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Abstract

The present study investigates the cultural factor in second language learning and teach-

ing. More precisely, the study has focused on the cultural factor with respect to learners'

�rst culture and the target language culture. The study has used both qualitative and

quantitative methods of inquiry based on the nature of the investigation.

The data were collected in two separate studies concerning L2 learners and L2 teach-

ers named as study 1 and study 2. Study 1 used both a paper-pencil questionnaire and

classroom observation method in the case of L2 learning. A total number of 275 L2

learners from three main universities of Pakistan participated in the study. Study 2 used

a paper-pencil questionnaire and a web-based questionnaire to collect the data from lan-

guage teachers from Pakistan. The study sought teachers' attitudes based on culture and

comprehension, culture-related activities, culture and tolerance, culture and identity, and

the use of social contexts. A total number of 494 teachers participated in the survey.

Results based on �ndings reveal that the role of culture varies with respect to formal

and informal language learning. Formal language learning or classroom learning is focused

on the target language culture whereas the informal language learning is in�uenced by

learners' socio-cultural aspects. Results concerning study 2 reveals teachers' positive

attitude concerning the relationship between culture and language.
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Résumé

La présente étude analyse le facteur culturel dans l'apprentissage et l'enseignement de

l'Anglais. Plus précisément, l'étude a mis l'accent sur le facteur culturel par rapport à

la culture d'origine des apprenants et la culture de la langue cible. L'étude a utilisé des

méthodes qualitatives et quantitatives pour mener l'enquête.

Les données ont été recueillies à partir de deux études di�érentes concernant les ap-

prenants de L2 et les enseignants de L2 respectivement dans l'étude 1 et l'étude 2. L'étude

1 est basée à la fois sur un questionnaire et sur la méthode d'observation de classe dans

le cas de l'apprentissage de la langue en L2. Les 275 apprenants de L2 qui ont participé

à l'étude provenaient des trois principales Universités au Pakistan. L'étude 2 a permis de

mobiliser un questionnaire sur papier et un questionnaire en ligne pour recueillir les don-

nées concernant les enseignants de langue au Pakistan. L'étude a porté sur les attitudes

des enseignants fondées sur la culture et la compréhension des activités liées à la culture

et à la tolérance, la culture et l'identité. En�n, l'étude visait à s'appuyer sur des contextes

sociaux-culturels pour comprendre comment se faisait l'apprentissage de la langue. En

tout, 494 enseignants ont participé à l'enquête.

Les résultats ont révélé que le rôle de la culture agit sur l'apprentissage formel et in-

formel de la langue, l'on constate des variations dans cet apprentissage. L'apprentissage

formel de la langue se fonde sur la culture de la langue cible ; tandis que l'apprentis-

sage informel est in�uencé par les aspects sociaux-culturels des apprenants. Les résultats

concernant l'étude 2 révèlent l'attitude positive des enseignants sur la relation entre la

culture véhiculée et la langue apprise.
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Chapitre 1

Introduction to the Study

1.1 Background of the Study

The present study investigates the cultural factor in second language learning and tea-

ching in Pakistan. English as a second language has attained a central importance in

Pakistan as it is considered a source of employment and empowerment in the country.

Being an o�cial language, it is also used in judiciary, courts and most importantly in

educational institutions. In this perspective, the English language has achieved a central

position. Therefore, it is important to consider the language needs and the related factors,

which are involved in second language learning in Pakistan. The present study is aimed

to investigate the cultural factor in L2 learning and teaching in Pakistan.

L2 learners in Pakistan come across two main types of cultures ; the learners' native

culture, which is already known to them, and the target language culture, which is also

considered as a basic requirement for second language learning.

On the other hand, teachers' awareness of the target language culture is considered

as an important factor as explained by Gonen and Saglam (2012).

A language re�ects human nature and studying language inherently exposes learners

to target language culture. It is then the teachers' role to relate what students bring to
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the classroom, to what they, as teachers, bring in order to familiarize students with the

culture of the target language (Gonen and Saglam, 2012, p. 28).

Figure 1.1 shows the design of the study with respect to its investigation. The study

investigated the following research questions with respect to the cultural factor in second

language learning and teaching.

Research Question 1

Does the role of culture vary with respect to formal language learning and informal

language ?

Research Question 2

What are the teachers' attitudes based on cultural awareness and language teaching ?

The �rst research question is related to L2 learning and the second research question

is related to L2 teaching. Both the above research questions have been investigated se-

parately as they belong to the two dimensions of the research study. The �rst dimension

relates to the cultural factor in L2 learning and the second dimension is concerned with

the cultural factor in L2 teaching.

The study related to the �rst research question has been named as study 1 whereas

study related to the second research question has been named as study 2. A complete

design of the study has been shown in �gure 1.1.
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Figure 1.1 � Design of the Study
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Figure 1.1 also shows that the data were collected through the questionnaires concer-

ning study 1 and study 2. The data concerning study 1 were collected from the adult L2

learners. A total number of 275 L2 learners participated in the study. On the other hand,

the data concerning study 2 were collected from the language teachers in Pakistan and a

total number of 494 teachers participated in the survey. The data obtained through both

studies were analyzed quantitatively and qualitatively using SPSS (Statistical Package

for Social Sciences) software and NVivo software respectively.

