s books (c) 18 75.0 2 100.0 

Your own ideas (d) 23 95.8 2 100.0 

 

 

Fig. 2. The crosstabulation of the results regarding the elements taken into consideration when planning 

lessons according to different models – declared in the questionnaires. 

 

Some British foreign language teachers elaborated on this point. One of them, 

for example, explained that the members of the foreign languages team followed the 

same year program, they applied the same schemes of work and they used the same 

booklets compiled within a teacher team but they also had the freedom to make their 

own decisions about the content of the foreign language lesson. Another British teacher 

included a comment that the members of the foreign languages team used the set 

coursebooks, but they also created some original additional materials for writing, listen-

ing and speaking activities.   

 The greatest similarity between the two groups could be found as far as the most 

typically applied elements of the foreign language lesson model are concerned. As was 

revealed in the questionnaire responses, the majority of the Polish (78.7%) and British 
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(56%) teachers pointed to a model of a lesson based on the presentation
56

, practice
57

 and 

production
58

 sequence. This was confirmed by the results of the interviews with the 

teachers as well as the outcomes of lesson observations (see Table 17 and Table 18). 

For example, the lesson observations revealed that the introductory part was present in 

86.2% of the all the observed lessons in Poland and 65% of all observed lessons in Eng-

land. In comparison, 40% of the Polish and 30% of the British teachers mentioned the 

introductory part in their interviews. Secondly, checking homework was the next ob-

served element during the foreign language lessons (in 27.6% of the lessons taught by 

the Polish teachers and 25% of the lessons taught by British teachers). The revision 

phase of the foreign language lesson was observed during 48.3% of the lessons in Po-

land and 65% of the lessons in England while the same number of the foreign language 

teachers (40%) in Poland and England mentioned this during their interview. Next, stu-

dents’ (6.0% in Poland vs. 10% in England) and/or teachers’ presentations (62.1% in 

Poland vs. 60% in England) were observed during foreign language lessons and respec-

tively 100% of the Polish teachers and 50% of the British teachers mentioned this ele-

ment in their interview. Moreover, the practice phase was observed during 58.6% of the 

lessons in the Polish upper secondary schools and 75% of the lessons in the English 

sixth form colleges whereas 100% of Polish teachers and 70% of British teachers in-

cluded this in their interview. Furthermore, the production phase was incorporated in 

69% of the lessons in Poland and 45% of the lessons in England and 80% of both Polish 

and British teachers mentioned this stage in their interviews. Interestingly, 10% of the 

British teachers included evaluation of the lesson in their interviews, but no such proce-

dures were identified during the observation. A preliminary conclusion can be drawn on 

the basis of these findings: irrespective of the foreign language teacher team’s structure 

and performance, the applied elements of the model of the foreign language lesson seem 

to be similar in both countries. More specifically, both in the Polish and English upper 

secondary schools, the teachers followed the four basic phases of a foreign language 

lesson that is the overview phase, the presentation phase and the check phase (Rifkin 

                                                 
56

 By the presentation phase, the present author understands the initial stage of a lesson where some new 

aspects of the language are introduced. 
57

 By the practice phase of a lesson, the present author understands the stage when students are given 

activities in order to practice the new aspects with the help of the teacher. 
58

 By the production stage of a lesson, the present author understands the stage when students are given 

the chance to use the new language aspects in meaningful contexts with no or minimal teacher’s assis-

tance. 
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2003: 173-176). The follow-up phase was known to the teachers but, actually, not ob-

served.  

Table 17. Elements of the foreign language lesson declared in the interviews (each teacher could provide 

any number of the elements of the foreign language lesson). 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 10) % N (max. 10) % 

Homework 3 30.0 2 20.0 

Organisational part/informing about the 

goals 

4 40.0 3 30.0 

Practice 10 100.0 7 70.0 

Presentation 10 100.0 5 50.0 

Revision 4 40.0 4 40.0 

Depends on lesson goals 1 10.0 1 10.0 

Production 8 80.0 8 80.0 

Warm-up activities 0 0.0 4 40.0 

Usually a set of activities 0 0.0 1 10.0 

Evaluation of the lesson 0 0.0 1 10.0 

 

Table 18. The observed elements of the foreign language lesson. 

 English sixth form colleges Polish general upper secondary schools             

 N (max. 20) % N (max. 29) % 

Organisational part  13 65.0 25 86.2 

Students’ presentation   2 10.0 2 6.9 

Practice  15 75.0 17 58.6 

Revision  13 65.0 14 48.3 

Teacher’s presentation  12 60.0 18 62.1 

Giving homework  10 50.0 16 55.2 

Entertainment/games  7 35.0 1 3.4 

A test/quiz   3 15.0 1 3.4 

Production 9 45.0 20 69.0 

Checking homework 5 25.0 8 27.6 

   

A clear difference was observed when it comes to learner involvement in each 

stage of the lesson in Polish and British secondary schools. The outcomes of the lesson 

observations revealed that 60% of the British students enjoyed
59

 the lessons and only 

3.4% of Polish students showed some signs of such enjoyment during the lesson. As can 

be seen from Table 19 other manifestations of involvement were similar in both coun-

tries. One possible explanation for this outcome could be that the more frequent applica-

tion of modern technology devices and tasks related to entertainment/games during the 

foreign language lessons which was observed in England could have made the British 

                                                 
59

 The students looked relaxed. 
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students enjoy their lessons more. Although, on the whole, the Polish and the British 

students showed similar kinds of involvement at different stages of the lessons, the Brit-

ish students seemed to be more relaxed (60% seemed to be enjoying themselves). 

Table 19. Students' involvement observed in the foreign language lessons. 

 Polish students English students 

 N (max. 29) % N (max. 20) % 

Students enjoy this part 1 3.4 12 60.0 

Focused and involved
60

 27 93.1 20 100 

Active and cooperative
61

 22 75.9 12 60.0 

Students ask questions
62

 0 0.0 2 10.0 

Proud of their achievements
63

 1 3.4 2 10.0 

Reserved/confused
64

 2 6.9 0 0.0 

  

There were some differences as well concerning the number of examples of in-

novative elements
65

 in the lessons conducted by the Polish and English teachers. During 

as many as 55% of the lessons carried out by the British teachers and 24.1%  of the les-

sons conducted by the Polish teachers the researcher observed some innovative ele-

ments. In the case of the Polish participants they included such activities as students 

appointing other students in order to discuss the issues related to the text which was 

analysed during the lesson. Moreover, during one lesson in Poland a game called snake 

was applied which relied on providing examples of topical words that could be created 

with the use of letters included in a traditional proverb. Some more examples of innova-

tive elements found by the researcher included the use of special cards to practice 

speaking skills, comparing and contrasting the target language rules with the those in 

the mother tongue, saying a prayer in the foreign language and getting students to pre-

sent foreign language grammar rules. Furthermore, the researcher noted an instance of a 

lexical guessing game where the students were trying to guess the proverb out of the 

given letters and then discuss the meaning of the saying and, finally, the researcher 

noted that a whole lesson was devoted to developing speaking skills on a weekly basis.  

                                                 
60

 The students willingly followed the teacher’s instructions. 
61

 The students volunteered and cooperated with each other over the tasks.  
62

 The students asked questions for clarification or wanted to learn more about the issue.  
63

 The students’ facial expressions and gestures showed that they were delighted they performed well.   
64

 The students did not volunteer and they used gestures like shrugging shoulders.  
65

 The researcher acknowledged the element of the foreign language lesson, technique and/or teaching aid 

as innovative when she did not come across during her education in college/university and/or teaching 

practices. 
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Many more examples of innovative elements of foreign language teaching were 

observed by the researcher during the lessons conducted in the English secondary 

schools. In the first place, the use of a specially created booklet was observed which 

contained some grammar and vocabulary activities, texts with additional tasks and au-

dio-visual activities. Those booklets were designed either by the foreign language team 

and/or by a particular teacher. Another interesting example of an innovative activity was 

a wordsearch game during which the students were asked to find cards with words hid-

den outside the classroom and, when successful, were rewarded with sweets. Other ex-

amples included breathing activities, reading a text aloud and paying special attention to 

intonation and pronunciation, poll voting and discussing the results of a poll, playing 

lexical games such as Bingo and Who wants to be a Millionaire, discussing the recog-

nised items of art in relation to the cultural and historical issues, drawing and discussing 

the pictures on a specific topic, teachers’ Power Point presentations on grammar rules 

and students’ various Power Point presentations. Yet other examples of such innovative 

actions in English upper secondary schools involved preparing a set of topical lessons 

related to the history and culture of the target country. For instance, the students learnt 

about the genesis, course and results of the domestic war in Spain and the terrorism in 

modern Germany during another course. The researcher was especially astounded by 

the frequent use of Moodle and/or Intranet both during the lessons and while doing ad-

ditional projects. The ramifications of the differences related to the foreign language 

lesson model will be discussed in the conclusion to this dissertation. 

5.1.4. Foreign language teaching techniques and aids 

Another focus of the research project was on teaching techniques and the use of teach-

ing aids, including students’ reactions to them. Somewhat surprisingly, as can be seen in 

Table 20, the outcomes of the questionnaires revealed that in selecting particular teach-

ing techniques, the British teachers frequently relied on the experience gained while 

working in the foreign language team (92%) and the Polish teachers pointed to more 

learner-centred methods, such as the assessment of the needs of a particular language 

group (93.9%) and final examination requirements (93.9%). In addition, more Polish 

teachers relied on knowledge gained from self-education (ca. 46.8%) and knowledge 
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from college and/or university (ca. 21.7%). By contrast, more British teachers based 

their choice of teaching techniques on knowledge gained while taking part in courses 

and training sessions (ca. 23.4%). Interestingly, there was a statistically significant dif-

ference between the two groups with regard to what the foreign language teachers took 

into consideration while choosing the instructional techniques (X-squared = 20.470; df = 

6; p = 0.002). It can be assumed on the basis of the findings discussed above, in particu-

lar the differences in the organisation and structure of the foreign language teams be-

tween the two groups that such issues exerted an influence on choosing teaching tech-

niques. When the teachers cooperated closely in their teams, they used this experience 

when preparing for a lesson. On the other hand, when they worked more individually 

they tended to consider final exam requirements, assessment of students’ needs and 

knowledge gained from self-education. Furthermore, six British teachers included their 

own ideas concerning choosing teaching techniques, emphasising in particular experi-

ence gained during the years, feedback from students, peer observation, developing all 

skills so as to make gradual and steady progress and individual student’s needs. 

Table 20. Factors taken into consideration while choosing teaching techniques (replies from the question-

naires- each teacher could choose more than one option). 

 Polish teachers British teachers 

N (max. 

33) 

% N (max. 

25) 

% 

Your knowledge from college/university 23 69.7 12 48.0 

Experienced gained while working in the foreign language 

team 

15 45.5 23 92.0 

Knowledge gained while taking part in courses and trainings 20 60.6 21 84.0 

Knowledge gained from self-education 26 78.8 8 32.0 

Assessment of needs of a particular language group 31 93.9 22 88.0 

Final exams requirements 31 93.9 20 80.0 

Other  0 0.0 6 24.0 

 

The analysis of the data from the questionnaires revealed that ca. 22.8 % more of 

the British teachers appreciated interpretational techniques, such as creating mental 

maps in order to facilitate vocabulary learning and ca. 20.4% more of the Polish teach-

ers preferred using project work (see Table 21). The analysis of the data from lesson 

observations partly confirmed this finding. In the first place, a technique which relied on 

creating mental maps was identified during 15% of all the lessons observed in England 

but no such techniques were detected in Poland (see Table 22). As for other interesting 

differences concerning the actual use of teaching techniques found in the question-
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naires, slightly more British teachers reported applying brainstorm activities (72%) in 

comparison with the Polish teachers (66.70%). The situation looked different during 

lesson observations, where in 72.4% of the foreign language lessons in Polish upper 

secondary schools this technique was used in contrast with 55% during the classes 

taught in England. One reason for this discrepancy could be that the researcher observed 

only a limited number of lessons, so the findings cannot be generalized and the results 

might not have been indicative of the true state of affairs. Another interesting difference 

concerned the use of pair work, where again more British teachers (ca. 9.1%) (see Table 

21) declared applying it but more Polish teachers (ca. 13.6%) (see Table 22) were actu-

ally observed to use it in their classrooms. In contrast to what was declared by teachers 

in the questionnaires, more Polish teachers applied the interactive approach, for exam-

ple in the form of pair work (27.6%) than the British teachers (20%). The analysis re-

vealed some statistically significant differences concerning the types of teaching tech-

niques which the Polish and the British teachers reported using in the questionnaires (X-

squared = 14.397; df = 7; p = 0.04), which was partly confirmed by the results of lesson 

observation. 

Table 21. Teaching techniques declared in the questionnaires (each teacher could choose more than one 

method). 

 Polish teachers British teachers 

N (max. 33) % N (max. 25) % 

Brainstorm activities 22 66.70 18 72.00 

Creating mental maps 7 21.20 11 44.00 

Pair work  30 90.90 25 100.00 

Group work 25 75.80 24 96.00 

Project method 12 36.40 4 16.00 

Panel discussions 9 27.30 6 24.00 

Stage productions  4 12.10 1 4.00 

Other 0 0.00 7 28.00 

 

Among other techniques observed during the lessons, those most popular in 

England included simulation techniques, such as discussions (80%), the teacher’s lec-

ture, for instance on the particular culture issue (50%), using software and/or multime-

dia such as smart boards or a multimedia projector (20%), watching and working on a 

film, for example a documentary about Guernica (30%), games and humour, for exam-

ple students looking for cards with words which were hidden around school, and using a 

dictionary (35%) (see Table 22). On the other hand, more popular teaching techniques 

in Poland seemed to be based on learning-centred methods, like skills developing tasks 
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such as listening and reading comprehension (65.5%), translations of sentences (37.9%) 

and using schemes/maps/boards/tables (55.2%). On the whole, the findings reveal that 

both Polish and British foreign language teachers employ a variety of teaching tech-

niques with some significant variations within the two groups.  

Table 22. Teaching techniques observed during the foreign language lessons.  

 Polish upper secondary 

schools 

English upper secondary 

schools 

 N (max. 29) % N (max. 20) % 

Brainstorm activities 21 72.4 11 55.0 

Pair work 17 58.6 9 45.0 

Group work 8 27.6 4 20.0 

Mental maps 0 0.0 3 15.0 

Debates  0 0.0 0 0.0 

Panel discussions/discussions 20 69.0 16 80.0 

Sketches  0 0.0 0 0.0 

Students’ presentation of the material 3 10.3 3 15.0 

Skills developing tasks  19 65.5 8 40.0 

The teacher’s lecture  5 17.2 10 50.0 

Students’ individual work 1 3.4 1 5.0 

Using software/multimedia 0 0.0 4 20.0 

Translations  11 37.9 5 25.0 

Watching and working on a film 1 3.4 6 30.0 

Using maps/schemes/tables/ blackboard / white-

board 

16 55.2 5 25.0 

Practising pronunciation  3 10.3 2 10.0 

Using images/illustrations 1 3.4 1 5.0 

Games and/or humour 3 10.3 7 35.0 

Doing internet  research for a project 0 0.0 2 10.0 

Using a dictionary 4 13.8 7 35.0 

 

The responses in the other category options from the questionnaire shed more 

light on the similarities and differences in teaching techniques in the Polish and the 

English upper secondary schools. Seven British teachers included creative works, inter-

active activities, translations, writing activities, grammar activities, students’ presenta-

tions, competitions and games and independent learning including peer mentoring (see 

Table 21). In order to gain a deeper understanding of these additional techniques, the 

researcher asked the teachers for a detailed explanation in the course of the interviews. 

It turned out that in some English upper secondary schools the independent learning 

program was compulsory and students got a list of additional tasks they were to com-

plete on their own and report the results to the teacher. The detailed schedule and rules 

were published on the intranet and students got credits which were later taken into ac-

count when arriving at the final grade. Another form of independent learning in the Brit-

ish upper secondary schools relied on publishing updated resources including home-
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work on the Virtual Learning Environment (VLE) in order to enable all learners to re-

view, catch up and/or consolidate their knowledge, especially when they were absent 

from school. This was also an example of employing Information and Communication 

resources as a teaching aid, which is believed to facilitate teacher-student communica-

tion (Madej 2011: 32-34). Finally, the British teachers described two forms of peer 

mentoring; in one case, students who did not perform well were placed next to strong 

foreign language students so that they could learn from their peers and secondly, more 

advanced students were mentors for students who struggled with foreign language 

learning. 

 The data from lesson observations revealed some interesting differences in the 

students’ reactions to the teaching techniques. As Table 23 shows, the British students 

were much more interested in (60% of all the observed lessons) and amused by (30% of 

all the observed lessons) the instructional procedures. However, more Polish students 

(86.2% of all the observed lessons) were active and cooperative, as evident in the fact 

that they volunteered more often and they interacted with their partners. Both the British 

and Polish students seemed to be almost equally focused and involved during foreign 

language lessons (95% vs. 89.7%). Such findings might indicate that the choice of tech-

niques can influence students’ reactions and determine certain forms of behaviour and 

they shed some light on the previous conclusion that the British students find their for-

eign language lessons more enjoyable while their Polish peers seemed to concentrate 

more on the educational aspects of the lesson.   

Table 23. Students' reactions to the applied teaching techniques observed during the foreign language 

lessons. 

 Polish students British students 

N (max. 29) % N (max. 20) % 

Interested  6 20.7 12 60.0 

Focused and involved 26 89.7 19 95.0 

Active and cooperative 25 86.2 14 70.0 

Understood the task
66

 0 0.0 2 10.0 

Amused
67

  0 0.0 6 30.0 

  

The finding reported above is supported by a significant difference between the 

Polish and British foreign language teachers with respect to the use of teaching aids and 

                                                 
66

 The students do not ask questions for clarification and they promptly get down to work. 
67

 The students smile or laugh at the situation. 
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their type, which was revealed by the outcomes of the questionnaires. One example of 

such a disparity is the use of multimedia devices, which was reported to be used by 92% 

of the British teachers and only 18.2% of the Polish teachers (see Table 25). The results 

of the Pearson’s Chi-square test confirmed the statistical significance of such discrepan-

cies (X-squared = 37.784; df = 9; p = 0.000). This is also supported by the results of the 

lesson observations in England where during 85% of all the lessons a multimedia pro-

jector was used, during 20% of all the lessons a smartboard was employed and during 

55% of all lessons some kind of software was used (see Table 24).  

Table 24. The use of teaching aids observed during the foreign language lessons 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Multimedia projector   0 0.0 17 85.0 

Interactive board    1 3.4 4 20.0 

Whiteboard/blackboard   23 79.3 15 75.0 

Dictionary   4 13.8 7 35.0 

Internet resources   0 0.0 4 20.0 

Computer and software   0 0.0 11 55.0 

Visual and/or audio recording  8 27.6 3 15.0 

Coursebook and/or activity book    18 62.1 2 10.0 

Maps/schemes  6 20.7 6 30.0 

Resource booklets/photocopied materi-

als   

7 24.1 4 20.0 

 

By contrast, more Polish teachers reported using audio recordings (ca. 12%), a 

coursebooks (ca. 24%), activity books (ca. 62.9%), exemplary final exam sheets (ca. 

41%) and dictionaries (ca. 41.9%). These findings were partly supported by the out-

comes of lesson observations, where more Polish teachers fell back on a coursebook 

(62.1% of all the observed lessons) but it appeared that more British teachers encour-

aged their students to use a dictionary in order to look up the meanings of unknown 

words (35% of all the observed lessons).  

On the whole, it may be concluded that the British teachers from the four sixth 

form colleges tended to use more diverse teaching aids which were likely to appeal to 

more senses. This is in accordance with the suggestion of Walters (2011: 312) that 

teaching materials ought to be audience-based and reach the learners through different 

channels of perception. It should also be noted that both Polish and British teachers de-

clared using other teaching aids in addition to those suggested by the researcher. These 

included a blackboard/whiteboard as a teaching aid, Internet resources, using the intra-
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net/Moodle, additional written resources and independently created materials. Some 

Polish teachers also specified what they meant by their own teaching materials. One of 

them reported using originally created lists of expressions as well as translating fairy-

tales, songs or parts of English TV programs. Another Polish teacher mentioned creat-

ing grammar slides, collages with illustrations and press cuts. Moreover, one teacher 

reported using pictures from magazines as visual prompts.  

It would seem on the basis of these findings that the differences can be related to 

the availability of funding in the English upper secondary schools. The availability of 

electronic teaching aids and VLEs in the English schools may well encourage teacher 

team interactions as teachers discover not only how to use the equipment but also how 

to derive the best effect in the teaching process. Sharing and learning new techniques 

together promotes collegiality and collaboration, and helps to overcome resistance to 

change, often caused by anxiety. By contrast, the Polish teachers relied mainly on the 

coursebook since they did not meet so regularly and they depended on their individual 

choices more. Finally, another possible explanation why the Polish teachers tended to 

be more dependent on textbooks might be that they did not have trust in their colleagues 

as foreign language teaching experts and would rather follow the recommendations of 

the textbook authors. 

Table 25. The use of teaching aids declared in the questionnaires (each teacher could choose more than 

one example of teaching aids). 

 Polish teachers British teachers 

N (max. 33) % N (max. 25) % 

Multimedia devices e.g. an interactive board 6 18.2 23 92.0 

Authentic materials 22 66.7 18 72.0 

Audio recordings 33 100.0 22 88.0 

DVD data 15 45.5 12 48.0 

A coursebook  33 100.0 19 76.0 

Activity book 30 90.9 7 28.0 

Demonstrative boards 12 36.4 9 36.0 

Exemplary final exam sheets 32 97.0 14 56.0 

Dictionary  31 93.9 13 52.0 

Other 10 30.0 5 20.0 

  

As can be seen from Table 26, one of the major differences between the two 

groups were the observed students’ reactions to the employed teaching aids. The Polish 

students seemed to be more active and cooperative, which was visible in the fact that 

they volunteered quite frequently (58.6% of the all observed lessons) while more of the 

British students seemed to recognise the aids as useful and they openly commented on 
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the usefulness of the materials (75% of all the observed lessons). A similar number of 

the Polish and British students seemed to be interested (20.7% vs. 25%) and fo-

cused/involved (75.9% vs. 65%) in the lesson when the teaching aids were used. 

Table 26. Students' reactions to the applied teaching aids observed during the foreign language lessons. 

 Polish students British students 

N (max. 29) % N (max. 20) % 

Interested    6 20.7 5 25.0 

Focused and involved     22 75.9 13 65.0 

Active and cooperative    17 58.6 4 20.0 

Found the teaching aids helpful/support understanding 
68

 1 3.4 15 75.0 

Amused    9 31.0 1 5.0 

 

Unsurprisingly, given the availability of modern technology, more innovative 

teaching techniques and aids
69

 were observed in English schools. As can be seen from 

Table 27, the British teachers applied a greater number of innovative techniques un-

known to the researcher (ca. 35.9%). Although training courses for teachers in England 

and Poland both focus on choosing teaching materials which follow advances in tech-

nology (Waters 2011: 311-312; Komorowska 2002: 38), there may be a need for an 

even greater focus on the use of technology in Polish training courses to encourage 

teachers to innovate and to demand better educational resources.  

Table 27. The observed innovative teaching techniques/aids applied in the foreign language lessons. 

 Polish upper secondary schools English upper secondary schools 

N (max. 29) % N (max. 20) % 

Yes 7 24.1 12 60.0 

No  22 75.9 8 40.0 

 

Generally speaking, the research provided evidence for a number of differences 

between the Polish and British teachers’ choice of foreign language teaching techniques 

and aids and students’ reactions to them. The impact on how the choice of certain tech-

niques and aids can influence the overall quality of foreign language teaching can only 

be fully assessed through a careful examination of the contexts in which they are ap-

plied. Such an evaluation will be attempted in the following chapter. 
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 The students commented on the usefulness of the aids. 
69

 The researcher acknowledged a teaching technique and/or a teaching aid as innovative when she did 

not come across them during her college/university course and teaching practice. 
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5.1.5. Use of a coursebook 

One of the major differences between the Polish and British upper secondary foreign 

language teachers concerned the way in which the coursebook was chosen. Somewhat 

surprisingly, the Polish teachers declared that it was the foreign languages team that 

made decisions about the new coursebook (63.3%); even though the Polish teachers 

claimed the foreign languages teams did not meet regularly, choosing a coursebook as a 

team seemed to be of great importance for them. By contrast, only 36.4% of the Polish 

teachers chose a foreign language textbook individually. In England, the way of choos-

ing a coursebook relied on the decision of the foreign language teacher team (44%), 

individual choice of a foreign language teacher (36%) and other ways (20%) as shown 

in Table 28. Interestingly, some British teachers stated they either did not use a textbook 

at all or they compiled their own materials from a variety of resources. The results of 

the Pearson’s Chi-square test revealed (X-squared = 7.594; df = 2; p = 0.022) that there 

was a statistically significant difference in the way of choosing a foreign language text-

book. 

Table 28. The way of choosing a coursebook declared in the questionnaires. 

 Polish teachers British teachers 

N (max. 33) % N (max. 25) % 

Individual choice of a teacher 12 36.4 9 36.0 

Foreign languages team’s choice 21 63.6 11 44.0 

Other  0 0.0 5 20.0 

  

Little variation was found in the frequency of changing a textbook. On the one 

hand, the Polish teachers declared that they just changed a coursebook every 1/2/3/4 

years (50%) (see Table 29), but, on the other, when asked about the reasons for the 

change, they frequently pointed to the modification of the structure of final exams 

specification (40%) (see Table 30). The British teachers, generally, also considered the 

change in final exams requirements as very important (40%),  and they confirmed this 

in the interviews (90%). The same number of the Polish and British foreign language 

teachers (10%) reported changing a foreign language textbook every 5/6/7 years. As far 

as the replies in the other category in the questionnaire are concerned (see Table 28), 

the British teachers either said they did not use a coursebook or they created their own 
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materials, and the Polish teachers claimed they just used the textbook recommended by 

their senior colleagues. 

Table 29. The frequency of changing a coursebook declared in the interviews. 

 Polish teachers British teachers 

N (max. 10) % N (max. 10) % 

Every 1/2/3/4 years    5 50.0 2 20.0 

Every 5/6/7 years   1 10.0 1 10.0 

Every after more than seven years  0 0.0 1 10.0 

When the examination requirements are changed  2 20.0 4 40.0 

Other  2 20.0 2 20.0 

 

One slight difference in this respect may be found in the scope of reasons for 

changing a textbook provided by the teachers in the interviews. The Polish teachers 

provided a whole range of reasons for changing a coursebook, whereas the British 

teachers focused mainly on two of them, as Table 30 reveals. To be more specific, as 

many as 50% of Polish teachers reported that they changed the foreign language text-

book since a better one was needed and 40% opted for such a decision because the final 

examination specification/requirements changed. In comparison, the majority of the 

British foreign language teachers reported changing the textbook when the specification 

of the examination board is the prompt for a change in the coursebook (90%). A conclu-

sion could thus be drawn that Polish teachers are more likely to take more general fac-

tors into account whereas the British teachers seem to concentrate mainly on the final 

examinations. A possible explanation could be that the Polish teachers, consequently, 

may concentrate on more general aspects of foreign language teaching and British 

teachers may be more final examinations oriented. However, hardly any teachers 

pointed to the reasons for changing a foreign language textbook that are often men-

tioned by specialists, such as that a new coursebook would facilitate learning all the 

basic language skills and abilities better (Komorowska 2002: 40). Also, the teachers did 

not mention changing the foreign language textbook because of new academic and re-

search trends (Waters 2011: 311). Only 10% of both Polish and British teachers seemed 

to practise audience-based perspective (Waters 2011: 311) when providing criteria of 

choosing a textbook.  
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Table 30. The reasons for changing a coursebook declared in the interviews (each teacher could provide 

more than one reason). 

 Polish teachers British teachers 

N (max. 10) % N (max. 10) % 

Out of date content     3 30.0 4 40.0 

The final exam specification/requirements changed    4 40.0 9 90.0 

Boring for students/teachers   2 20.0 0 0.0 

Generally a better one was needed   5 50.0 0 0.0 

Not suitable level for students   1 10.0 1 10.0 

  

The Polish and the British upper secondary school teachers did not greatly vary 

in the criteria they applied when assessing the usefulness of a coursebook, which was 

revealed after the analysis of the interview data (see Table 31) and the outcomes of the 

questionnaires (see Table 32). However, more differences could be found in the inter-

view data, which can be explained by the fact that when talking spontaneously the 

teachers could express their ideas more freely (see Table 31). For both groups the need 

to comply with legal regulations were almost equally important (50% of the Polish for-

eign language teachers at the end 40% of the British foreign language teachers). How-

ever, more Polish teachers highlighted the fact that the textbook had to follow the na-

tional curriculum (ca. 30%) and it should comply with final exams requirements (ca. 

10%), which is also recommended by some scholars (Hedge 2008: 358; Komorowska 

2002: 42). In the same vein, it was of greater importance for the Polish teachers (40%) 

that the coursebook was accompanied by additional materials and had a clear layout 

(30%). By contrast, the British teachers emphasised the need to adjust the level of a 

textbook (60% vs. 20%), which is in line with the recommendations of specialists (Cun-

ningsworth 1984: 5; Harmer 2002: 301; Hedge 2008: 358; Komorowska 2002: 38) as 

well the need for the coursebook to be interesting for students (ca. 10%).  

Table 31.  The criteria of assessing the usefulness of a coursebook declared in the interviews (each 

teacher could provide more than one criterion). 

 Polish teachers British teachers 

N (max. 10) % N (max. 10) % 

In accordance with final exams requirements      5 50.0  4  40.0  

Follows the national curriculum      4   40.0 1 10.0  

Provides additional materials    4 40.0 0 0.0 

Clear layout   3 30.0 1 10.0 

Accessible level for students    2 20.0 6 60.0 

Facilitates better exam results  1 10.0 2 20.0 

Interesting for students/teachers 0 0.0 1 10.0 

Consulting a specialist e.g. during conferences  1 10.0 0 0.0 
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As regards the criteria of assessing the usefulness of a foreign language course-

book, almost no differences were found in the results of the questionnaires. The data 

presented in Table 32 reveal that slightly more British teachers (ca. 12.4%) reported 

making sure that the textbook is suitable for students with different learning strategies, a 

procedure which is emphasised by Komorowska (2002: 42) and Ur (2002: 186) . In the 

same vein, ca. 13.7% more Polish teachers took steps to ascertain that the coursebook 

followed some theoretical recommendations (Harmer 2002: 301; Komorowska 2002: 

42; Ur 2002: 186) and includes supplementary teaching materials for students/teachers. 

Moreover, slightly more Polish teachers (ca. 10.8%) reported following the guidelines 

(Harmer 2002: 301; Komorowska 2002: 42; Tomlinson 1998: 299; Ur 2002: 186) of 

assessing a foreign language textbook with regard to an attractive layout and design. 

Some British teachers added that a varied and authentic range of vocabulary and legal 

regulations were taken into account when deciding which new coursebook to choose. 

No statistically significant difference between the Polish and British foreign language 

teachers in this respect was confirmed in the analysis, as seen from the results of the 

Pearson’s Chi-square test (X-squared = 3.647; df = 5; p = 0.601). 

Table 32. The criteria of assessing the usefulness of a coursebook declared in the questionnaires (each 

teacher could choose more than one reply). 

 Polish teachers British teachers 

N (max. 33) % N (max. 25) % 

Clear layout 26 78.8 17 68.0 

Supplement teaching materials e.g. interactive CD 23 69.7 14 56.0 

Supplement materials for teachers e.g.  teacher’s book 23 69.7 16 64.0 

Facilitates better exam results 31 93.9 22 88.0 

Suitable for students with different learning strategies 21 63.6 19 76.0 

Other 0 0.0 2 8.0 

  

The Polish and British teachers differed greatly in the frequency of their use of a 

textbook during their lessons, which was confirmed by the outcomes of lesson observa-

tions. As shown in Table 33, the Polish teachers used a coursebook more frequently 

than the British teachers, who actually almost never (85%) used it during the observed 

classes. This should not come as a surprise since during the interviews the British teach-

ers often commented on not using a textbook at all or using it together with some sup-

plementary materials, also complaining about the overall bad quality of the coursebooks 

which were available for them. In the interviews, the British teachers also reported that 

they preferred to create their own materials or to glean resources from several different 
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textbooks. A possible explanation is that since Polish foreign language teachers rely on 

the textbook to a great extend the bigger number of copies is sold in Poland. As a con-

sequence, the competition on the publishing market may be very high, which forces the 

publishers to provide the best overall quality. This in turn, again, encourages Polish 

foreign language teachers to rely on the coursebook. By contrast, in England, the choice 

of coursebooks is limited to a few titles approved by the examination boards, which 

makes them appropriate but not very encouraging for the teachers. For example, when 

the researcher compared the content of the foreign language coursebook from Polish 

and English secondary school, even after a very brief and superficial examination, she 

was able to recognise the textbook used in Poland because it was more elaborate and 

sophisticated. Another possible explanation may be that the Polish teachers appreciated 

more the fact that foreign language coursebooks are prepared by specialists, their use-

fulness is verified in pilot studies and their contents are closely reflective of the national 

curriculum and exam requirements (Cunningsworth 1984: 1; Harmer 2002: 304; Ur 

2002: 184). On the other hand, the British teachers may pay more attention to the con-

sequences of excessive reliance on a coursebook, such as limiting teacher’s creativity 

(Cunningsworth 1984: 1; Harmer 2002: 304; Tomlinson 1998: 298; Ur 2002: 185) and 

the danger of not addressing the specific needs, interests, abilities and learning strate-

gies of a wide range of students (Fenner 200: 78; Ur 2002: 185). 