1.2 Why Culture ?

Being a second language learner and teacher, my experience of second language learning

and teaching has driven me to pay attention to the role of culture with respect to L2

learning. Concerning experience, Hughes and Sharrock (1997) explain,

The world has meaning because of the intentionality and consciousness. . . We make

sense of our actions and those of others through a `stock of knowledge' that is held in

common that we inherit and learn as a member of society. Such knowledge has tonalities

of our personal biography and is continually changing (Hughes and Sharrock, 1997, p. 3).

However, sole reliance on personal experience is not enough to have a deep knowledge

concerning a speci�c area. It is this point which has further motivated me to investigate

the relation of culture and language learning.

My research work at the Master's level in the same area raised further questions about

the role of culture in L2 learning. What is the role of learners' native culture and the

target language culture in a language learning context where learners' native culture is

dominant ? Considerable research on the relationship between culture and language has
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been conducted but the relationship of culture and language with respect to a speci�c

language learning context demands a type of ethnographic research, which could explain

the causes and reasons with respect to a speci�c language learning context.

One of the reasons for undertaking this study is to contribute to the development

of L2 learning in Pakistan. The existing literature on culture and language reveals that

there has been little work on cultural awareness and language learning concerning the

L2 learning context in Pakistan. Therefore, the present study on culture and language is

aimed at developing the L2 learning situation in Pakistan. Moreover, the research in this

area can improve both learning and teaching as it is related to both these aspects.

1.3 Epistemology and Ontology in the Social Sciences

According to Zoghbor (2011, p. 69), epistemology and ontology are related to two basic

questions. These questions are :

What kind of real things exist in the world ?

How it is possible to gain knowledge of the world ?

The �rst question belongs to the branch of philosophy known as ontology and the

second question relates to the branch of philosophy called epistemology. �Ontology is

the study of being. It is concerned with `what is' with the nature of existence, with the

structure of reality� (Crotty, 2003, p. 10). Explaining the di�erence between ontology

and epistemology Crotty (2003) views that ontology is a `certain of way of understanding

what is' and epistemology is a `certain way of understanding what it means to know' . In

other words, it is related to how thing really are (ontology) and how things really work

(epistemology) (Crotty, 2003, p. 10).
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On the other hand, �epistemology is concerned with evaluating claims about how the

world can be known to us, and it is an examination of the means of obtaining knowledge

of the social world� (Hughes and Sharrock, 1997, p. 4). Moreover, �epistemology involves

knowledge that embodies a certain understanding of what is entailed in knowing, that is

how we know what we know (Crotty, 2003, p. 8). Demaiziere and Narcy-Combes (2007)

view epistemology and epistemological position as ;

L'épistémologie est la ré�exion sur la construction et la gestion du savoir dans un

domaine donné et dans son rapport avec les autres domaines de la ré�exion scineti�que...

L'épistémologie s'intéresse aussi la façon dont la connaissance se construit pour chaque

individu ; c'est alors que le mot �positionnement� prend son sens (Demaiziere and Narcy-

Combes, 2007, p. 4).

I will explain my epistemological position in two phases. The �rst phase is related to

my relation with the present study the second phase in linked to research paradigms.

Cultural awareness and language learning has been the part of my experience, �rst,

as a second language learner and, then, as a second language teacher. In a nutshell, I

have linked my interest in culture with the experience of L2 teaching and L2 learning.

Figure 1.2 summarizes my interest in language and culture with respect to my experience

of second language learning and teaching.
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Figure 1.2: Cultural Awareness and Language Learning in regard of Experience as a
Learner and Teacher

More importantly the experience of language learning and teaching is related to the

language learning context, which is part of my research study. Therefore my relation

is twofold. Firstly it is part of my experience and secondly, I share the same language

learning context with the target population. The awareness of the language learning con-

text of the target population is useful for me in respect of social and cultural familiarity.

Beaud and Weber (2003, p. 21) explain the following aspects of context in relation to a

researcher:

1. Local Context: Local context refers to the familiarity with the environment which

will take place in investigation and needs to know as much as possible before research

investigation.

2. Social Context: Social context of inquiry depends on what you are, how you present

yourself and how you are perceived by the target population.
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Moreover, the awareness of local and social context is also helpful in analyzing the

data. According to Beaud and Weber (2003, p. 21), `the data is not analyzable beyond

their context of production'.

Epistemological positioning is also important in respect of research paradigms as it

provides information concerning research methods and research tools adopted by a re-

searcher for a study. The present study is going to discuss epistemological position with

reference to two di�erent research paradigms which are important in the context of the

current study. The details concerning these paradigms are as follows.

1.3.1 Research Paradigm

The term `paradigm' has originated from the Greek word paradeigma which means pat-

tern and refers to a conceptual framework. According to Babbie (2008), �A research

paradigm is the fundamental frame of reference that underlies social theories and inquiry

that is used to organize research observations and reasoning. Paradigms do not explain

anything but they provide logical frameworks within which theories are created� (Babbie,

2008, p. 34). Burgess et al. (2006) explain that a research paradigm in social research

refers to �the set of assumptions and beliefs about the social world, and what constitutes

proper techniques and topics for inquiry� (Burgess et al., 2006, p. 54). According to

Babbie (2008), �Social research paradigms represent a variety of views, each of which

o�ers insights, the other lack, while ignoring aspects of the social life that others reveal.