Table 33. The frequency of the use of a coursebook observed during a lesson. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Very often (more than 6 times during one 

lesson) 

0 0.0 0 0.0 

Often (5-6 times) 18 62.1 1 5.0 

Rarely (3-4 times) 2 6.9 2 10.0 

Very rarely (1-2 times) 2 6.9 0 0.0 

Never  7 24.1 17 85.0 

  

Considering the fact that during 85% of the observed foreign language lessons in 

the English upper secondary schools the textbook was never used, it should not come as 

a surprise that there were further differences related to the stages of the lessons when a 

coursebook was used, which was discovered during the lesson observations. The quanti-

tative analysis presented in Table 34 shows clearly that not only was a coursebook used 

more frequently during foreign language lessons in the Polish upper secondary schools 
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but also that it was used during stages of the lesson. For example, the foreign language 

coursebook was used when doing grammar and/or lexical activities (34.4% of all the 

observed lessons); it was also used during the revision stage of the lesson and/or home-

work (27.5%), during the presentation stage of the lesson (20.7%), for performing read-

ing tasks (24.1%), listening tasks (17.2%), speaking activities (17.2%), and finally writ-

ing tasks (10.3%). On the other hand, in the few cases when it was used in English 

upper secondary schools, the coursebook, was mainly used for listening tasks (10% of 

all the observed lessons), grammar and/or vocabulary exercises (5% of all the observed 

lessons) and speaking activities (5% of all the observed lessons).  

Table 34 The stages of the lessons to which a coursebook was used – the results of the lesson observa-

tions. 

 Polish upper secondary schools English upper secondary schools 

N (max. 29) % N (max. 20) % 

Listening tasks   5 17.2 2 10.0 

Grammar and/or lexical exercises    10 34.4 1 5.0 

Speaking activities   5 17.2 1 5.0 

Reading tasks   7 24.1 0 0.0 

Revision and/or homework   8 27.5 0 0.0 

Presentation   6 20.7 0 0.0 

Writing tasks   3 10.3 0 0.0 

  

In the light of what was said above, it should not be surprising that the students’ 

reactions to the use of a coursebook were more varied in Polish upper secondary 

schools than in England (see Table 35). More specifically, in the observed lessons, the 

textbook was used so infrequently that it is difficult to draw conclusions about students’ 

reactions to it, which might confirm that the British teachers’ complaints, made during 

the interviews with the researcher, about insufficient quality of the foreign language 

coursebooks, were justified. On the other hand, Polish students seemed to be focused 

and involved while working with a coursebook (69%), they were also active and coop-

erative while discussing the issues it covered (20.7%), and they were also interested and 

followed the teacher’s instructions (10.3%). 

Table 35. Students' reactions to the use of a coursebook observed during the foreign language lessons. 

 Polish students English students 

N (max. 29) % N (max. 20) % 

Interested  3 10.3 0 0.0 

Focused and involved 20 69.0 3 15.0 

Active and cooperative 6 20.7 0 0.0 
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Another area of difference related to the use of a foreign language textbook was 

that the British teachers declared in the questionnaires that they created their own teach-

ing materials/aids (100%) (see Table 36). This finding may be attributed to the fact that 

the British teachers constitute more centralized foreign languages teams, where teachers 

cooperate regularly and closely with each other. However, the economic factor cannot 

be excluded since English upper secondary schools seem to have more funds which can 

be allotted to create a number of quite expensive booklets. As for the Polish teachers, 

only some of them (37.5%) reported creating their own materials as a foreign languages 

team, however, the majority of them (53.1%) did not create their own teaching materials 

at all or they did it only occasionally. The existence of statistically significant differ-

ences in this respect was confirmed by the results of the Pearson’s Chi-square test (X-

squared = 33.670; df = 4; p = 0.000). 

Table 36.  The teachers' declarations from the questionnaires about creating their own teaching materials. 

 Polish teachers British teachers 

N (max. 33) % N (max. 25) % 

Yes, definitely 1 3.1 17 68.0 

Yes, partly 12 37.5 8 32.0 

No, partly 13 40.6 0 0.0 

No, definitely 4 12.5 0 0.0 

I don’t have an opinion  2 6.2 0 0.0 

  

The above finding was confirmed by the results of lesson observations and some 

quantitative analysis of the data. During the majority of the foreign language lessons in 

the English upper secondary schools the teachers employed their own originally created 

materials, such as booklets made by a teacher or the members of the foreign language 

teacher team (40% of all the observed lessons) or photocopied materials, such as those 

used for reading comprehension tasks (40% of all the observed lessons). As can be seen 

from Table 37, the Polish teachers relied mainly on activity books which were an addi-

tion to the regular textbook (20.7% of all the observed lessons) as well as photocopied 

materials, such as additional lexical or grammar tasks (10.3% of the all observed les-

sons) as a source of additional instructional activities.  
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Table 37. The use of additional teaching materials during the foreign language lessons. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

A booklet made by a teacher/foreign lan-

guages team     

0 0.0 8 40.0 

Photocopied materials      3 10.3 8 40.0 

Activity book   6 20.7 0 0.0 

Additional materials e.g. authentic materials   1 3.4 0 0.0 

  

Although some differences between the Polish and British teachers were found 

regarding the use of a coursebook, there is no direct evidence that high or low reliance 

on the textbook has a positive or negative effect on the effectiveness of instruction. An 

attempt to gauge the potential impact of the use of a textbook on the quality of foreign 

language teaching will be discussed in the subsequent chapter. 

5.1.6. Forms of student assessment 

Forms of classroom assessment were investigated by means of questionnaires, inter-

views with foreign language teachers and lesson observations. To be more specific, the 

research focused on comparing what examples of formal versus informal, formative 

versus summative assessment were used in the Polish and English upper secondary 

schools. Moreover, the research project investigated what other forms of assessment 

described in the literature were employed by the Polish and British foreign language 

teachers.  

The analysis of the questionnaire responses revealed some differences with re-

gard to forms of students’ assessment. To start with, between 97% and 100% of the Pol-

ish teachers claimed they used mainly three forms of students’ assessment, namely 

grades given for the mastery of material covered from 1-3 lessons, test grades, and term 

grades. As illustrated in Table 38 students’ assessment in the English upper secondary 

schools appeared to be more varied and included grading following tests (84%) most 

frequently and the least frequently grades based on evaluation of projects (4%). On the 

other hand, other forms of assessment in the English upper secondary schools were 

evenly distributed. For instance, 52% of the British teachers reported the use of stu-

dent’s self-assessment, 48% pointed to descriptive assessment of students’ particular 
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skills, and 36% indicated term grades. By contrast, the Polish teacher participants re-

ported the use of grades in evaluating projects (21.2%), student’s self-assessment 

(9.1%), and descriptive assessment of specific learner skills (6.1%). Statistical analysis 

revealed that there was a significant difference between the two groups in forms of stu-

dents’ assessment the teachers declared in the questionnaires (X-squared = 60.852; df = 

6; p = 0.000). On the whole, it can be concluded that the British teachers used more 

varied forms of assessment while the Polish counterparts adhered to the three main 

types.  

As far as other forms of assessment are concerned, the Polish teachers men-

tioned students’ active participation during the lesson and marks for essays, knowledge 

of vocabulary, giving speeches on particular topics, and grammar or culture topic pres-

entations whereas the British teachers included college review data that was given to 

parents, grades for past papers and mock exams, diagnostic tests, descriptions of stu-

dents’ strong and weak points including targets for improvement and also marks for 

particular skills. As far as the official terminology is concerned, the most popular forms 

of assessment in Poland reported by the teachers in the questionnaires were examples of 

formal assessment, such as term grades, grades given for the mastery of material cov-

ered from 1-3 lessons, and also grades in tests. Moreover, the Polish teachers used some 

forms of formative assessment, for example, grades in the foreign language course cov-

ering material from 1-3 lessons and grades in tests as well as some forms of summative 

assessment, for instance, term grades. In addition, self-assessment and alternative as-

sessment was declared. By contrast, in the English upper secondary schools formal, 

formative and summative forms of assessment seemed to be less frequently used. On the 

other hand, in the English upper secondary schools foreign language teachers reported 

frequent use of achievement assessment, for example, descriptive assessment of stu-

dents’ particular skills and self assessment.  
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Table 38. Forms of students' assessment declared in the questionnaires (each teacher could choose more 

than one form). 

 Polish teachers  British teachers 

N (max. 33) % N (max. 25) % 

Grades in the foreign language course covering material 

from 1-3 lessons 

32 97.0 5 20.0 

Term grades 33 100.0 9 36.0 

Grades in tests 32 97.0 21 84.0 

Descriptive assessment of students’ particular skills 2 6.1 12 48.0 

Grades in projects  7 21.2 1 4.0 

Self-assessment 3 9.1 13 52.0 

Other  2 6.1 12 48.0 

 

Further light was shed on assessment when teachers were asked in the interview 

about the forms of students’ assessment: they most frequently drew upon different ex-

amples from those included in questionnaires. Both the British and the Polish teachers 

confirmed they used different forms of marks/grades and/or points, for example, test 

grades/points, partial grades for checking the ongoing progress, this confirmed what had 

been said in the questionnaires. However, many more Polish teachers claimed that they 

used comments and/or descriptive forms of assessment, which constituted ca. 53.9% in 

comparison with the replies in the questionnaires. The participants explained that com-

ments and descriptive assessment consisted in informing students about their strong and 

weak points and offering guidelines for directions for improvement. One possible ex-

planation for the disparity concerning the outcomes of the questionnaires and interviews 

could be that only during the face-to-face interview did the participants realize that the 

descriptive forms of assessment were not limited to the written accounts. In addition, as 

many as 70% of the Polish teachers mentioned praising their students, which they did 

not include in the questionnaire responses (see Table 39), as well as a contract with stu-

dents (10%). Other forms of assessment the teachers reported were diplomas in Poland 

and students’ self-assessment and external assessment in England. An equal number of 

Polish and British foreign language teachers declared the use of formal means of as-

sessment, such as marks/grades/points. Interestingly, in contrast with the outcomes of 

the questionnaires, more Polish teachers declared the use of informal means of assess-

ment such as comments and/or praises. By contrast, in England, self-assessment was 

mentioned more often than in Poland. At this point, the importance of self-assessment 

must be highlighted since it fosters taking responsibility for students’ own learning, 

which is the notion of becoming independent learners. 
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Table 39 Forms of students' assessment declared in the interview. 

 Polish teachers British teachers 

N (max. 10) % N (max. 10) % 

Mark/grade/points     10 100.0 10 100.0 

Comment/description    6 60.0 4 40.0 

Praise    7 70.0 2 20.0 

Contract with students  1 10.0 0 0.0 

Other  1 10.0 5 50.0 

  

Much more variation with respect to the forms of students’ assessment was re-

vealed during the lesson observations. As can be seen from Table 40, the students were 

assessed in different ways during foreign language lessons. A somewhat surprising find-

ing was that more Polish teachers assessed students non-verbally (72.4% of all the ob-

served lessons) and they were also more likely to give marks (24.1% of all the observed 

lessons). On the other hand, it was the British teachers who used informal ways of stu-

dents’ assessment, such as thanking students for their contributions (5% of all the ob-

served lessons), and they also commented on students’ performance more often than the 

Polish teachers (ca. 14.8%). On the whole, the lesson observations revealed that Polish 

teachers did not confine themselves to the three main forms of assessment they had de-

clared in the questionnaires but actually used a wide range of ways of assessing their 

students while the British teachers again proved to use a varied range of forms of stu-

dents’ assessment. This discrepancy can probably be explained by the fact that Polish 

teachers officially confine assessment to very formal situations where students’ knowl-

edge is checked in a systematic and planned way (Brown 2004: 6), but in practice they 

also assess students’ in an unplanned and informal way (Brown 2004: 5). By contrast, 

the British teachers were more relaxed about assessing students and they were more 

aware that learners could be assessed in many different situations, not necessarily for-

mal ones (Brown 2004: 5).   
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Table 40. The forms of students' assessment observed in the foreign language lessons. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Comments   16 55.2 14 70.0 

Non-verbally  21 72.4 6 30.0 

Individual talk with a student 1 3.4 3 15.0 

Short comments 9 31.0 9 45.0 

Praises  16 55.2 9 45.0 

Thanking students for good perform-

ance 

0 0.0 1 5.0 

Giving marks 7 24.1 0 0.0 

Not observed  0 0.0 1 5.0 

  

There was some individual variation between the two groups with regard to the 

frequency of students’ assessment during foreign language lessons, but the differences 

in this respect failed to reach statistical significance. As illustrated in Table 41, gener-

ally, both Polish and British teachers assessed their students frequently. The highest 

frequency for the Polish group was often (75.9% of all the observed lessons), whereas 

the frequency within the English group was evenly distributed between very often (40% 

of all the observed lessons), often (30% of all the observed lessons) and quite often 

(25% of all the observed lessons). During 5% of the all observed lessons in English up-

per secondary schools no form of assessment was observed. On the whole, the fre-

quency of assessment was similar and the individual variation did not influence the 

overall frequency. Both the Polish and British teachers seemed to follow pedagogical 

recommendations regarding the regularity of assessment, which increases the effective-

ness of assessment (Hunt 2001: 153). 

Table 41. The frequency of students' assessment observed in the foreign language lessons. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Very often  (more than 8 times during one 

lesson) 

4 13.8 8 40.0 

Often  (7-8 times) 22 75.9 6 30.0 

Quite often (5-6 times) 3 10.3 5 25.0 

Rarely (3-4 times) 0 0.0 0 0.0 

Occasionally  (1-2 times) 0 0.0 0 0.0 

Never  0 0.0 1 5.0 

  

No difference was found in the students’ reactions to being assessed either in Po-

land or in England (see Table 42). In both cases, they seemed to be almost equally posi-

tive about being assessed (89.7% in the Polish upper secondary schools vs. 85% in the 
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English upper secondary schools), while more Polish students appeared to be more mo-

tivated and encouraged (ca. 27.4% in all the observed lessons, see Table 42). This indi-

cates that evaluation evoked similar learners’ reactions in Polish and English upper sec-

ondary schools. It can be concluded that the forms of student assessment applied during 

the observed foreign language lessons gave both the Polish and British students some 

positive feedback, for example praising them, which is important in increasing students’ 

motivation (Chater 1984: 6-7; Hunt 2001: 153; Kunnan and Jang 2011: 615). 

Table 42. The observed students' reactions to being assessed. 

 Polish students British students 

N (max. 29) % N (max. 20) % 

Positively
70

 26 89.7 17 85.0 

Motivated and encouraged
71

 21 72.4 9 45.0 

Not observed  0 0.0 1 5.0 

  

Finally, 90% of both Polish and British teachers considered the range of forms 

of students’ assessment to be sufficient. As shown in Table 43, both Polish (60%) and 

British (50%) teachers justified the need for assessment by students’ understanding of 

their strong and weak points. Finally 10% of both Polish and British teachers declared 

that the existing forms of students’ assessment were not sufficient and they justified this 

opinion by saying that students did not understand their strong and weak points regard-

ing foreign language knowledge sufficiently and more diverse forms of assessment 

ought to be developed in the future (10% of the Polish teachers and 30% of the British 

teachers). 

Table 43. The teachers' explanations  given in the interviews why they thought the existing forms of as-

sessment were sufficient. 

 Polish teachers British teachers 

N (max. 10) % N (max. 10) % 

Students understand and know their strong and weak points      6 60.0 5 50.0 

Students do not complain   1 10.0 0 0.0 

Systematic assessment motivates students     1 10.0 1 10.0 

Some more ways of assessment should be developed  1 10.0 3 30.0 

  

The quantitative and qualitative analysis of the data revealed few differences be-

tween the two groups of participants in terms of forms of students’ assessment. This 
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 Students smiled, raised hands like winners, contented facial expressions. 
71

 Students volunteered frequently during the lesson. 
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means that the forms of assessment seemed to be the least controversial and most simi-

lar in comparison with the other eight aspects of foreign language teaching that were 

investigated in the course of the present research.  

5.1.7. Classroom interaction 

The aspects of classroom interaction that were investigated in the present study were 

control of interaction, teacher talk/speech modification, elicitation and repair (Walsh 

2011: 4). Some significant differences between the Polish and the British teachers were 

revealed in terms of proportions of controlling
72

 interaction during the foreign language 

lessons. Interestingly, none of the British teachers reported complete teacher’s control 

of the interaction in the foreign language classroom and no Polish teachers declared that 

the control was evenly divided between students and teachers. As many as 54.5% of the 

Polish teachers stated that a teacher mostly controlled the interactions while 44% of the 

British teachers declared that it was half-and-half students’ and teacher’s control (see 

Table 44). The Pearson’s Chi-square test revealed some significant differences between 

the perceptions of Polish and British teachers in the proportions of controlling the inter-

action during lessons (X-squared = 15.665; df = 5; p = 0.007). One plausible explana-

tion for this discrepancy could be that the Polish and British teachers seemed to use dif-

ferent teaching techniques and teaching aids, as was revealed in the previous section, 

which might have resulted in differences in the proportions of controlling interaction. 