Ultimately paradigms cannot be true or false; as ways of looking, they can only be more

or less useful�(Babbie, 2008, p. 36). Burgess et al. (2006) explain six main paradigms

used in social sciences: positivism, post-positivism, interpretivism, critical constructivist

(feminist), post-modernism and realism. The further discussion in this section will focus
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on positivism and interpretivism as they are most relevant to the present study and are

also related to the qualitative and quantitative approaches.

1.3.1.1 Positivism

�Positivism is an approach to science based on a belief on universal laws and insistence

of objectivity and neutrality. One of the traits of this type of research is the quest for

objectivity and distance between the researcher and those studied, so that biases can

be avoided� (Zoghbor, 2011, p. 70). Hughes and Sharrock (1997) refer to positivism as

`neutral observation' that focuses less on socially grounded nature of knowledge (Hughes

and Sharrock, 1997, p. 5)

Positivism is a philosophy of science based on the view that �in the social as well as

natural sciences, data derive from sensory experiences. Moreover, obtaining and verifying

data can be received from the senses known as empirical data�. The research paradigm

based on positivism considers �knowledge which is supported by reliable facts and empir-

ical data� (Zoghbor, 2011, p. 70).

Positivism in social sciences is criticized because unlike natural science, social sciences

also give equal importance to people's views and beliefs, which is against the rule of em-

pirical evidence. �Social science unlike natural science does not exist independently of

people's views of what they are doing in an activity. People are re�ective; they re�ect on

what they do and often change their actions in response to their re�ections� (Zoghbor,

2011, p. 70).

Positivism is related to the present study as the study is mainly based on survey

questionnaires. The analyses concerning the present study have been based on empirical

evidence obtained through the quantitative data based on questionnaires. In this context,
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one aspect of the current study is linked to positivism. Crotty (2003), explaining the

relation between positivism and research work based on survey questionnaires presents a

model as shown in �gure 1.3.

Figure 1.3: The Positivism Paradigm and Social Research (Crotty, 2003, p. 6)

The study apart from empirical evidences involves equally socially grounded knowl-

edge, which is related to L2 teachers' beliefs based on culture and language teaching in

Pakistan and establishes its link to the interpretivism paradigm (see section 1.3.1.2).

1.3.1.2 Interpretivism

In contrast to positivism, there is another research paradigm, which seems to support

social science research, called interpretivism . According to this view, �there are no ab-

solutes but all phenomenon can be studied and interpreted in di�erent ways, mainly

because people and situations di�er, and realities are not abstract objects but dependent

on intersubjectivity between people� (Burgess et al., 2006, p. 55). Interpretivism also

accepts research which is not based on absolute rules. It considers people and situations

behind a phenomenon. �The key element in interpretivism is that it is de�ned or con-
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stituted in terms of human beings attributing meanings to or interpreting phenomenon

under investigation� (Burgess et al., 2006, p. 55).

The present study is related to interpretive paradigm in two respects. Firstly, the

results presented in the study are based on the social and the cultural context of the

target population. Secondly, a qualitative study has also been conducted which is based

on the language teachers' beliefs in Pakistan, which links the present study to interpretive

paradigm.

1.3.1.3 Conceptual Framework of the Study

The present research investigates the cultural factor in L2 learning and teaching in Pak-

istan. Language learning is context-based with respect to its relationship with culture.

It will be explained in the review of literature that people di�er because they belong to

di�erent cultures (Shari�an, 2008, p. 11). Furthermore, a qualitative study will also be

conducted based on L2 teachers' beliefs concerning culture and language teaching in Pak-

istan (see chapter 6). The study is subjective as it discusses L2 teachers' beliefs that are

context-based and which may vary from one language learning context to another. In this

view, the current research re�ects the interpretivist paradigm of research. However, to

investigate the cultural factor in second language learning in Pakistan, the present study

presents comparable and measurable results (mostly numbers) as well (see chapter 4 and

chapter 5 ). These results are based on the data which have been collected through ques-

tionnaires (see section 3.2 and section 3.3). These characteristics of the present research

relate it to the positivist paradigm. In a nutshell, the study possesses both subjective

and objective re�ection of the research problem which establishes its relationship with

interpretivism and positivism. Figure 1.4 shows the conceptual framework of the study

and its relationship to the positivist and interpretivist paradigms.
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Figure 1.4: The Conceptual Framework of the Research Study

The theoretical framework of the study apart from its relation to research paradigms
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explains that the research study is mainly based on the questionnaires. The reason for

selecting the questionnaire as a research tool is to access the greater part of the target

population, which includes both the L2 learners and the L2 teachers from Pakistan.

1.4 Context of the Study

Contexts are important as a means of situating action, and of grasping wider social and

historical import. This can require detailed descriptions of social setting within which

action occurs; the relevant social group may be a group, organization, institution, culture,

or society; the time frame within which action takes place; the spatial context; the network

of social relationships and so on (Dey, 2005, p. 33).

It is of essential importance to specify the context in which the present study is

aimed at investigating. According to Dornyei (2007), �People show variation over time

and across social and cultural contexts. They also display within individual variation

and therefore even if they are placed under similar conditions, their reactions will vary

widely� (Dornyei, 2007, p. 32). The present study in the context of language and culture

is an interface between L2 learning and L2 teaching in Pakistan.