However, the impact of cultural differences between the two groups might have been 

responsible for the more formal behaviour on the part of the Polish teachers. As the re-

searcher observed, there were some native speaker teachers from the Mediterranean area 

(Spain, Italy, Greece) in the British sixth form colleges who seemed to be very open, 

relaxed and spontaneous with respect to classroom interaction. The results regarding the 

Polish teachers are in accordance with what Walsh (2011: 4) has found with respect to 

the proportions of controlling classroom interaction, namely that it is the teacher who 

mainly manages teacher and learner control over classroom interaction and aspects of 
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 The researcher understands the term controlling language interactions accordingly to Walsh’s defini-

tion (2011: 4), as defining who manages particular stages of the foreign language lesson and who gives 

instructions about how to manage particular tasks. 
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the foreign language lesson. Observations in England, however, showed that foreign 

language classrooms in the English upper secondary schools seemed to be more decen-

tralised with a greater frequency of students’ leading and controlling interaction. 

Table 44. The proportions of controlling the interaction during the foreign language lesson declared in the 

questionnaires. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 33) % N (max. 25) % 

Full teacher’s control 8 24.2 0 0.0 

Mostly teacher’s control 18 54.5 9 36.0 

Half-and-half students’ and teacher’s 

control 

6 18.2 11 44.0 

Mostly students’ control 0 0.0 3 12.0 

Full students’ control 0 0.0 1 4.0 

No opinion 1 3.0 1 4.0 

   

The findings described above were partly supported by the results of the lessons 

observations. For example, it was confirmed that more Polish teachers fully or mostly 

controlled the interaction
73

 during the lesson under investigation (ca. 23.6%), but on the 

other hand, no cases of entire learner control could be observed (see Table 45). On the 

whole, during the foreign language lessons in the English upper secondary schools 

sometimes teachers and sometimes students controlled the interaction (65%) and in Po-

land it was teachers who mainly controlled the interaction (58.6%). Interestingly, al-

though only 18.2% of the Polish teachers (see Table 44) reported in the questionnaire 

half-and-half students’ and teacher’s control of the interaction, in practice it was ob-

served during as many as 41.4% of all the observed lessons. One possible explanation 

for this discrepancy could be that the Polish teachers might associate the students’ con-

trol of the interaction with disciplinary problems and, hence, their responses suggested 

greater formal teacher control than was observed.  
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 The researcher understands the term controlling language interactions accordingly to Walsh’s defini-

tion (2011: 4), as defining who manages particular stages of the foreign language lesson and who gives 

instructions about how to manage particular tasks. 
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Table 45.  The proportions of controlling the interaction observed during the foreign language lessons.  

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Teacher’s control
74

 17 58.6 7 35.0 

Students’ control
75

 0 0.0 0 0.0 

Half-and-half students’ and teacher’s 

control 

12 41.4 13 65.0 

  

Both Polish and British teachers declared in the interview that they used teacher 

talk/speech modification and some forms of body language as a teaching aid, which was 

confirmed by the results of the lesson observations. More specifically, there were simi-

lar frequencies of tone of voice (34.4% of the Polish teachers and 35% of the British 

teachers), gestures (37.9% of the Polish teachers and 40% of the British teachers), facial 

expressions (20.6% of the Polish teachers and 25% of the British teachers) and other 

forms of body language as a teaching aid during the observed lessons (see Table 46). 

This might indicate that both the Polish and the British teachers consider the importance 

of using the teacher talk/speech modification and body language as a teaching aid  as 

very important in the classroom discourse. In accordance with Walsh’s views (2011: 6), 

they seem to understand that these elements of classroom discourse facilitate learners’ 

understanding of input during the foreign language lesson and make students feel secure 

and more active during the successive lesson stages.  

Table 46. The types of speech modification and body language of the foreign language teachers observed 

during the lessons. 

 Polish upper secondary teachers British upper secondary teachers 

N (max. 29) % N (max. 20) % 

Tone of voice 10 34.4 7 35.0 

Gestures 11 37.9 8 40.0 

Facial expressions 6 20.6 5 25.0 

Other  2 6.8 1 5.0 

  

The analysis, however, revealed a few interesting differences related to the range 

of the observed situations when the teachers used teacher talk/speech modification 

and/or body language as a teaching aid (see Table 47). The most frequent situation 

when teacher talk/speech modification and/or body language was used, was to manifest 

emphasis on important elements of the lesson in Poland, for instance by raising the 

                                                 
74

 More than 50% of all language situations during the lesson. 
75

 More than 50% of all language situations during the lesson. 
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voice tone (75%) and to show approval in England, for example by nodding the 

teacher’s head (70%). More Polish teachers used such actions to indicate an error, for 

instance by specific facial expression (ca. 20.7% of all the observed lessons) and to 

praise students, for example by clapping hands (ca. 14.1% of all the observed lessons). 

On the other hand, during ca. 18.6% more lessons in England, the teachers used voice 

modification or body language to illustrate the meaning of the word or situation by 

making imitating gestures. During ca. 14.7% more lessons in England teachers attracted 

students’ attention by changing the voice pitch and during ca. 16.6% more lessons in 

England teachers used it to show support or interest in students’ activities by looking 

inventively into students’ eyes and nodding their heads. Furthermore, a greater number 

of British teachers (ca. 16.7% of all the observed lessons) used gestures to encourage 

students, for example, to continue making contributions during speaking activities. In 

the same vein, more British teachers (ca. 4.7% of all the observed lessons) employed, 

for instance, a special tone of voice to create an inspirational atmosphere during the 

lesson, and more of them (ca. 6.6% of all the observed lessons) raised their voice in 

order to discipline students. On the whole, although the Polish and British teachers used 

teacher talk/speech modification and/or body language as a teaching aid  with similar 

frequencies, the purpose for which this was done was different. Generally, however, the 

behaviour of teachers in this respect reflected findings reported in the literature, where 

the teacher talk/speech modification and body language is shown to be used in order to 

help students understand the message, follow smoothly the particular stages of the les-

son, make students feel secure and encourage them to join the classroom discourse 

(Walsh 2011: 6). 

Table 47. The observed situations when the speech modification and/or body language was used. 

 Polish upper secondary teachers British upper secondary teachers 

N (max. 29) % N (max. 20) % 

To illustrate the meaning    12 41.4 12 60.0 

To show approval   19 65.5 14 70.0 

To encourage   14 48.3 13 65.0 

To put emphasis   22 75.9 13 65.0 

To catch students’ attention   3 10.3 5 25.0 

To show support /interest 1 3.4 4 20.0 

To praise students  7 24.1 2 10.0 

To create a special atmosphere  3 10.3 3 15.0 

To discipline students  1 3.4 2 10.0 

To indicate errors/mistakes  6 20.7 0 0.0 
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The analysis of the interview data concerning the range of situations when the 

teacher talk/speech modification and/or body language was used as a teaching aid casts 

further light on the results described above. The teachers listed some more examples of 

the situations than those observed and there were no important differences between the 

two groups in nominal values (see Table 48). For example, 10% of the Polish partici-

pants reported employing speech modification and/or body language to make the con-

tent of the lesson more varied. The teachers explained that by raising their tone, chang-

ing voice pitch or using gestures they added some additional elements that enriched the 

content of the lesson. The same number of the Polish and the British teachers (10%) 

spoke more loudly in order to be more audible. 30% of the British participants reported 

that they consciously used gestures, facial expressions and/or speech modification so as 

to create the desired emotions.  Such a discrepancy between the outcomes of the lesson 

observations and the responses in the interviews can be an illustration of the complexity 

of communication and, in some cases, the use of a particular gesture has a variety of 

results. Moreover, in live teaching situations, reactions are often spontaneous and not 

pre-mediated. 

Table 48. The range of situations when teachers used speech modification and/or body language declared 

during the interview. 

 Polish upper secondary 

teachers 

British upper secondary 

teachers 

N (max. 10) % N (max. 10) % 

Changing intonation to catch students’ 

attention 

6 60.0 5 50.0 

To make the lesson varied 1 10.0 0 0.0 

To praise a student 2 20.0 3 30.0 

To point out an error/mistake 2 20.0 1 10.0 

To be more audible 1 10.0 1 10.0 

To discipline students 1 10.0 0 0.0 

To show certain emotions 0 0.0 3 30.0 

  

There was little difference between the Polish and English upper secondary 

schools with regard to the students’ reactions to the use of teacher talk/speech modifica-

tion and/or body language as a teaching aid. As Table 49 indicates, more Polish students 

seemed to be focused when exposed to such teaching aids (ca. 14.1% of all the observed 

lessons) and they also seemed to react generally in a more positive way (ca. 11.4% of 

all the observed lessons). By contrast, more British students seemed to understand the 

teacher’s intentions (ca. 18.6%). Slightly more Polish students seemed to be interested 
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and sustained eye contact or listened to the teacher attentively (ca. 3.4%) and focused 

on him/her (10.3% vs. 10%). On the other hand, a somewhat greater number of the Brit-

ish students expressed that they were happy to be called upon by the teacher (ca. 5%) 

and they seemed more entertained (ca. 6.6%). Such findings seem to confirm the list of 

advantages of using teacher talk/speech modification and/or body language which was 

presented by Walsh (2011: 6). 

Table 49. Students' reactions to being exposed to speech modification and/or body language observed 

during the foreign language lessons. 

 Polish students British students 

N (max. 29) % N (max. 20) % 

Interested
76

 1 3.4 0 0.0 

Focused and involved
77

 7 24.1 2 10.0 

Understand the teacher’s intentions
78

 12 41.4 12 60.0 

Positively motivated
79

 12 41.4 6 30.0 

Entertained
80

  1 3.4 2 10.0 

Happy to be noticed
81

 0 0.0 1 5.0 

Focused on the teacher
82

 3 10.3 2 10.0 

  

As can be seen from Table 50, one of the major differences between the types of 

interactions observed during oral elicitation in the Polish and English upper secondary 

schools was the distribution of general positive interactions (see Footnote 83). To be 

more specific, the incidence of such phenomena during questioning exchanges was ca. 

41.2% higher for the British upper secondary schools, standing at 55.0%. Another dif-

ference between the two groups could be found in the distribution of interactions that 

generated an inspirational atmosphere (see Footnote 86), with this being the cause of 

55.2% during the total number of foreign language lessons in Poland and 40.0% during 

the total number of lessons conducted in England. Other types of interactions during 

elicitation were similar in both groups. More precisely, 10% of the British and 6.9% of 

the Polish students asked questions in order to clarify the instruction or learn more 

about the issue, 5% of the British students seemed to be nervous (see Footnote 84) dur-

ing oral elicitation, and 41.4% of the Polish and 35% of the British students felt secure 

                                                 
76

 Students sustain eye contact and listen attentively.   
77

 Students not only concentrate on the teacher but also ask additional questions, discuss the issues or 

make comments. 
78

 Students understand the teacher’s intentions and react accordingly. 
79

 Students volunteer more often.  
80

 Students are amused. 
81

 Students’ facial expressions show that they are happy they were picked by the teacher. 
82

 Students maintain eye contact with the teacher. 
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(see Footnote 85) when the teacher nominated them during the lesson. It would thus 

appear that both the Polish and the British foreign language teachers use appropriate 

elicitation techniques in order to make learners respond in a positive way (Walsh 2011: 

11-12). 

Table 50. Types of interactions during elicitation observed during foreign language lessons. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Positive
83

  4 13.8 11 55.0 

Students ask questions or ask for clarifi-

cation 

2 6.9 2 10.0 

Students are nervous
84

 0 0.0 1 5.0 

Students feel secure
85

 12 41.4 7 35.0 

Inspirational atmosphere
86

 16 55.2 8 40.0 

  

The analysis of the ways in which errors/mistakes were corrected also revealed 

some differences between the Polish and English upper secondary schools. As shown in 

Table 51, although the ways of correcting students’ errors were distributed quite evenly 

among the English upper secondary schools, more British teachers gave hints and 

waited for the student’s self-correction (65.0% of the total number of lessons in Eng-

land), more of them evoked the rules and let the student provide the correct utterance 

(40% of the total number of foreign language lessons observed in England), more de-

cided to terminate a student’s performance because it was very poor (15.0% of the total 

number of lessons in England). On the other hand, the Polish teachers displayed a ten-

dency to provide the correct answer (65.0% of all the lessons observed in Poland), they 

also frequently gave hints and waited for the student’s self-correction (44.8% of all the 

lessons observed in the Polish upper secondary schools) and they waited for student’s 

self-correction without giving him or her any hints (31.0% of all the observed lessons in 

Poland). Interestingly, during a similar percentage of lessons both in Poland and Eng-

land students were encouraged to correct their peers (25% of all the observed lessons in 

Poland and 24.1% of all the observed lessons in England). Similarly, during 15% of all 

the observed lessons in England and 13.8% of all the observed lessons in Poland, teach-

ers and students were observed to negotiate the correctness of the utterance. One possi-

                                                 
83

 Both a student and a teacher do not show any tension.  
84

 Students are shy and withdrawn.  
85

 Students look relaxed and they positively react when the teacher turns to them. 
86

 Students look stimulated by the teacher’s performance and actively participate in the lesson. 
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ble explanation why the British teachers were more willing to encourage students to 

engage in self-correction might be the fact that foreign language lessons were longer 

than lessons in Poland. As a consequence, the Polish teachers were under more pressure 

to achieve all lesson goals and they could not afford to spend too much time waiting for 

the students to provide the correct answer. On the whole, both the Polish and British 

teachers were found to apply the corrective options recommended by researchers such 

as Harmer (2002: 106), Komorowska (2002: 178) and Ur (2002: 249). It also seems to 

be important to conclude that the response of English teachers is emphasising the need 

for students to take responsibility for their learning by self-critical and self-correcting 

whereas the Polish teachers seemed more ready to provide the correct answer. 

Table 51. The ways of correcting students' errors/mistake observed during the foreign language lessons. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 29) % N (max. 20) % 

Teacher gives hints and waits for the student’s 

own correction 

13 44.8 13 65.0 

Teacher makes notes and discusses the student’s 

performance afterwards 

1 3.4 3 15.0 

Teacher stops the student’s production 0 0.0 3 15.0 

Teacher reminds the rules and the student pro-

duces the correct utterance 

4 13.8 8 40.0 

Teacher provides the correct answer 18 62.1 11 55.0 

Students correct other students 7 24.1 5 25.0 

Teacher-student discussion 4 13.8 3 15.0 

Student’s self-correction 9 31.0 4 20.0 

No corrections during the lesson 1 3.4 2 10.0 

  

Somewhat surprisingly, no major differences were found when analysing who 

finally made the correction. In the vast majority of cases, it was the foreign language 

teacher who made corrections most frequently (96.6% of all the observed lessons in 

Poland, and 90% of all the observed lessons in England) (see Table 52). One plausible 

explanation of that fact may be that the teachers wanted the correction to be immediate, 

unambiguously interpreted by the rest of the group and economical as far as the timing 

is concerned (Komorowska 2002: 177). Slightly more Polish foreign language students 

(ca. 9.5%) were likely to attempt self-correction while a similar number of the Polish 

and the British students corrected each other (24.1% of all the observed lessons in Po-

land and 25% of all the observed lessons in England).  
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Table 52. Who made the corrections during foreign language lessons. 

 Polish upper secondary schools English upper secondary schools 

N (max. 29) % N (max. 20) % 

Student-student 7 24.1 5 25.0 

Teacher-student 28 96.6 18 90.0 

Student’s self-correction 10 34.5 5 25.0 

  

In general, the quantitative differences discussed above seem to indicate that the 

Polish teachers were more likely to control interaction during foreign language lessons. 

Whilst Polish and the British teachers had similar ideas of the range of situations in 

which they used teacher talk/speech modification, and/or body language, in practice 

they differed in observations. Both groups also differed in the distribution of the types 

of interactions during elicitation and the ways in which errors were corrected. As for 

similarities, both groups declared unanimously that they used speech modification such 

as changing and/or raising the voice tone and/or body language as a teaching aid and in 

both the Polish and English upper secondary schools students reacted in a similar way 

to being exposed to the teacher’s speech modification and/or body language. Finally, 

the participants in the two groups did not differ in the distribution of who made the final 

correction. The potential impact of these variations for improving the quality of foreign 

language teaching will be considered in the conclusion of this dissertation.  

5.1.8. Learner autonomy 

The aim of this part of the research was to investigate the extent to which attempts are 

made to foster learner autonomy in the Polish and the British upper secondary schools 

and to compare the examples of procedural principles related to learner autonomy for-

eign language teachers applied in their classrooms. As the analysis of the data showed, 

the Polish and English upper secondary schools differed greatly as regards taking steps 

aimed at enhancing learner autonomy. As  shows Table 53 considerably more British 

teachers (88%) were convinced that promoting autonomy was necessary in comparison 

with 66.6% of the Polish foreign language teachers (X-squared = 9.856; df = 3; p = 

0.019). 
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Table 53. The teachers' declarations regarding whether their students are able to control their own learn-

ing process (replies from the questionnaires). 

 Polish upper secondary schools English upper secondary schools 

N (max. 33) % N (max. 25) % 

Yes, definitely 1 3.0 7 28.0 

Yes, rather 21 63.6 15 60.0 

No, rather 8 24.2 3 12.0 

No, definitely 3 9.1 0 0.0 

I don’t have an opinion 0 0.0 0 0.0 

 

This finding was confirmed by the outcomes of lesson observations where in 

80% of the classes students were allowed to make any decisions related to their foreign 

language learning, which can be contrasted with the fact that such opportunities were 

observed in 27.5% of the lessons taught by the Polish teachers. However, during face-

to-face interviews a very similar number of the Polish (90%) and the British (100%) 

foreign language teachers were confident that their students knew how to control their 

foreign language learning process. Such a discrepancy could be explained by the fact 

that teachers just wanted to present themselves in a favourable way: ie in theory they 

knew they should encourage learner autonomy but in practice they did not enable it.  

The Polish and English participants largely agreed with respect to the steps that 

could be taken to foster autonomy. Both the Polish (40%) and the British (33.3%) for-

eign language teachers were of the opinion that they should inform students about any 

external sources of information such as useful Internet websites (see Table 54); 20% 

more British teachers thought it important to explain to students how meaningful their 

own involvement was. A major difference occurred in relation to the encouragement of 

students to use modern technology devices. The fact that 80% of the Polish teachers and 

none of the British teachers opted for encouraging students to use modern technology 

tools can be explained by the fact that since the majority of English classrooms in sixth 

form colleges are equipped with computers, multimedia projectors, smartboards and 

other modern technology devices, it is clear that British students use them quite fre-

quently; no further encouragement is needed. Due to insufficient funding, the situation 

in Polish educational institutions is different. This similarity was confirmed by the Pear-

son’s Chi-square test results (X-squared = 2.530; df = 2; p = 0.282). 
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Table 54. The teachers' opinions about how to improve learner autonomy (replies from the question-

naires). 

 Polish upper secondary 

teachers 

British upper secondary 

teachers 

N (max. 33) % N (max. 25) % 

Informing students about where to find sources 

of information 

4 40.0 1 33.3 

Explaining how important their own involve-

ment is 

8 80.0 3 100.0 

Encouraging students to use modern technol-

ogy tools 

8 80.0 0 0.0 

 

The major differences between the two groups with respect to examples of 

stimulating autonomous learner behaviour should not come as a surprise in view of the 

above findings. Relevant literature provides examples of the ways in which autonomy 

can be fostered (Benson 2001). For example, this can happen through learners’ inde-

pendent use of learning resources, independent use of learning technologies, develop-

ment of autonomous learning skills, control over classroom decisions, control over cur-

riculum decisions, and focus on teacher roles and teacher education (Benson 2001: 

112). The outcomes of the lesson observations revealed that the teachers did not pro-

mote autonomy through giving learners control over curriculum decisions and devel-

opment of autonomous skills. In what can be regarded as a significant difference, more 

British students (20% of the lessons) turned out to be to be responsible for preparing 

and giving presentations to other foreign language students, a good example being a 

Power Point presentation on space exploration (see Table 55). Such actions are in ac-

cordance with Harmer’s (2002: 338) suggestion that providing learners with suitable 

homework, such that matches their interests and needs may facilitate learner autonomy. 

Even more British students (55% of the lessons) were informed about additional re-

sources available on the Moodle/Intranet/Internet, an example of the application of 

Computer Assisted Language Learning (CALL), which is believed to promote self-

directed learning in an authentic context for language learning (Godwin-Jones 2011: 7). 

It should also be noted that only the British students (15% of the lessons) negotiated 

some elements of learning processes, such as what was important follow-up to the regu-

lar lesson as homework, an example of procedural principle, in which learners express 

their point of view about language learning (Kumaravadivelu 2003: 138). On the other 

hand, only Polish teachers (3.4% of the lessons) explained the importance of independ-

ent learning, which provided students with another procedural principle, namely giving 
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advice and guidance regarding the importance of autonomous language learning (Ku-

maravadivelu 2003: 138).  

Table 55. Examples of situations stimulating students’ autonomous behaviour from the foreign language 

lessons. 

 Lessons observed in Polish 

general upper secondary 

school 

Lessons observed in Eng-

lish sixth forms colleges 

 N (max. 29) % N (max. 20) % 

Students are responsible for preparing and 

giving presentations 

1 3.4 4 20 

Students are informed about resources on 

the Moodle/Intranet/Internet 

5 17.2 11 55 

Teacher negotiates with the students 0 0 3 15 

Teacher explains the importance of inde-

pendent learning 

1 3.4 0 0 

 

The existence of major differences in the examples stimulating students’ 

autonomous behaviour was confirmed by the results of the interviews with the foreign 

language teachers in both groups. As displayed in Table 56, 4 Polish teachers and none 

of the British teachers thought that their students can make independent decisions about 

their own learning, which seems to be a surprising result in view of the tendency for the 

British teachers to encourage more independence. This might relate to differences in 

interpretation of the question being asked. 7 Polish and 4 British teachers provided pro-

cedural information about additional resources which could be used independently. For 

instance, a British teacher mentioned directing students to historic websites such as 

www.historiasiglo20.org, and another British teacher reported that “When the students 

first arrive we always take them through the resource centre and show them where eve-

rything is”
87

. 5 British and 1 Polish foreign language teachers made a reference to 

shared materials on Moodle/VLE
88

/Intranet or sent them via email, 5 British but no Pol-

ish teachers involved their students in independent learning program. For example, one 

British teacher explained “...and what we want them to do is to record what they do. So 

when they apply to university, we can say that they are working independently, which is 

something which is prized by universities”. Additionally, 3 British teachers commented 

that students are either independent learners or not and one Polish teacher claimed that 

his/her students did not have any knowledge about how to manifest their independence. 
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 Virtual Learning Environment  
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Only one British teacher mentioned the fact that students had access to self-access fa-

cilities in the school resource centre, where they could find some external support when 

looking for information (Harmer 2002: 340; Hedge 2008: 96; Illés 2012: 507; Sheerin 

1997: 54-55). 

Table 56. The examples of learner's autonomy declared by the teachers in the interviews. 

 Polish upper secondary 

school teachers 

British upper secondary 

school teachers 

N (max. 10) % N (max. 10) % 

Exchanges and live contact facilitate autonomy 1 10.0 0 0.0 

Independent learning program led by the 

school 

0 0.0 5 50.0 

Shared materials on 

Moodle/VLE/Intranet/email contact 

1 10.0 5 50.0 

Some students are and some aren’t autonomous 

learners 

0 0.0 3 30.0 

Students’ independent decisions 4 40.0 0 0.0 

Teacher provides information as to external 

sources of information 

7 70.0 4 40.0 

Students can use school resource centre  0 0.0 1 10.0 

     

5.1.9. Program evaluation 

Three aspects of foreign language program evaluation were investigated in this re-

search, namely the parties responsible for program evaluation in the Polish and English 

upper secondary schools; the procedures it relied on and how the Polish and the British 

foreign language teachers assessed the usefulness of the existing program evaluation 

schemes. One area of difference between the Polish and English upper secondary 

schools was the way in which program evaluation was undertaken, with the details of 

these differences being presented in Table 57. In the Polish upper secondary schools 

program evaluation typically took place by teacher’s individual actions (62.5%) and a 

joint work of the whole foreign languages teams (50%) whereas in England 24% of re-

spondents provided other ways of performing program evaluation such as taking part in 

course forums
89

, head of department/subject responsibility, one teacher responsible for 

the whole course evaluation plus teachers’ self evaluations. Employing course forums 

                                                 
89

 At course forum British students formally comment upon the teaching they have experienced in order 

to give as unbiased a view as possibile. 
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as a form of evaluation may constitute another example of students’ involvement in the 

teaching process in England. It relates to learner autonomy, that is giving the students a 

voice. The differences in this respect were statistically significant, as shown in the Pear-

son’s Chi-square test results (X-squared = 6.973; df = 2; p = 0.030) Such variances can 

be also noted from Fig. 3 which also confirms the above finding. 

Table 57.  The ways of performing program evaluation declared in the questionnaires (each teacher could 

choose more than one way). 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 33) % N (max. 25)  % 

Each foreign teacher individually 20 62.5 15 60.0 

Joint work of the whole foreign languages 

team 

16 50.0 13 52.0 

other 0 0.0 6 24.0 

 

 

Fig. 3. Crosstabulation for the ways of performing program evaluation declared in the questionnaires. 

 

The above finding was also corroborated by the results of the interviews with 

teachers. More British teachers indicated performing evaluation within foreign lan-

guages teacher teams (ca. 30%), and more of them mentioned the possibility of relying 

on learner’s evaluation of the foreign language course (ca. 50%). Furthermore, more 

British teachers reported that program evaluation was conducted by a person or people 

at school selected by the principal (ca. 20%) (see Table 58). On very few occasions was 
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it the principalship
90

 who were responsible for performing program evaluation at school 

(see Table 58). It turned out that learners were not taken into consideration when listing 

the ways of performing of program evaluation in Polish schools, and such an evaluation 

was never carried out by a single person. On the whole, in both the Polish and the Eng-

lish upper secondary schools self-evaluation was the predominant type of program 

evaluation, which indicates that it was undertaken by the internal bodies of the schools 

(Olejniczak 2008: 29; Rodrigues-Campos and Rincones-Gomes 2013: 29; Tołwińska-

Królikowska 2010: 23). 

Table 58. The ways of performing program evaluation declared in the interviews. 

 Polish upper secondary schools English upper secondary schools 

N (max. 10) % N (max. 10) % 

Teachers  8 80.0 7 70.0 

Foreign languages teams 3 30.0 6 60.0 

Principalship 1 10.0 1 10.0 

Learners 0 0.0 5 50.0 

Assigned person/people at school 0 0.0 2 20.0 

  

Although the results of the questionnaires did not reveal any statistically signifi-

cant differences between the Polish and English upper secondary schools in terms of the 

applied procedures of program evaluation, the outcomes of the interviews offer insights 

into some interesting disparities. In the first place, a similar number of the Polish and 

the British foreign language teachers described the procedures of program evaluation as 

relying on reviewing teaching results and then preparing a development plan for the 

next year (78.1% in the Polish schools and 80% in the English schools) and/or review-

ing the final exams results and only then preparing the development plan for the next 

year (87.5% in the Polish schools and 88% in the English schools) (see Table 59). Four 

British teachers provided additional information regarding the procedures of program 

evaluation, which included an annual evaluation questionnaire for students, up-to-date 

evaluation and a review with the management team. The statistical analysis did not re-

veal any significant differences between the Polish and English upper secondary schools 

in terms of applied procedures of program evaluation declared in the questionnaires (X-

squared = 4.804; df = 2; p = 0.090).  
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Different types of program evaluation are subsumed in the above procedures: 

process evaluation (Tołwińska-Królikowska 2010: 24) which concentrates on the ongo-

ing analysis of teaching results; formative evaluation (Brzezińska 2000: 38; Gârboan 

2009: 56; Green and South 2006: 15) which is performed while the program is still in 

the use; and summative evaluation (Brzezińska 2000: 38; Ciężka 2005: 6); Gârboan 

2009: 56) where final exam results are reviewed, a development plan for the next year is 

prepared. 

Table 59. The procedures of performing program evaluation declared in the questionnaires (each teacher 

could choose more than one procedure). 

 Polish upper secon-

dary schools 

English upper secon-

dary schools 

N (max. 33) % N (max. 25) % 

Teaching results are reviewed, and the development 

plan for the next year is prepared 

25 78.1 20 80.0 

Final exams results are reviewed, and the develop-

ment plan for the next year is prepared 

28 87.5 22 88.0 

Other  0 0.0 4 16.0 

 

Although the questionnaire included an option allowing teachers to provide ad-

ditional answers, the participants provided only a few additional pieces of information 

about how programs were evaluated in their schools. In the interviews, however, both 

the Polish and the British teachers described additional schemes which provided some 

interesting differences. The data presented in Table 60 reveal that in the Polish schools 

diagnostic tests were sometimes administered, the results of which were analysed and 

served as a basis for conclusions (30%). The teachers explained that the first year stu-

dents were given language tests and after the analyses of their results an appropriate 

coursebook was chosen and the syllabus was adjusted to the needs of a particular group. 

The teachers also reported performing subject program evaluation which took place at 

the end of the school year and consisted of assessing what had and had not been 

achieved during the course (ca. 30% more in the Polish upper secondary schools). 10% 

of the Polish teachers declared taking the results of mock exams into consideration 

while performing program evaluation and also 10% of them reported that such evalua-

tion was imposed externally by educational authorities. However, no Polish teachers 

included students in the procedures of program evaluation in schools. On the other 

hand, more British teachers (ca. 30%) stated that they engaged in ongoing evaluation 

and once they identified problems they immediately implement changes in their syllabi.  
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Table 60. The procedures of performing program evaluation declared in the interviews. 

 Polish upper secondary 

schools 

English upper secondary 

schools 

N (max. 10) % N (max. 10) % 

Diagnostic tests-analysis and conclu-

sions 

3 30.0 0 0.0 

Ongoing evaluation 2 20.0 5 50.0 

Subject program evaluation 5 50.0 2 20.0 

Final exams results 2 20.0 3 30.0 

Imposed externally 1 10.0 0 0.0 

No opinion 1 10.0 1 10.0 

Students fill questionnaires 0 0.0 5 50.0 

Teachers write a yearly action plan 0 0.0 2 20.0 

Mock exams 1 10.0 0 0.0 

  

The majority of the British (90%) and the Polish (80%) teachers had positive at-

titudes towards the effectiveness of evaluation and only one Polish teacher was not sat-

isfied with the evaluation results and another Polish teacher was not sure whether it had 

any positive effect or not. However, there were some differences concerning the justifi-

cation of positive opinions related to the efficiency of program evaluation. As illustrated 

in  Table 61 , more Polish teachers (ca. 20%) placed emphasis on higher exam pass rate 

and overall results (ca. 10%) while more British teachers considered as highly important 

the possibility of changing their action plan as a consequence (ca. 50%). Also more 

British teachers appreciated the possibility of discussing issues with students (ca. 20%) 

thanks to program evaluation. They also cherished more the possibility of exchanging 

opinions among the teachers while performing program evaluation. On the other hand, 

just one Polish and one British teacher justified their negative opinions about the effi-

ciency of program evaluation in terms of consonance with students’ and teachers’ 

needs. Judging from such findings, it appears that both the Polish and the British foreign 

language teachers apply the decision making model of program evaluation in order to 

achieve the best teaching results (Green and South 2006: 14; House 1997a: 102) and the 

professional review, which aims at assessing the validity of varied aspects of the lan-

guage program (House 1997a: 110-111).  
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Table 61. The teachers' justifications of positive opinions concerning program evaluation in their schools 

(included in the interviews). 

 Polish upper secondary teach-

ers 

British upper secondary teach-

ers 

N (max. 10) % N (max. 10) % 

Better exam pass rate 2 20.0 0 0.0 

Better teaching results 2 20.0 1 10.0 

Better exam results 1 10.0 0 0.0 

Possibility of exchange opinions 1 10.0 2 20.0 

Possibility to change action plan 3 30.0 8 80.0 

Possibility to discuss issues with stu-

dents 

0 0.0 2 20.0 

   

On the whole, the discussion in this section might indicate that there are some 

differences in the ways and procedures of performing program evaluation. However, the 

positive and relatively few negative perceptions of program evaluation both in the Pol-

ish and English upper secondary schools may constitute the similarity between the two 

groups. In such circumstances, the extent to which the revealed differences might con-

tribute to a better quality of foreign language teaching will be discussed in the next 

chapter. 

5.2. Discussion 

The analysis presented above focused on highlighting similarities and differences re-

lated to nine aspects of foreign language teaching between Polish and English upper 

secondary schools. In this section, it is the intention of the author to consider possibili-

ties for improving the overall quality of foreign language teaching, irrespective of or-

ganisational, structural and cultural differences between the two types of schools. The 

subsequent evaluation of their effectiveness will be based on the theoretical background 

and research outcomes discussed in Chapter One, Two, Three and the above sections of 

Chapter Five. For the sake of clarity, the relevant aspects of foreign language teaching 

will be discussed in the same order as in the former sections of the present chapter. 
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5.2.1. Teachers’ teamwork and cooperation 

Regardless of whether the foreign language teams were Polish or English, they all had a 

manager who led the team, which is very important when dealing with formal proceed-

ings (Shappuis and Stiggins 2009: 58). In most cases, the teachers were very positive 

about the cooperation within a group. Nonetheless, Polish and British teacher teams 

were structured and functioned differently, with the British teams working mostly as 

one structure for all languages with individual teams for separate languages, and meet-

ing regularly to discuss current issues. On the other hand, Polish teachers, on the whole, 

worked individually, only having meetings as required by a specific situation. This dif-

ference raises the question at the very heart of pedagogy – is the teacher an autonomous 

pedagogue working individually with his or her students, or is the teacher a member of 

a team with a collegial approach to seek overall collaborative improvement? 