The study is related to language learning and language teaching contexts in Pakistan.

The study is linked to two areas in the perspective of L2 learning and teaching and its

relationship to culture. The �rst area of research relates to language while the other area

links to cultural aspects. The main focus of the study is the cultural factor in second

language learning and teaching in Pakistan. Language learning and language teaching

with respect to culture forms a triangular relationship, where each aspect is interlinked

with the other as shown in �gure 1.5.
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Figure 1.5: The Relation of Culture and Language with Respect to Language Learning
Context

The fourth aspect shown in �gure 1.5, which in�uences the other three aspects, lies

at the center of triangle; this is the language learning context. The relationship between

language and culture di�ers across di�erent language learning contexts.

In the perspective of the present study it is better to explain L2 learning in relation to

culture. According to Zarate (2004), language learning involves the process of 'Otherness'.

�Otherness constitutes a �eld of reference that allows people to position themselves within

a relationship of belonging or exclusion with respect to a social group� (Zarate, 2004, p.

156). This concept of otherness gets more complex when L2 learners learn a language in

a language learning context where their L1 culture is dominant such as in Pakistan. The

second language learners in Pakistan come across two types of cultures; L1 culture and

L2 culture. The present study has investigated the role of both cultures with respect to

second language learning in Pakistan.
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1.5 Answering the Research Questions

The study through its investigation will address the following research questions.

1. Does the role of culture vary with respect to formal and informal language learning?

2. What are the teachers' attitudes based on cultural awareness and language teaching

in Pakistan?

The present study with respect to its investigation has been divided into two main

phases. The �rst phase of the study is related to the cultural factor in L2 learning in

Pakistan, and the second factor is related to cultural factor in L2 teaching in Pakistan.

Figure 1.6 shows the research directions followed in the case of the present study.

Figure 1.6: Research Directions Concerning the Research Study
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The study results obtained through both of these studies have also been compared

to the basis of cultural awareness in the perspective of language learning and language

teaching. This helped the researcher to support the results and to understand the re-

search problem in a better way.

In the �rst phase, the study investigated the role of culture through formal language

learning and informal language learning. Figure 1.7 illustrates the research design in

respect to its investigation concerning formal contexts and informal contexts, which is

related to the �rst research question.

Figure 1.7: Research Design Concerning Formal Contexts and Informal Contexts
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The research model shown in �gure 1.7 explains that research concerning formal con-

texts has been conducted doing classroom observation and organizing the questionnaire.

The classroom observation has been done in order to know regarding the nature of activ-

ities, whether they relate to learners' home culture or the target language culture. For

classroom observation the research study has followed a structured observation sheet (see

Appendix-C, Part-C.3). Formal contexts of learning have also been investigated through

questionnaire in order to know about learners' participation in these activities.

Informal contexts have been investigated through a questionnaire based on learners'

activities (see Appendix-A, Part-A.1). The research study concerning formal contexts

and informal contexts answers the �rst research question, which states that the role of

culture varies with respect to formal contexts and informal contexts in the perspective of

L2 learning in Pakistan.

In the second phase, the study investigates teachers' attitudes based on culture and

language teaching as shown in �gure 1.8. The investigation has been done both quanti-

tatively and qualitatively. The results concerning both studies have been cross-examined

in order to understand the research problem. A questionnaire based on close-ended and

open-ended questions has been developed to investigate the cultural factor in second

language teaching in Pakistan (see Appendix-A, Part-A.3). The development and con-

struction process of the questionnaire have been discussed in detail (see section 3.3.4).

Moreover, the questionnaire items based on close-ended questions and open-ended com-

ments have been analyzed separately using quantitative research methods and qualitative

research methods of inquiry.
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Figure 1.8: Research Design of the Research Study Relating Cultural Factor in Language
Teaching

The close-ended variables have been analyzed quantitatively (see chapter 5 Teachers'

Attitudes) and the open-ended comments given by language teachers have been analyzed

qualitatively (see chapter 6 Teachers' Pedagogical Beliefs). Both qualitative and quan-

titative results have been analyzed in comparison to each other. The study based on

quantitative analysis and qualitative analysis answers to the second research question

which is aimed to investigate the language teachers' attitudes based on culture and lan-

guage teaching.
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1.6 Research Method Adopted for the Study

One thing that is common to every research approach is that almost limitless

information obtainable from social world around us needs to be reduced to make it

manageable (Dornyei, 2007, p. 26).

It is impossible to draw a line between quantitative and qualitative research. Accord-

ing to Richards (2009), �Qualitative and quantitative data don't inhabit di�erent worlds.

They are di�erent ways of recording observations of the same world� (Richards, 2009, p.

36). Dornyei favors the same view as �qualitative and quantitative research paradigms

are not extremes but rather form a continuum� (Dornyei, 2007, p. 25). According to

Ebrahim and Sullivan (1995), �Qualitative and quantitative research are not in contra-

position to each other. In fact di�erent methods enable the researcher to gain access to

di�erent types of knowledge. Quantitative research and qualitative research are thought

of as complimentary and are to be used to generate richness of understanding and in-

terpretation� (Ebrahim and Sullivan, 1995, p. 196). The present discussion concerning

quantitative and qualitative studies is not aimed at distinguishing one from the other,

but rather to explain their relationship to each other. They have been discussed in light

of the present study as they are related with the current research.