When teachers meet regularly as a team of members of different languages, the 

opportunities for regular exchange of ideas and consequently improving professional 

skills regularly are significantly greater. This is because teachers can discuss, among 

other things, issues such as learner autonomy, the choice of a coursebook, the selection 

of the most effective teaching techniques and aids as well as forms of student assess-

ment. It also gives the opportunity to discuss current problems as well as monitor and 

improve their action plans. There is also a greater chance of discussing the issues of 

national educational language policy; however, it may change, and can be more syn-

chronised with practical activities of the school when the teams work under more formal 

circumstances. Although the research did not specifically examine it, the question of 

mutual trust among teachers as colleagues is probably enhanced by regular team meet-

ings.  

In general, both the Polish and British teachers reported performing joint pro-

jects within their teams, but the Polish teachers focused more on involving language 

students directly in a variety of contests and cultural events while the British teachers 

concentrated on creating shared materials. Both attitudes and practices seem to be in 

accordance with theoretical recommendations regarding facilitating lasting positive 

changes in the classroom (Chappuis and Stiggins 2009: 57) and regular development of 

professional knowledge and skills (Chappuis and Stiggins 2009: 57). As can be seen 

from the foregoing discussion, the assumption that there may be some good practices in 
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four Polish and four English upper secondary schools that may be worth implementing, 

might hold true. In other words, it is not enough to have occasional language teacher 

team collaboration, because such collaboration must rely on more formal organisation 

and regular meetings.    

5.2.2. Principal as a leader in education 

As shown in Chapter Three, there are slightly different expectations concerning the 

upper secondary school principal in the contexts under investigation. In Polish schools, 

more emphasis is placed on the administrative aspect of managing the institution while 

in English sixth form colleges leadership is the key quality. A statistically significant 

difference was found in teachers’ opinions about the degree to which the school princi-

pal as a leader in education influences the everyday functioning of a school. British 

teachers were more positive in their opinions. Obviously, without in-depth research how 

being an efficient leader in education affects the quality of foreign language teaching, 

no definite conclusions can be drawn but it is interesting to note that leadership in the 

British education system is seen as a key quality for aspiring headteachers. As long as 

1997, Tony Blair, the British Prime Minister, took a lead in promoting strong leadership 

among headteachers, reported in the national press: 

Tony Blair insisted that if school standards were to rise, the place to start work was at 

the top. “A Government that is serious about raising standards must look first at those 

who lead our schools – the head teachers,” he said during a tour of Sudbourne Primary 

School, Brixton, south London. “I have never found a good school with a bad head 

teacher,” he added. “There are too many schools without the strong leadership they 

need. That is why today we take the important step of introducing mandatory qualifica-

tions for all new head teachers. In the future, no-one will be appointed as a head teacher 

until they demonstrated they have the qualities to lead and motivate staff and pupils so 

that our children get the education they deserve.” (“Blair goes to war on bad head 

teachers” 1997: 1) 

In line with their government’s guidelines, British teachers expected their principal to 

motivate them and support them, while Polish teachers expected his/her organisational 

support.   

What the above observations suggest is that Polish and British upper secondary 

school principals work according to the national regulations and rules adjusted to the 
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specific type of schools and requirements. However, the British experience indicates 

that cultural changes in a school can be enabled by leadership from government with 

clear expectations on the headteacher which in turn will impact upon all aspects of cur-

ricular delivery, including the overall quality of foreign language teaching and the 

teaching team’s performance. 

5.2.3. The model of the foreign language lesson 

Despite slight differences between the Polish and British teachers, they mostly envi-

sioned a similar pattern of a foreign language lesson model. Both groups claimed that 

they follow similar teaching goals when planning a foreign language lesson. However, 

the Polish teachers were a little more selective and pointed to communicative goals 

most often, while the British teachers attached equal importance to a variety of lesson 

goals. It appears that both the Polish and British teachers are well acquainted with theo-

retical principles of a good language lesson. 

 However, the Polish and British teachers differ in terms of the actual planning 

with respect to how they appreciated actual planning schemes. To be more specific, as 

the quantitative analysis revealed, the British teachers mostly follow one model of plan-

ning a foreign language lesson, while the Polish teachers took different lesson models 

into consideration. The majority of the British and some Polish teachers combined offi-

cial recommendations and their own ideas when choosing the lesson model. When 

teachers declared following different lesson models while planning a foreign language 

lesson, both the Polish and British professionals used similar ideas. All in all, it is diffi-

cult to state which option is better for the overall improvement of foreign language 

teaching, whether it is more beneficial to rely on one model or be more selective and 

flexible while exploring different possibilities. On the one hand, following one model of 

planning a foreign lesson in one school may provide learners with equal opportunities 

no matter which teacher conducts a lesson, but, on the other, when taking individual 

needs and differences between the groups into consideration, the teachers’ individual 

choices may appear to be a better option. 

 In terms of the actual model of a foreign language lesson which was applied in 

Polish and English upper secondary schools, the two groups did not differ substantially 
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in this respect. Both the Polish and British teachers used a balanced model of the for-

eign language lesson with presentation, practice, production and follow-up phase with 

slight individual variation. This seems to be in accordance with the majority of theoreti-

cal underpinnings concerning this issue (Rifkin 2003: 173-176) and it may indicate that 

in both countries foreign language teachers consider such a balanced model as the most 

optimal and efficient way of reaching students and develop their language knowledge.  

On the whole, the findings appear to suggest that even when following general 

methodological frameworks of some aspects of the foreign language lesson model, 

some original ideas should be introduced in order to improve the general quality of for-

eign language teaching. Furthermore, some examples of good practice that are worth 

implementing in the different education systems are visible after even a brief investiga-

tion. However, in some cases, it is almost impossible to make judgements about the 

value of differences between the two countries without further empirical investigation. 

5.2.4. Teaching techniques and teaching aids 

As noted in Chapter Three, the careful consideration, selection  and, finally, application 

of adequate foreign language teaching techniques and teaching aids may enhance the 

quality of foreign language instruction. In the first place, the Polish and British teachers 

appeared to have different ideas when considering foreign language teaching tech-

niques. British teachers relied on their experience and ideas as well as experiences of 

colleagues from collaboration within foreign language teams, while Polish teachers at-

tached most importance regarding the needs of a particular language group and final 

exams requirements. However, a possibility cannot be excluded that taking students’ 

needs and final exam requirements was not the focus of attention of the British teachers 

when working within the teacher teams. Such a difference may indicate that the British 

teachers select teaching techniques in a team and the Polish teachers do it rather indi-

vidually. Beyond doubt, however, working in a team seems to facilitate the choice of 

more efficient teaching methods since teachers can share their experiences, ideas and 

avoid making mistakes, whilst still taking the needs of individual students into account. 

Similar observations were made when investigating the types of techniques ap-

plied in the course of foreign language lessons that were observed for the purpose of the 
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study. The Polish and British teachers differed in types of techniques applied in foreign 

language lessons. In particular, more British teachers employed creating mental maps as 

a form of vocabulary improvement and more Polish teachers tended to use project work 

as a form activating students. Although some more differences were identified as related 

to other types of the applied teaching techniques, the differences cannot be considered 

statistically significant. All in all, despite the differences, both the Polish and British 

teachers reported using teaching techniques recommended by researchers which are 

adequate to lesson goals, appeal to students and respond to learners’ needs (Haynes 

2010: 84; Komorowska 2002: 46; Ur 2002: 189, Wright and White 2001: 97). There 

was somewhat unique use of certain methods in English sixth form colleges which were 

not found in Polish general upper secondary schools and which may constitute some 

examples of good practice because they emphasise the role of the student as an inde-

pendent learner. Two particular techniques were peer mentoring, which was observed in 

the lessons taught in England and explained in detail by the British teachers, and the 

advanced forms of independent learning programs, which were an official part of lan-

guage instruction in most sixth form colleges in England, seemed to be potentially fa-

cilitative of foreign language learning. Furthermore, these two special teaching tech-

niques appear to be in accordance with some specialists’ recommendations regarding 

the use of activating teaching methods (Harajová 2009: 4) and computer-assisted lan-

guage learning (Benson 2001: 138; Brett and González-Lloret 2011: 351).  

It is also noteworthy that interesting differences between the Polish and British 

teachers were detected concerning the use of teaching aids. Specifically, more British 

teachers proved to employ more up-to-date aids such as multimedia devices whereas 

Polish teachers were found to rely on audio-recordings, a coursebook, an activity book, 

final examinations sheets and dictionaries. All types of teaching aids applied by the Pol-

ish and British foreign language teachers are accepted by scholars and described in lit-

erature (Komorowska 2002: 44; Madej 2011: 31, 34; Szerszeń 2011: 28; Ur 2002: 190-

191; Wright and White 2001: 98).  

As the discussion presented above demonstrates, some examples of differences 

between the Polish and English upper secondary schools may constitute instances of 

good practice worth implementation in the opposite systems, especially regarding the 

use of information and computer technology. It must be highlighted here that the use of 

ICT opens up new prospects for language teaching in Poland and it would be highly 
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recommended to include using ICT as a teaching aid as a key feature of initial teacher 

training and continuing professional development in Poland to create expectation and 

expertise. It is also advisable to create a demand for obtaining resources which may be 

available from the European funding to allow Poland to catch up with developments 

elsewhere in Europe.   

5.2.5. The use of a coursebook 

Although the Polish and majority of the British teachers reported using a coursebook 

during classes, there were major differences with respect to who was responsible for its 

choice. The British teachers provided a variety of reasons and even declared that some 

of them did not use a textbook at all. In contrast, a majority of the Polish teachers 

claimed that the teacher team members made decisions concerning about which text-

book should be chosen. The way in which the  Polish teachers choose a textbook seems 

to be more efficient, since discussing the usefulness of a potential textbook in a group of 

experienced practitioners may guarantee success more than the individual choice of a 

foreign language teacher. At the same time, both the Polish and British teachers re-

ported changing the coursebook most often in response to changes in the final exams 

specification. The frequency with which such changes happened seems to give foreign 

language teachers enough time to evaluate the textbook and decide whether its use 

should be ceased or continued.  

Despite the fact that professional literature highlights numerous factors that 

should be taken into account when choosing a coursebook, the Polish and British teach-

ers provided quite limited reasons for choosing or changing a textbook and the criteria 

they typically applied when assessing the usefulness of a textbook. The most important 

criterion for the British teachers was that the coursebook should adhere to the specifica-

tion of final exams and represent an accessible level for students, while the Polish 

teachers took a much greater range of factors into consideration. However, the conclu-

sion may be drawn that both the Polish and British teachers did not mention the basic 

aim of a good textbook, namely, the development of four basic language skills, such as 

listening, reading, speaking and writing. They also seemed to attach little importance to 

whether the coursebook was suitable for learners with mixed-abilities. Somewhat sur-
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prisingly, neither in the Polish general upper secondary schools nor the English sixth 

form colleges did foreign language teachers recognise the need to determine whether 

the textbook contributed to, among many issues, fostering intercultural competence and 

learner autonomy or whether it contained authentic materials. All of this indicates that 

coursebook evaluation may be too superficial in both types of schools. 

Predictably, the Polish and British teachers differed in the frequency of using a 

textbook during a foreign language lesson and the types of lesson stages they tended to 

fall back upon it. The Polish teachers used the coursebook much more often and at dif-

ferent stages of the foreign language lesson. Researchers warn against excessive reli-

ance on a textbook, which brings with it the threat of overreliance (Cunningsworth 

1984: 1; Harmer 2002: 304; Tomlinson 1998: 298; Ur 2002: 185). However, the ob-

served reactions of Polish upper secondary students to the use of a textbook were al-

ways positive. Another difference was revealed in relation to creating and using addi-

tional supplementary materials. As the analysis showed, the majority of the British 

teachers created their own additional materials and they used them frequently during the 

foreign language lessons instead of a coursebook. It appears that the British teachers did 

not think that English foreign language textbooks were adequate while the Polish teach-

ers seemed to be satisfied with the quality and adequacy of the available foreign lan-

guage coursebook.  

The discussion of the research findings appears to indicate that Polish and Brit-

ish upper secondary foreign language teachers have different expectations concerning 

the use of a textbook. The selection of a particular book does not necessarily follow the 

typical criteria mentioned by specialists, but those criteria were set before the advent of 

new technologies and resources which contribute to effective teaching.  

5.2.6. Forms of student assessment 

As pointed out in Chapter Three, learner assessment is of vital importance since among 

other things teachers can check whether their students are making progress. Moreover, 

it may provide information to others interested in students’ language performance, for 

instance, parents, junior teachers, exam boards, researchers, members of educational 

institutions and also students themselves (Haynes 2010: 149; McNamara 2009: 610). As 
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can be seen from the findings of the present research, the Polish and British upper sec-

ondary foreign language teachers differed in the forms of learner assessment they typi-

cally employed. The Polish teachers mainly concentrated on as many as three main 

forms of formal learner assessment connected with giving grades and marks while the 

British teachers employed a much more varied array of forms including self-assessment, 

descriptions of students’ strong and weak points, providing targets for improvement, 

college review data or diagnostic tests. Such forms of assessment were not mentioned 

by the Polish teachers. The wide range of assessment techniques that was provided by 

the British teachers seems to be an example of good practice that is worth following 

since it appears to provide more in-depth and multifaceted feedback and is in accor-

dance with methodological recommendations (Chater 184: 6-7; Hunt 2001: 153; Kun-

nan and Jang 2011: 615). The Polish foreign language teachers appeared to assess 

learners slightly more frequently in the course of their classes. However, the difference 

was small and did not indicate an example of good practice. No meaningful difference 

was found in learners’ reactions to being assessed or the teachers’ opinions about the 

sufficiency of the existing assessment system. All of this indicates that there exist few 

differences between the assessment procedures of teachers in Polish and English upper 

secondary schools.    

5.2.7. Classroom interaction 

As shown in Chapter Three, the quantity and quality of classroom interaction may in-

fluence the overall quality of foreign language teaching. The research findings revealed 

the extent to which Polish and English teachers were in control of interaction. The Brit-

ish teachers gave their students more opportunities to control interaction during the for-

eign language lessons while the Polish teachers were generally more in control as far as 

the lesson procedures are concerned. In view of Pawlak’s (2009: 316-326) suggestions, 

students should be encouraged to develop their communication skills in typical class-

room interaction, and the English model, giving students more opportunities to control 

classroom discourse, facilitates this approach. 

Although the Polish and British teachers frequently used speech modification 

and body language, they differed in the range of situations in which they applied them. 
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The Polish teachers mainly resorted to such options in order to signal emphasis, indicate 

an error/mistake and praise students while British teachers used this to indicate ap-

proval, to illustrate the meaning of the word and just to attract students’ attention. As 

was mentioned in Chapter Four, such tendencies could be explained by cultural differ-

ences between the Polish and British teachers. 

Quite predictably, although some discrepancies regarding types of interactions 

during elicitation were observed, they were not statistically significant therefore this 

aspect of classroom interaction did not seem to differentiate between the Polish and 

British teachers. Nevertheless, both in Polish and English upper secondary schools it 

was possible to identify examples of good practice concerning types of interaction dur-

ing elicitation which provided an inspirational and secure atmosphere in the language 

classroom as well as students’ positive reactions. 

More British teachers gave hints and waited for students’ self-correction or re-

minded students of the rules while more Polish teachers just provided the correct an-

swer. Encouraging learners to attempt self-correction appears an option that is favoured 

by scholars; however, teacher correction can be more economical with respect to time, 

and it is provided by an expert (Komorowska 2002: 177-178). As regards the source of 

correction, there were no obvious differences between the two groups and for this rea-

son examples of good practice could not be identified.  

What the above observations suggest is that the examples of good practice re-

garding classroom interaction may be found in English sixth form colleges and they 

concern the proportions of controlling classroom interactions while in other aspects the 

two types of schools did not differed greatly. What is more, questioning techniques 

should allow to encourage students to think and work out correct responses. If students 

know that the teacher will tell them the right answer, it may be more efficient but it is 

unlikely to develop students’ capacity to become independent learners and to think for 

themselves.  

5.2.8. Development of learner autonomy 

The opportunity to observe classroom practices regarding the development of learner 

autonomy in two different educational systems resulted in the identification of examples 
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of good practice. In the first place, a clear difference could be detected between Polish 

and English upper secondary schools concerning the teachers’ opinions whether stu-

dents knew how to take responsibility for their foreign language learning. In particular, 

more British teachers were sure about it in comparison with Polish teachers and this 

state of affairs was confirmed by the results of lesson observations where during 80% of 

the foreign language lessons the British students were allowed to make decisions related 

to learning, for example to the content of homework. This may indicate that, in general, 

in the English sixth form colleges more examples of good practice related to making 

learners autonomous can be found. However, further research is needed to verify this 

assumption. 

Surprisingly, both the British and Polish teachers were aware to a similar degree 

what would make their students more autonomous. However, the answers both the Pol-

ish and British teachers provided were rather limited, which may be surprising in view 

of the fact that a wide range of suggestions as to how autonomy can be promoted can 

easily be found in the professional literature of which British and Polish teachers should 

be aware; this problem could be addressed by encouraging teachers to engage in profes-

sional development. As for the specific actions undertaken by the teachers whose les-

sons were observed, more British teachers allowed their students to prepare and give 

presentations for the whole class, informed their students about additional resources on 

the Moodle/Intranet/Internet/VLE and negotiated with learners some elements of for-

eign language teaching. These actions may constitute examples of good practice related 

to promoting the use of information and computer technology since Godwin-Jones 

(2011: 7) stressed that computer-based applications make foreign language learning 

self-directed and they provide authentic contexts for such learning.  

Some interesting statistically significant differences that were discovered may 

confirm that more examples of good practice concerning the development of learner 

autonomy can be found in English sixth form colleges. The findings indicate that more 

British teachers believe that if there is less teacher control of the language interactions 

during the foreign language lessons, learner autonomy increases. However, the way 

foreign language lessons were planned in Polish and English upper secondary schools 

did not seem to affect learner autonomy.  

As the above discussion demonstrates, fostering learner autonomy is a very 

complex process that requires a number of steps to be taken if it is to be fostered effec-
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tively. Also, there seem to be slightly more examples of good practice in the English 

sixth form colleges regarding making learners autonomous and an attempt could be 

made to incorporate them into the Polish educational system. 

5.2.9. Program evaluation 

As shown in Chapter Two, the overall efficiency in language program evaluation may 

contribute to enhancing the quality of foreign language instruction, taking into account 

the benefits to a variety of stakeholders. The comparison of the way in which language 

programs are evaluated in Polish and English upper secondary schools produced exam-

ples of good practice. It appears that in English sixth form colleges language program 

evaluation is performed in more varied ways which include course forums, self-

evaluation and head of department/subject actions, as well as learners’ evaluation. In 

Poland, by contrast, it turned out to be limited to the actions of individual teachers or 

joint work of the whole teacher team. Thus, the distinct examples of evaluation proce-

dures provided by the British teachers could be taken into consideration in Polish gen-

eral upper secondary schools. 

The findings concerning the specific actions and procedures that are taken in or-

der to conduct language program evaluation showed that there were some differences 

between Polish and English upper secondary schools. However, very little variation was 

found regarding the teachers’ opinions on the effectiveness of language program evalua-

tion, with both the Polish and British teachers considering it to be generally positive. 

Although both groups of teachers were satisfied with the effectiveness of the current 

way of language program evaluation, they provided slightly different examples. More 

specifically, more Polish teachers thought that program evaluation facilitates achieving 

better exam pass rates while the British teachers appreciated the fact that thanks to it 

they could change their action plans.  

A question that should be posed at this point is whether evaluation is valid with-

out the engagement of the students, which seemed to be the case in the Polish schools. 

Furthermore, program evaluation is only effective if it causes teachers to reflect upon 

what they are doing, and how they do it, as well as how they expect students to behave 
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and study. Hence, the teachers’ complacency about the effectiveness of program evalua-

tion should not be limited to ensuring the achievement of better exam passing rate.  

5.3. Weaknesses of the research project 

There were several issues that might have influenced negatively the validity and reli-

ability of the results obtained in the course of this research project. In the first place, the 

present author managed to gain access only to four Polish and four English upper sec-

ondary schools and thus obtained a limited amount of data. Such a situation limits con-

siderably the possibility of generalising the outcomes to all upper secondary schools in 

the countries under investigation. The reason for this was that although the present au-

thor contacted a number of upper secondary schools in Poland and England, the major-

ity of the school representatives refused to participate in the project. In some cases the 

principals used their busy schedules as an excuse while others did not even bother to 

provide a response. Another weakness is related to the fact that the schools from which 

the participant teachers were drawn were located in a limited area. More precisely, both 

in Poland and in England the schools were located in the same county or voivodship. 

This resulted from the fact that the present author did not have sufficient funding to 

travel around both countries. She used her private financial resources to cover all the 

costs and expenses and these resources were insufficient to broaden the scope of the 

investigation. Yet another factor that could have negatively influenced the results of the 

study, was time pressure. To be more specific, the researcher was a teacher and was 

obliged to follow her school schedule and duties, which limited the time available to 

conduct the research. For obvious reasons, when more time was available during school 

vacations, the schools that could be included were closed or no teachers were available. 

As far as the construction of the questionnaires is concerned, some points may 

not have been totally clear for the teacher participants since some of their answers di-

gressed slightly from the main subject. However, in every case such replies were not 

taken into account. A further weakness was that the observed lessons were not recorded 

and thus some of the more subtle examples of classroom interactions may have been 

missed. Nevertheless, the researcher was always seated in a discreet position to be able 

to observe both the teacher and the students. The observations involved visiting differ-
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ent schools, four of which were abroad, and even while spending time in one school the 

author often had to relocate to different classrooms in a short period of time. For obvi-

ous reasons, setting the recording equipment in the most convenient place in the class-

room would have required additional time and, for video-recording, the presence of a 

camera may have caused some distraction. Taking this into consideration, the researcher 

took the pragmatic decision to conduct lesson observations without recording proce-

dures. However, all the interviews with the teacher participants were audio-recorded 

and the author took notes at the same time. Thanks to this, the researcher could ask ad-

ditional questions aimed at verifying what she had observed questions regarding also 

lesson observations.  

Finally, some differences in the functioning and structure of foreign language 

teaching between Polish and English upper secondary schools might have influenced 

the outcomes of the research. The most important of those was the fact that in England 

learning foreign languages was not obligatory, and thus fewer groups could be ob-

served. Moreover, it was also possible that the British students’ attitudes towards lan-

guage learning could have been more positive since they had chosen this subject of their 

own accord and it was not imposed on them. On the other hand, foreign language learn-

ing was obligatory in Poland and students participated in lessons no matter whether they 

liked language or not or not. Other differences that could have impacted the results re-

garded the difference in the length of the lessons, the number of teaching hours per 

week and the size of the groups.  

Conclusion 

The main goal of the present chapter was to present and discuss the findings of the 

study undertaken by the author. This was done with respect to the nine aspects selected 

for inspection with the aim of identifying the differences between the Polish and Eng-

lish upper secondary schools and evaluating the situation in both types of school. With 

this in mind, the differences and similarities concerning the structure and performance 

of the foreign language teacher teams between selected Polish and English upper secon-

dary schools were evaluated. Subsequently, the focus of attention was shifted to the 

differences between the Polish and English upper secondary schools regarding the role 
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of a principal as a leader in education. The author also focused on identifying innovative 

practices in the teaching of foreign languages of both groups of teachers. The differ-

ences between the Polish and English upper secondary schools relating to the use of a 

textbook, the forms of student assessment, different aspects of classroom interactions 

and the steps taken to foster learner autonomy were also explored. Finally, the ways in 

which program evaluation is conducted in both contexts were investigated. 
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Conclusion 

This dissertation attempted to initiate a discussion concerning the most effective prac-

tices in foreign language teaching on the basis of data collected in two different instruc-

tional settings. A more specific goal was to determine whether there exist any differ-

ences between the ways of teaching foreign languages between the Polish and English 

upper secondary schools. The main beneficiaries of the research study are practitioners 

who can be provided with examples of best practices observed in settings with which 

they may not be familiar. Another group who can benefit from the investigation are re-

searchers who are able to gain access to valuable data regarding foreign language in-

struction in Poland and England and can thus derive inspiration for conducting further 

investigation into specific issues. Students, also, can benefit from the research if their 

teachers employ more effective techniques. Finally, language policy makers could make 

use of ideas that could be implemented to improve the national language policy in one 

of the two countries under investigation.  

Apart from contributing to the on-going debate on how to improve the quality of 

foreign language teaching, the major goal of this dissertation has been to compare and 

contrast nine aspects of foreign language teaching in order to find the differences be-

tween the Polish and English upper secondary schools and to establish examples of 

good practice worth implementing in the different education systems. The outcomes of 

the present research are therefore of interest to both Polish and British foreign language 

specialists. It is difficult for individuals to visit upper secondary schools in different 

countries and observe examples of good practice, and the analysis conducted by the 

present author therefore constitutes a valuable source of information and inspiration for 

practitioners. In particular, presenting examples of good practice and innovative solu-
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tions from Polish and English upper secondary school may provide new ideas for im-

proving language instruction in each of these contexts.  

In accordance with such goals, Chapter One was dedicated to resolving the ter-

minological confusion concerning overall and detailed aspects of language policy and 

planning. In particular, it focused on European Union language policy, presenting lan-

guage policy and planning principles in Poland and England as well as attempting com-

parisons between the two-language policy and planning strategies. Such preliminary 

considerations were followed by the presentation of the principles of program evalua-

tion in Chapter Two. Also in this case, the most important terms regarding program 

evaluation were provided and discussed; the aims, principles, standards and criteria of 

such evaluation were explored, the models and types of language program evaluation 

were presented; the European Union organisations dealing with it were included; and, 

finally, the stages of designing and performing program evaluation were discussed in 

detail. The first part of Chapter Three was devoted to presenting the organisation and 

structure of the Polish general upper secondary school system and English sixth form 

college system while the second section was aimed at discussing certain aspects of for-

eign language teaching together with providing the rationale for the choice of those spe-

cific facets. In Chapter Four, the focus of attention was shifted to the presentation of the 

methodology which was used in designing both the pilot and main research. This con-

sisted of discussing the design of the study, participants, instruments and methodology 

of data collection and analysis. Finally, Chapter Five, presented the findings of the 

comparative research, identifying similarities and differences with respect to the nine 

aspects of foreign language teaching. The findings were reported and discussed, with an 

evaluation of the observed differences in the Polish and English upper secondary 

schools being attempted.  

Bearing in mind the above aims, we can now proceed to spelling out the exam-

ples of good and innovative practice that were encountered in the Polish general upper 

secondary schools and English sixth form colleges as well as recommendations that 

should enhance the overall quality of foreign language instruction in Polish and English 

upper secondary schools. They could be summarised as follows: 

(1) The impact of teacher teams: In England, it was clear that foreign language 

teachers always saw themselves as members of a team, often a mixed team of 

teachers of different languages, meeting regularly and offering mutual support. 
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Direct observations, interviews and responses to the questionnaires revealed that 

the more centralized structure of the English foreign language teacher teams en-

abled the British teachers to unite their actions and solve problems efficiently 

and more innovative practices were observed in the language classroom. In con-

trast, in Poland teachers were more autonomous, with fewer organised opportu-

nities for exchanging ideas, and cooperation was less regular without formal 

teacher team meetings. 

The Polish teacher teams introduced more varied projects involving their 

students directly in foreign language activities, such as language contests and 

cultural events. Such actions are highly recommendable since foreign language 

students may experience the target culture and language as something more tan-

gible and practical. Involving learners in a variety of additional activities may 

boost their confidence and develop cooperative skills, let alone motivation. Also, 

engaging students in language contests may facilitate the development of learner 

autonomy. In England, shared materials were created which were useful for all 

members of the team, especially for less experienced teachers. This is in accor-

dance with the research claims advanced by specialists that close collaboration 

between teachers enables new ideas to be shared and junior teachers to be sup-

ported (Chappuis and Stiggins 2009: 57; Fischer and Taylor 2012: 236). The 

British teachers seemed to be very efficient in such activities and their organisa-

tion of foreign language teacher teams seemed to facilitate their actions. The im-

portance of teacher teams also extends to planning a foreign language lesson, 

which was observed in particular in England. Closer collaboration within the 

teacher team makes the use of each other’s experience and reduces the risk of 

unnecessary mistakes. Thanks to allocating time to joint work, foreign language 

teachers can introduce more innovative and various activities suitable for their 

students’ needs. 

If these observed differences are to serve as a basis for changes to be in-

troduced across the two countries, it is suggested that significant improvements 

would be made within the Polish foreign language teaching community by 

adopting a more collegial and collaborative approach. It is proposed that this 

would improve the overall quality of foreign language teaching in the institution 

and thus whenever feasible, teachers ought to use the opportunities and share 
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examples of good practice more than it is formally required. It is also recom-

mended that a team should be encouraged, enabled and, if necessary, authorised 

to require collaboration in the foreign language teacher team in each Polish sec-

ondary school. Obviously such steps could not be undertaken in isolation and 

would require similar leaders across the breadth of the curriculum. 

(2) Innovative techniques:  

a. peer mentoring: One of the most powerful examples of innovative practices dis-

covered during the research (5.1.4) was peer mentoring, which is also referred to 

in the literature as peer teaching, collaborative learning, peer evaluation or peer 

tutoring (Benson 2001; Grundman 2001; Lee 2014; Luoma 2004). English 

teachers described two techniques: the first where a weaker student was placed 

next to a strong student in a classroom to learn to encourage peer learning, and 

the second where more advanced students were used as mentors for those strug-

gling. Garringer and MacRae (2008: 1) report that younger learners tend to look 

up to slightly older youth and this may foster the overall process of learning 

from youth tutors and, further, both the young mentor and mentee improve their 

language learning skills in the process because a mentor has to revise the mate-

rial and extend his or her knowledge in order to share it and a mentee is pro-

vided with comprehensible input that is adjusted to their level (Benson 2001: 

153; Garringer and MacRae 2008: 1; Luoma 2004: 2-3). Garringer and MacRae 

(2008: 1) emphasise the positive outcomes of peer mentoring in systems with 

limited financial resources because peer mentoring is free and requires neither 

extra staff nor additional facilities (Garringer and MacRae 2008: 1). It would 

thus be helpful for foreign language teachers in both countries to develop a sys-

tematic process of peer mentoring. It can be assumed that such a process would 

enhance collaboration and student confidence in the classroom, and would be 

consonant with earlier recommendations of building collaboration between 

teachers. 

b. modern information and communication technology and VLE: While planning a 

foreign language lesson, significant emphasis is laid on using modern informa-

tion and communication tools in England. Teachers working together use spe-

cifically designed teaching aids, preparing a sequence of lessons based on cul-

tural themes and introducing more elements of fun and games in order to make 



 225 

their classes more attractive. The analysis yielded many examples of innovative 

approaches to engaging students and promoting independent learning, especially 

through the use of a Virtual Learning Environment (VLE) of which MOODLE 

is an example. Such innovative techniques and teaching aids in the foreign lan-

guage lessons are called for by specialists, but are not always implemented in 

some educational systems. These techniques can be recognised as activating 

methods (Harajová 2009: 4). They also facilitate better internalization of the ma-

terial to be learned, make foreign language lessons more appealing for students 

and, finally, cater for the needs of students with a variety of learning styles and 

strategies.  Here, especially, the mutual support of teachers working in a team is 

extremely beneficial because of the inevitable anxieties and deskilling experi-

enced when using a new technique more familiar to the students than to the ex-

perienced teacher. The use of ICT opens new prospects for language teaching in 

Poland and it is recommended that this should be included as a key feature of 

initial teacher training and continuing professional development in Poland to 

create expectation and expertise. In other words, the education community 

should create a demand for resourcing, which may be available from the EU 

funding, to allow Poland to catch up with developments elsewhere in Europe. 

c. independent learning program: When making efforts to make learners autono-

mous, one cannot omit independent learning programs which were successfully 

implemented in some of the investigated schools in England (See Section 5.1.4). 

The programs were compulsory but the elements of collaboration were clearly 

visible. First, foreign language teachers and students negotiated a list of addi-

tional activities and then a detailed schedule was published on the intranet in-

cluding deadlines. Next, learners reported the results to the teacher and got cred-

its which constituted an  important part of the final grade. Such a technique is a 

good example of an activating method which may increase learner autonomy, 

creativity, and problem solving skills (Harajová 2009: 4). It is recommended that 

such programs should be an obligatory part of foreign language instruction in 

Polish and English upper secondary school to help students cope with their work 

at university.   

(3) The role of the coursebook: In the light of developments in communication 

technology such as those highlighted above, even though a coursebook may be a 
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safe and efficient basis both for the foreign language teacher and learners, it is 

reasonable to believe that teachers should not be over reliant on it. Foreign lan-

guage teachers should ensure that the textbook develops all the basic skills, such 

as reading, listening, speaking, and writing. It is important for it to appeal to a 

variety of learners with different learning styles and learning strategies. Fur-

thermore, there should be a strong cultural component included in the textbook 

because cultural issues are significant components of the English and Polish cur-

ricula, and the materials should give the impression of authenticity. On the other 

hand, it is advisable that additional created and shared materials should comple-

ment even the most effective coursebook and provide a background for respond-

ing to specific needs that students may have. It is incumbent upon language 

teachers to make an in-depth evaluation of a coursebook before its selection, 

preferably in a teacher team like was in case of Polish teachers. This is con-

nected with the need to invest heavily in modern communications technology in 

Polish schools to maintain equality of learning opportunity with other European 

countries. 