1.6.1 Quantitative Research

The single most important feature of quantitative research is that it is centered on num-

bers. Thus for numbers to work, we need precise de�nitions of the content and boundaries

of variables we use and we also need exact descriptors for the range of values that are

allowed within the variable� (Dornyei, 2007, p. 32-33).
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Dornyei (2007) explains the following characteristics of quantitative research ap-

proaches.

1. Results accumulated through quantitative procedures are thought to describe the

objective reality that is 'out there', independent of researchers' perceptions.

2. Generalizability to standard procedures, statistics and scienti�c reasoning all are

part of the fact that is generalizable.

3. One of the salient features of quantitative research is statistical analyses that can

range from simple tests to complex multivariate analyses on a computer (Dornyei,

2007, p. 32-33).

The present research is quantitative in the perspective of the above-mentioned prin-

ciples. As the research has been conducted through questionnaires, and the results accu-

mulated through quantitative procedures include many statistical tests both simple and

complex to investigate the problem through numbers. Therefore the research approach,

used in the present study has also been termed as quantitative.

1.6.2 Qualitative Research

Schutt (2011) discusses the following characteristics of qualitative research as compared

to quantitative research. According to Schutt (2011) qualitative research possesses the

following characteristics.

1. A focus on meanings rather than on quanti�able phenomena
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2. Collection of a lot of data on a few cases rather than few data on many cases

3. Study in depth and detail, without predetermined categories or directions, rather

than emphasis on analyses and categories determined in advance

4. Conception of the researcher as an `instrument,' rather than as the designer of ob-

jective instruments to measure particular variables

5. Sensitivity to context rather than seeking universal generalizations

6. Attention to the impact of the researcher's and others' values on the course of the

analysis rather than presuming the possibility of value-free inquiry

7. A goal of rich descriptions of the world rather than measurement of speci�c variables

(Schutt, 2011, p. 324-325)

Based on the above-mentioned characteristics of qualitative research, some aspects of

the present research study can also be called qualitative with respect to their research

nature. For example, the classroom observation has followed qualitative method of in-

quiry in the case of formal language learning contexts (see section 3.2.4.1). In addition, a

separate chapter comprises teachers' open-ended comments (see chapter 6) has also been

analyzed qualitatively. The research �ndings obtained through qualitative research have

supported the results gained through quantitative research approach.

An outline of the research process adopted for the present research study is shown as

�gure 1.9.
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Figure 1.9: Research Process Adopted for the Present Study
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1.7 Statement of the Problem

The problem addressed in this study investigates the cultural factor in L2 learning and

teaching in Pakistan. The question concerning the place of culture in language in the

context of L2 learning in Pakistan is of central importance. Cultural integration only in

the course books does not address completely the demand of cultural awareness and lan-

guage learning. In order to contribute to the development of L2 learning, it is important

to investigate the cultural factor from learners' points of view and teachers' points of view

in Pakistan. The investigation on culture and language in the context of L2 learning in

Pakistan `needs to take into account the cognizance of the relationship between language

and culture' (Mansoor, 2008).

The research work based on the nature of its investigation has been divided into two

parts. The �rst part of the study investigates the cultural factor in formal contexts

(classroom) and informal contexts. It is important to consider how learners deal with

culture-related materials and activities.

The second part of the study is related to teachers' attitudes based on culture and

language teaching in Pakistan. According to Gonen and Saglam (2012),

Teachers in di�erent classrooms in di�erent parts of the world still ignore the im-

portance of teaching culture as a part of the language study. In order to overcome this

problem, the �rst step is of integrating culture into language learning and the purpose

should be to identify what teachers already think, believe and do in the classroom, namely

what they already bring in the classroom (Gonen and Saglam, 2012, p. 29).

Many teachers are not simply equipped to teach culture. The teachers' knowledge of
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the target language culture is of primary importance as teachers are considered 'cultural

mediators' (Liddicoat and Crozet, 1997). In a language learning context like Pakistan

mostly, the language teachers are local. Most teachers and learners share the same cul-

tural values. In this context, their knowledge of the target language culture is limited

in raising learners' cultural awareness. Moreover, teachers' attitudes toward a language

also a�ect second language learning. Keeping in view the following problem, the present

study has focused on language teachers' attitudes based on cultural awareness and lan-

guage teaching in Pakistan.

1.8 Objectives of the Study

The following are the objectives of the study.

1. To investigate the relationship between culture and language in respect of L2 learn-

ing and teaching context in Pakistan.

2. To investigate the cultural factor with respect to formal language learning contexts

in Pakistan.

3. To investigate the culture factor concerning informal language learning contexts.

4. To investigate the role of culture from teachers' points of view by investigating

teachers' attitudes.

5. To investigate the importance of learners' culture in second language learning in

Pakistan.

6. To identify important attributes related to culture and language teaching in Pak-

istan.
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7. To investigate teachers' beliefs based on culture and language learning through a

qualitative study.

1.9 Research Questions

Based on the research objectives, the research study has focused on the following two

main research questions.

1. Does the role of culture vary with respect to formal contexts and infor-

mal contexts of L2 learning in Pakistan?

2. What attitudes do the teachers have concerning the role of culture and

language learning in Pakistan?

The above research questions have been divided into the following sub questions.

• What is the role of culture in formal contexts concerning second language learning?