(4) Leadership: Developing a culture of collegiality and collaboration is not an ad-

ministrative skill but it requires strong leadership from the top.  In England in 

1997, the Prime Minister, Tony Blair, focused upon the need for strong leader-

ship in schools stating that he had never seen a good school with a bad head. An 

inevitable corollary is that there should be more positive involvement of the 

school principal in the development of pedagogy in a school across the curricu-

lum. As Fischer and Taylor (2012: 249) highlighted, the principal’s endorsement 

and encouragement can boost the effectiveness of the actions taken by the team, 

and enhance the quality of foreign language teaching. Importantly, the principal 

is not expected to get involved in the teacher teamwork directly but rather create 

an inspirational and supportive atmosphere to encourage it. Hence, excellent 

leadership skills seem to be indispensable to achieve such goals. It has been con-

cluded form the analysis of the recruitment process for the position of a secon-

dary school principal that in England much more emphasis is placed on leader-

ship skills than in Poland. In light of the differences in the recruitment processes 

for school leaders in Poland and England, it seems warranted to propose that 

education authorities place additional emphasis on the leadership skills of appli-
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cants for school headships. In addition, it seems a good idea to develop leader-

ship courses for aspiring school principals with national funding as a strategic 

way to improve education in future decades. This recommendation is consonant 

with the earlier recommendation that leadership teacher positions should be cre-

ated across the curriculum.   

(5) Assessment of students: Various forms of student assessment were observed in 

the research, such as self-assessment, descriptions of students’ strong and weak 

points, providing targets for improvement, college review data and diagnostic 

tests which appear to fulfil the basic goals of formative assessment described in 

the professional literature (Brown 2004; Chater 1984; Hunt 2001). Assessment 

of this kind is important because it informs learners about their current level of 

achievement and offers directions on how to improve. Although marking and/or 

grading students on a regular basis was the norm in both countries, some incon-

sistencies were found and thus it is recommended that both the Polish and Brit-

ish foreign language teachers should employ a variety of techniques both to bet-

ter inform the student and to be better able to reflect on his or her teaching style.   

(6) Student engagement in lessons and autonomy: Specialists highlight that the 

amount and quality of the classroom interactions is shaped both by teachers and 

students and thus it is necessary to understand that the optimal amount of the 

teacher’s control over management ofclassroom interactions does not necessarily 

mean full or predominant teacher control. Thus, students ought to be encouraged 

to participate in classroom interactions more actively so as to assume responsi-

bility for their own learning and this is evident in both countries in the involve-

ment of students in project work on regular basis. However, the researcher ob-

served many more opportunities for learners to control foreign language 

classroom interactions in the English sixth form colleges than in the Polish class-

rooms, which gave them more chances to develop communicative skills and take 

ownership of their learning. As Komorowska (2002: 168-169) explains, making 

learners autonomous helps them to solve language problems independently, al-

lows them to become partners in language learning and facilitates the use of 

wider choice of learning strategies suitable for a particular individual. As the 

analysis revealed, more situations related to making learners autonomous were 

available in the English sixth form colleges. It is advisable that Polish upper sec-



 228 

ondary school teachers should make this a more important issue in foreign lan-

guage teaching and it is recommended that more opportunities to make decisions 

regarding their foreign language learning should be given to Polish students. 

(7) Languages in the world: Both the demands of the modern world and the EU 

recommendations require giving young people opportunities for becoming mul-

tilingual. It seems to be of significant importance to be able to cope with the 

challenges of the modern world. The Polish educational system definitely meets 

such demands and provides young learners with an opportunity to study at least 

two foreign languages from the earliest stage of formal education to the final 

one. Despite some efforts and latest reforms the English educational system does 

not seem to provide its citizens with such chances. Although it was not a specific 

focus of the research, it is recommended that the culture of complacency in Eng-

land around foreign language learning be challenged by the language teaching 

community in the UK to encourage greater language participation.   

As can be seen from the recommendations presented above, certain elements of 

foreign language teaching are characteristic of English or Polish upper secondary 

schools and benefits could accrue from replicating them the contrasting educational 

system. Nevertheless, these reflections are in a way subjective, in the sense that they 

mirror the writer’s own interpretation of the research findings within the framework of 

the relevant literature. A more comprehensive study is advisable which would either 

compare upper secondary schools in more than two European countries or in more up-

per secondary schools in England and Poland but in different regions, putting into prac-

tice the recommendations made above. For example, it would be of interest to explore 

the mission statements of the foreign language teacher teams to investigate whether and 

how such teams discuss the quality of foreign language teaching in their schools and 

identify problems that are to be solved.  This would involve understanding the collec-

tion, collation and evaluation of information, and the creation of action plans for their 

implementation. Perhaps most significantly, it would be insightful to explore whether a 

greater focus on teacher team collaboration increases the quality of foreign language 

teaching. Although such investigations might pose some organisational and design 

problems, it would also be stimulating to examine the practical effects of peer mentor-

ing and independent learning school programs on students’ achievement in learning 

foreign languages. This might be accomplished through a program of action research in 
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which the added value of students’ knowledge in groups where peer mentoring or inde-

pendent learning school program was implemented and groups where such teaching 

techniques were not applied, could be compared. It would also be interesting to explore 

whether the use of a textbook as the main teaching aids has diminished in those coun-

tries where modern information technology is available in every classroom. Because 

this would be of particular interest to the publishing industry, external funding for such 

a research project might be possible. In the shorter term, the question of whether a 

coursebook alone is more or less efficient in comparison with using a coursebook to-

gether with teachers’ own created materials could be addressed quickly through pre-

liminary research on the teacher’s opinions about the quality of foreign language text-

books in the two examined countries. Other recommendations for further research could 

refer to investigating the impact of the principal as a leader in education on the effi-

ciency and performance of the foreign language teacher teams. In particular, the relative 

importance of people- and curriculum-leadership skills compared with administrative 

and organisational skills in the selection of school leaders should be examined. 
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SUMMARY  

Since Poland joined the European Union in 2004 the country has been undergoing nu-

merous structural reforms, which have had to adhere to the EU laws. One of the most 

important aims of those reforms was the overhaul of the educational system, including 

teaching modern foreign languages. However, it is far from clear, after so many years of 

being a EU member country and ongoing reforms, to what extent the teaching of mod-

ern foreign languages has been standardized, and whether there still exist national dif-

ferences.  

In the professional literature it is possible to find a lot of comparative studies 

dealing with education systems in different countries. However, the main recipients of 

such publications are usually educational authorities and institutions which are respon-

sible for planning and implementing national language policy. It is difficult to find 

comparative studies which concern teaching modern foreign languages in upper secon-

dary schools in different countries that would have been conducted with the practitioner, 

the teacher of the foreign language, in mind.  

The principal aim of the present dissertation is to compare nine aspects of for-

eign language teaching in Polish and English upper secondary schools. More specifi-

cally, for the purpose of the present dissertation, nine research questions have been 

posed. These are as follows: 

(1) What are the similarities and differences in the organisation and performance of 

foreign language teacher teams in Polish and English upper secondary schools? 

The main focus was on establishing whether in each upper secondary school 

there is one teacher team for all curriculum modern foreign languages or there 

are individual teams for each modern foreign language. The emphasis here was 

placed on the teacher teams’ course of actions and their range of activities. 

(2) What are the similarities and differences in the ethos of the principal as a leader 

of upper secondary schools in Poland and England? A more specific goal was to 

explore the participating teachers’ opinions regarding the extent to which an ef-

ficient and competent principal affects the efficiency of performance of a foreign 

language teacher teams as well as overall quality of foreign language instruction 

in a school. 
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(3) What are the similarities and differences in planning foreign language lessons in 

Polish and English upper secondary schools? The way in which teachers plan a 

foreign language lesson was explored together with the overall model of the 

typical lesson plan existing in particular schools. 

(4) What are the similarities and differences in the way in which teaching tech-

niques and lesson aids are chosen in Polish and English upper secondary 

schools? The research concentrated on the examples of teaching techniques and 

lesson aids used during foreign language lessons in each of the two contexts. 

(5) What are the similarities and differences in the way in which foreign language 

coursebooks are chosen in Polish and English upper secondary schools? In par-

ticular, the frequency of changing a textbook and the reasons for doing so were 

examined as well as the criteria used for assessing the usefulness of a course-

book applied by teachers. 

(6) What are the similarities and differences in the way of assessing students during 

foreign language lessons in Polish and English upper secondary schools? In par-

ticular, emphasis was placed on collecting information about the forms of stu-

dent assessment used, the frequency with which students are assessed during the 

lesson, as well as the teachers’ opinions on whether the existing forms of as-

sessment were sufficient or not.  

(7) What are the similarities and differences in classroom interactions during foreign 

language lessons in Polish and English upper secondary schools? In particular, 

the proportion of controlling interactions during foreign language lessons was 

taken into account as well as verbal and non-verbal forms of discourse, types of 

interactions during elicitation, and finally the ways in which corrective feedback 

was offered. 

(8) What are the similarities and differences when it comes to helping foreign lan-

guage students to become autonomous in Polish and English upper secondary 

schools? The focus in this case was on the teachers’ opinions whether their stu-

dents could take charge of their foreign language learning process and what 

steps could be taken to foster it. Some specific examples of such actions were 

also listed. 

(9) What are the similarities and differences in foreign language program evaluation 

in Polish and English upper secondary schools? The key aspects of the examina-
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tion were the ways in which foreign language program evaluation is performed 

and the teachers’ opinions about the efficiency of this process in their schools. 

In order to answer these research questions, the present author conducted a pilot 

study in one Polish general upper secondary school and one English sixth form college 

before the main study in four Polish general upper secondary schools and four English 

sixth form colleges. The collected data were processed and analysed with a view to in-

dicating the similarities and differences concerning the nine aspects of foreign language 

teaching, as well as identifying qualitatively examples of good practice as well as in-

stances of innovation in teaching. The value of the present work lies in the fact that it 

represents the first attempt at a systematic comparison of aspects of modern foreign 

language teaching across two EU countries, England and Poland. As a consequence, the 

study throws new light on how modern foreign languages are taught in Polish and Eng-

lish upper secondary schools. The research findings can be applied by foreign language 

practitioners and the application of innovative solutions in good practice in foreign lan-

guage lessons can improve the overall quality of foreign language teaching. 
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STRESZCZENIE 

Po wstąpieniu przez Polskę do Unii Europejskiej w 2004 roku, kraj systematyczne prze-

chodzi szereg reform strukturalnych, które muszą być zgodne z prawem unijnym. Re-

formy dotyczą również systemu edukacji, w tym nauczania języków obcych. Nasuwa 

się więc pytanie, czy po tylu latach członkostwa w Unii Europejskiej i po szeregu re-

form związanych z nauczaniem języków obcych nauczanie w różnych krajach Unii Eu-

ropejskiej jest rzeczywiście ujednolicone, czy też nadal występują tu jakieś różnice? 

W literaturze fachowej występuje mnogość opracowań porównujących systemy 

edukacyjne w różnych krajach, jednakże głównymi odbiorcami takich opracowań są z 

reguły władze i instytucje oświatowe, prowadzące krajową politykę językową. Z trudem 

można napotkać jednak badania porównujące nauczanie języków obcych w szkołach 

średnich w różnych krajach, przeprowadzone przez praktyków nauczania, gdzie doce-

lowym odbiorcą mogliby być inni nauczyciele języków obcych.  

W związku z tym, przedmiot niniejszej pracy stanowi porównanie dziewięciu 

elementów nauczania języków obcych w polskich i angielskich szkołach ponadgimna-

zjalnych. W obrębie przyjętego zakresu pracy sprecyzowano dziewięć pytań badaw-

czych: 

(1) Jakie są podobieństwa i różnice w strukturze i działalności zespołów metodycz-

nych z języków obcych w polskich i angielskich szkołach ponadgimnazjalnych? 

W szczególności skupiono się na fakcie, czy w danej szkole istnieje jeden zespół 

metodyczny z języków obcych z liderem, czy kilka odrębnych grup. Przedmio-

tem badania był również sposób funkcjonowania zespołów i zakres ich działal-

ności. 

(2) Jakie są podobieństwa i różnice w etosie dyrektora jako lidera szkoły ponadgim-

nazjalnej w Polsce i Anglii?  Szczegółowym celem było zbadanie opinii nauczy-

cieli do jakiego stopnia skuteczny i sprawny dyrektor jako lider w edukacji 

wpływa na jakość pracy zespołów metodycznych z języków obcych i jakość na-

uczania języków obcych w danej szkole. 

(3) Jakie są podobieństwa i różnice w planowaniu lekcji języka obcego w polskiej i 

angielskiej szkole ponadgimnazjalnej? Badaniu poddano sposób planowania 

lekcji języka obcego przez nauczycieli oraz wypracowany model lekcji w danej 

szkole. 
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(4) Jakie są podobieństwa i różnice w doborze technik nauczania i środków dydak-

tycznych w polskiej i angielskiej szkole ponadgimnazjalnej? W badaniu skupio-

no się na przykładach technik nauczania stosowanych podczas lekcji języka ob-

cego oraz na rodzajach zastosowanych pomocy dydaktycznych. 

(5) Jakie są podobieństwa i różnice w sposobie wyboru podręcznika do nauczania 

języków obcych w polskiej i angielskiej szkole ponadgimnazjalnej? W szcze-

gólności badano częstotliwość zmiany podręcznika, powód zmiany oraz kryteria 

oceny przydatności nowego.  

(6) Jakie są podobieństwa i różnice w sposobie oceniania uczniów na lekcjach języ-

ka obcego w polskiej i angielskiej szkole ponadgimnazjalnej? W pracy zbierano 

informacje na temat form oceniania uczniów, częstotliwości z jaką są oceniani 

oraz czy nauczyciele języków obcych uznali formy oceniania obowiązujące w 

danej szkole za wystarczające.  

(7) Jakie są podobieństwa i różnice w dyskursie i interakcjach podczas lekcji języka 

obcego w polskiej i angielskiej szkole ponadgimnazjalnej. Szczególnie badano 

proporcje kontroli interakcji podczas lekcji, werbalne i niewerbalne formy dys-

kursu, typy interakcji podczas sprawdzania wiedzy oraz w jaki sposób były po-

prawiane błędy uczniów. 

(8) Jakie są podobieństwa i różnice w działaniu szkoły i nauczycieli mających na 

celu zwiększenie autonomii ucznia w nauce języka obcego? Przedmiotem zain-

teresowania była opinia nauczycieli języków obcych, czy ich uczniowie potrafią 

kontrolować swój proces uczenia się języka obcego i jakie kroki powinny byś 

podjęte, aby sprzyjać autonomii. Odnotowywano również konkretne przykłady 

działań w szkole zwiększających zachowania autonomiczne uczniów.  

(9) Jakie są podobieństwa i różnice w ewaluacji programu nauczania języków ob-

cych w polskiej i angielskiej szkole ponadgimnazjalnej? Kluczowymi aspektami 

badań były sposoby przeprowadzania ewaluacji programu nauczania języka ob-

cego oraz ocena skuteczności pracy z poszczególnymi programami nauczania w 

opinii nauczycieli. 

W celu odpowiedzi na powyższe pytania zostały przeprowadzone badania pilotażowe w 

polskim liceum ogólnokształcącym oraz angielskim the sixth form college oraz badanie 

główne w czterech polskich liceach ogólnokształcących i czterech angielskich szkołach 
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ponadgimnazjalncyh typu the sixth form college. Następnie dokonano przetworzenia 

oraz wnikliwej analizy danych w celu wskazania podobieństw i różnic związanych z 

dziewięcioma zagadnieniami badawczymi oraz wyodrębnieniu przykładów dobrych i 

innowacyjnych praktyk edukacyjnych zwiększających jakość nauczania. Oryginalność 

zdefiniowanego tematu badań przejawia się w wyborze zakresu badanych zagadnień 

oraz przyjętej płaszczyźnie badawczej obejmującej dwa różne kraje. Skutkiem tego, 

badania rzucają nowe światło na sposób nauczania języków obcych w tych krajach. 

Uzyskane wyniki na poziomie teoretycznym pozwoliły pogłębić wiedzę na temat spo-

sobów nauczania języków obcych w polskich i angielskich szkołach ponadgimnazjal-

nych. Rezultaty badań mają szerokie zastosowanie praktyczne, w szczególności dla na-

uczycieli języków obcych, i mogą zostać wykorzystane na lekcjach języka obcego jako 

innowacyjne przykłady dobrych praktyk podnoszących jakość kształcenia językowego. 
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