• What is the role of culture in informal contexts concerning second language learn-

ing?

• What are the teachers' attitudes concerning the role of culture and comprehension

in second language learning?

• What are teachers' attitudes based on culture and tolerance in second language

learning?

• What are the teachers' attitudes based on cross-cultural awareness in second lan-

guage learning?
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• What are the teachers' attitudes based on the use of learners' social contexts for

second language learning?

1.10 Signi�cance of the Study

The discussion concerning the signi�cance of the study involves the importance of the

English language in Pakistan and the gaps in existing literature in the perspective of L2

learning and cultural awareness.

1.10.1 Importance of the English Language

In today's global world, English has emerged as a major source of communication among

people both at the national and international level. �Today English is spoken all over the

world. Half of the world mail is in English.�(Altay, 2005, p. 181). One of the major ad-

vantages of English described by Crystal is �access to knowledge�. English with its spread

has changed and revised language learning and teaching strategies. People from distinct

cultures and di�erent communities are learning English today. The growing importance

of English has reached far beyond the theoretical discussion. Pakistan in this case is no

exception. English, because of its growing in�uence in di�erent institutions, has been

termed as `the language of development in Pakistan' (Shamim, 2007) and `passport to

privilege'(Rahman, 2005). Being an o�cial language, it is also considered as `the language

of employment and empowerment as well as the language of higher education'.(Rahman,

2003). Under all these circumstances, English language learning has become a central

focus in Pakistan.

Along with language learning there is also an important aspect of cultural awareness.

Researchers (Allan, 2011; Byram and Feng, 2004; Chang, 2002; Kramsch and Widdowson,
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1998; Zarate, 2004) state that language and culture are interrelated. Moreover, �the use of

language is culture bound in that it is not only developed with speci�c cultural contexts,

but also embodies the culture itself� (Allan, 2011). According to Zarate (2004), learning

another language is learning �otherness�. �Language learning involves not only another

linguistic code, but another culture and another way of seeing the word� (Chang, 2002, p.

2). According to Gonen and Saglam (2012), �Culture teaching in foreign language class-

room does not need to be dealt independently of language because studying a language

directly brings about awareness of the target language culture and people's behavior in

that target language� (Gonen and Saglam, 2012, p. 27). It is also believed that cultural

awareness of another language helps learners to understand behavior and attitudes of the

members of another community which ultimately proves helpful for communication at an

international level.

On the other hand, learners' home culture is also helpful in second language learning.

Researchers believe that learners' native culture facilitates language learning. Learners'

native culture is the key factor in cross-cultural comparison. Bearing in mind the concept

of `otherness' presented by Zarate (2004), learners' native culture serves as a frame of

reference that facilitates comparison and contrast with another culture.

The present study is aimed to investigate the role of culture in second language learn-

ing and teaching in Pakistan. Focus on cultural awareness in L2 learning results in

learners' competence of communication both at a national and international level as cul-

tural awareness enables learners to communicate successfully with the members of other

culture.

The second aspect of its signi�cance is the practical aspect of L2 learning and teaching

in Pakistan. The study aims to contribute to the development of L2 learning in Pakistan
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from the perspective of cultural awareness and language learning.

1.10.2 Gaps in the Literature and Needs for Research

Although the emphasis on culture and language learning is increasing and there has been

considerable research concerning the role of culture in L2 learning, there are still many

gaps in the literature. The discussion in this section identi�es some of these gaps and

tries to point to how this study contributes to bridging these gaps.

Scholarly literature is frequently available on various research aspects concerning cul-

ture and language learning in the context of developed countries. There are only a few

articles from developing countries, especially from Pakistan, concerning culture and L2

learning, but no comprehensive study based on the role of culture and language learning

has been conducted. From the perspective of culture and language, Mansoor (2008)'s

research work emphasizes the need for cultural integration in the context of L2 learning

in Pakistan, but her work is limited to textbook evaluation and does not provide lan-

guage and culture relationship with respect to language teaching and language learning.

The other works based on Asian contexts (Kachru, 1998, 2005, 2006; Kachru and Smith,

2008), mainly focus on the e�ectiveness of learners' native culture. Compared to these

studies, the present research considers cultural importance in the perspective of both

learners' native culture and the target language culture.

Cultural awareness and language learning are more e�ective when both take into ac-

count the needs and demands of a language learning context since every language learning

context is di�erent from the other.
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1.11 Delimitations of the Study

The role of culture in L2 learning with respect to a speci�c language learning context

involves multiple factors such as learners' native culture, learners' exposure to the target

language culture, the purpose of learning a second language, learners' motivation, etc.

The present study on account of of its time limitation and available resources has focused

on the cultural factor in second language learning.

The delimitation of the study can be divided into two categories. The �rst category

of delimitation is concerned with L2 learners. The study has been limited to L2 learners

enrolled at three universities in Pakistan. These are the adult learners of English, who

have completed their twelve years of education. The study has used a questionnaire to

investigate the cultural factor in formal language learning and informal language learning

through these learners. A total of 275 learners have participated in the study. A detailed

description of these respondents has been given in section 3.2.

The second category of delimitation is concerned with language teachers. The study

here is limited to English language teachers at university, college, and school level in the

Punjab province, which consists of 62% to the population of Pakistan. The study in this

case is aimed to investigate the cultural factor in L2 teaching by investigating teachers'

attitudes. A detailed description of these respondents has been given in section 3.3.

1.12 Organization of the Study

The present study with respect to its investigation can be divided into two parts: theoreti-

cal and empirical. The study starts with reviewing the related literature. The theoretical
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part of the study has been limited to the research areas that are interlinked with the

present study. The theoretical part is of key importance because it is helpful in review-

ing the other research work and in positioning the present research �ndings vis-à-vis the

related work done by other researchers relating culture and language learning.

The empirical part of the study starts with the quantitative analysis of the question-

naire, which is related to L2 learning in Pakistan. In this perspective adult learners of

English enrolled at university level have participated in the study. The study in this case

is aimed to investigate the role of culture through formal language learning contexts and

informal language learning contexts.

In the second phase, the study has investigated the cultural factor in L2 teaching in

Pakistan. Language teachers from university, college, and school levels participated in

the study. This study is aimed to investigate teachers' attitudes based on culture and

language teaching in Pakistan.

Finally, the study provides a qualitative analysis of teachers' open-ended comments.

The purpose of the qualitative study is to increase the understanding of the research

problem and to re�ne the research analysis using an alternative research method.

For each of these operations, the research study starts by de�ning the �eld of the

study and the conditions of data collections. The information has been summed up

as demographic information at the beginning of each chapter before the actual analysis

starts (see section 4.2 and section 5.2). The information is necessary because it clar-

i�es the conditions under which the research has been carried out. Furthermore, the

demographic characteristics help in interpreting the results based on their di�erent qual-

ities. The analysis concerning each study has followed the process as shown in �gure 1.10.
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Figure 1.10: Research Process adopted for the Analysis of the Study

The study has been organized in the form of chapters. Each chapter provides informa-

tion concerning the di�erent aspects of the research work. A chapter by chapter outline

of the organization of the study is as follows.

Chapter One

This chapter gives a brief introduction to the study. It discusses the background of the

study, the epistemological and ontological aspects of the research study, the research

methods adopted for the study, the statement of the problem, the objectives and sig-

ni�cance of the study, the delimitations of the study. Chapter one also summarizes the



32 Chapitre 1. Introduction to the Study

whole process of the study (see �gure 1.9).

Chapter Two

This chapter presents the detailed review of the existing literature concerning the role of

culture in L2 learning. This chapter has been divided into three main sections, which

further consist of several subsections. The �rst section is based on the information con-

cerning the relation between culture and language learning. The second and third sections

are related with the existing literature dealing with the two main research questions of

the study discussed in section 1.9. In a nutshell, chapter two provides information on

various relevant studies concerning culture and language learning.

Chapter Three

Chapter three explains the methodological aspects of the study. This chapter has been

divided into two parts. The �rst part includes information concerning the research design,

population, sample and sampling techniques, instrumentation and data collection process.

The data collection process has also been summarized in the form of a �ow chart (see

�gure 3.1). The second part of this chapter is concerned with initial data screening

process, which deals with missing value analysis, multivariate outliers, reliability scales

and validity measures. The initial data screening process has also been summarized in

the form of a �owchart (see �gure 3.8).

Chapter Four

This chapter reports the �ndings of the results concerning the �rst research question,

which is about L2 learning in formal contexts and informal contexts and its relationship
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to culture. The results in this chapter answer the research question that the role of

culture varies with respect to formal contexts and informal contexts in the perspective

of L2 learning in Pakistan. The chapter also consists of a detailed discussion concerning

the �ndings. At the end, the chapter concludes with the results concerning formal and

informal language learning in Pakistan.

Chapter Five

This chapter focuses on �ndings concerning L2 teachers' attitudes centered around cul-

tural awareness and language teaching in Pakistan. The chapter presents the quantita-

tive results obtained through a questionnaire from the language teachers in Pakistan. L2

teachers' attitudes are about culture-related activities, and the role of learners' native

culture and the target language culture. The chapter also includes a detailed discussion

which reviews the existing literature and also compares the study results with previous

research works. The chapter ends with a conclusion that L2 language teachers have

positive attitudes regarding the role of culture in language teaching in Pakistan.

Chapter Six

This chapter presents qualitative results concerning language teachers' attitudes based

on culture and language teaching in the language learning context in Pakistan. The

chapter also explains how the analysis of the open-ended comments has been done using

Nvivo software. The qualitative analysis of teachers' attitudes reveals that the results are

in accordance with the quantitative �ndings discussed in chapter �ve. The qualitative

study of teachers' attitudes also includes detailed discussions based on the comparison

and contrast of the study results with the existing literature discussed in chapter two.
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Chapter Seven

Chapter eight concludes the overall study, discussing the contribution of the study from

the perspective of culture and language learning. The chapter also includes the limitations

of the study as well as further research directions. References and appendices have been

included at the end of the thesis.
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2.1 Overview

The theoretical background of literature consists of three main sections. The �rst section

discusses the relation of culture and language. The second section deals with the role

of culture in second language learning. In this context, the study discusses the role of

culture in formal and informal contexts, which also relates to the �rst research question

of the study. The third section deals with the role of culture in language teaching. In this

perspective, the review of literature is based on teachers' attitudes towards culture and

language teaching and teachers' experiences of language teaching with respect to culture.

2.2 Culture and Language

2.2.1 Tentative De�nition of Culture

�A cultural group is not a collection of a number of individuals who live in a certain

area but rather the people who more or less conceptualize experiences in a similar

fashion�(Shari�an, 2008, p. 11).

Culture is explained as `the common ways of viewing the world by the members of a

community' (Kramsch and Widdowson, 1998). According to Kramsch and Widdowson

(1998), these common ways are reinforced by the societal institutions which include the

family, the school, the workplace, the church, the government, etc. These views further

give birth to common attitudes, beliefs, and values. A language is closely linked to

culture because these cultural attitudes, beliefs, and values are re�ected, interpreted, and

transmitted by language. Hence in relation to language, culture is de�ned as the people

who use the `same linguistic code' and share same contexts are supposed to belong to

the same culture (Kramsch and Widdowson, 1998). Therefore, culture is a system of

standards for perceiving, believing, evaluating and reacting. According to Hofstede and
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Hofstede (2005), �Culture is the programming of the mind that distinguishes the members

of one group or category of people from others�(Hofstede and Hofstede, 2005, p. 4).

Tapanes, Smith and White (2009) explain programming of the mind as �the integrated

patterns of human knowledge, beliefs, and behaviors learned and transmitted through

generations�(Tapanes et al., 2009, p. 26). Hofstede and Hofstede (2005, p. 77) view

that �culture is learned not inherited. It derives from one's social environment not from

genes.� Hofstede distinguishes human nature, individual personality and culture through

the model of culture shown in �gure 2.1.

Figure 2.1: Three Levels of Uniqueness in Human Mental Programming (Hofstede and
Hofstede, 2005, p. 77)

Figure 2.1 explains that culture di�ers from human nature in the sense that it is learnt

and speci�c to group or category as compared to personality and human nature.
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Culture is also explained as �dynamic and variable, i.e., it is constantly changing, its

members display a great range of behaviors, and meaning is being constantly changing

being constructed through human interaction and communication� (Paige et al., 2003, p.

4). As a result, di�erent cultures view situations in di�erent ways. According to Paige

et al., �words and meaning are linked to a cultural context and language and cultural

patterns change over time and vary according to a situation (Paige et al., 2003, p. 5).

What is important for an L2 learner is to be aware of these di�erent contexts of the

target language community for successful communication with the members of the target

language culture.

It is also important to discuss the terms `cross-cultural, inter-cultural and multicul-

tural' with reference to culture and language. Kramsch and Widdowson (1998) de�ne

the term intercultural and multicultural on the basis of `national boundaries' and `culture

shock'. �The terms cross cultural refers to the meeting of two cultures or two languages

across the political boundaries of nation-states. They are predicted on the equivalence of

one nation, one culture, and one language and the expectation that culture shock may

take place upon crossing the national boundaries� (Kramsch and Widdowson, 1998, p.

81).

The term 'intercultural' refers to communication between people from di�erent ethnic,

social, or gendered cultures within the boundaries of the same national language. Accord-

ing to Kramsch and Widdowson (1998)), inter-cultural di�erences do not cause 'cultural

shock' for other people in that culture. The term `intercultural' or `cross-cultural' more

or less are used for the same purpose in some studies.
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The term multicultural as compared to the previous two terms refers to the inhabi-

tants of di�erent cultures living in one country. They appear to promote a new culture

but at the same time they have also relationships with their home cultures.

It is important to know how people belonging to di�erent cultures think, behave and

view the world di�erently. The reason behind it is explained in the following section.

2.2.2 Culture Schema

The term cultural schema refers to the view that di�erent people behave, think and react

in a di�erent way. According to Shen (2009), �Schema is a technical term to describe

how people process, organize and store information in their heads� (Shen, 2009, p. 104).

Nishida (1999) explain cultural schema as:

When a person enters a familiar situation, a stock of knowledge of appropriate role

he/she should play in the situation is retrieved. In other words, every interactant's so-

cial world is usually constituted within a frame of familiar and pre-acquainted knowledge

about various situations. These various or pre-acquainted situations are called schema

(or schemata) (Nishida, 1999, p. 754).

Based on schema, there are three noticeable di�erences among language users across

di�erent cultures.

1. They interpret events and things di�erently. This includes their beliefs, ideas and

their ways of viewing the world.

2. They learn to react di�erently to events and to people of di�erent ranks. It relates

to the language behavior and social interaction among members of a community
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who share similar cultural values (Yule, 2010, p. 188).

3. They expect di�erent attitudes from members of other cultures. They learn to

expect behaviors from others as well (Kramsch and Widdowson, 1998). When their

expectations are not met, they experience culture shock. L2 learners during their

language learning process gradually raise their awareness of attitudes with respect

to the target language cultural assumptions (Chang, 2009, p. 64).

Based on these interpretations, reactions, and expectations, language users from dif-

ferent cultures view the world di�erently and behave in a di�erent manner. They think

di�erently because they do not agree on the meanings and the value of the concepts un-

derlying the words. The general structure of information established in people's minds

by the culture they live in is called frames or schemata. �The cultural schema, which

is socialized from birth into di�erent world views and habits of thoughts di�er even more

dramatically in their cognitive process� (Nisbett et al., 2001, p. 291).

Alptekin's (1993) research on L2 learning reveals that �the cultural schemata under-

goes a substantive degree of con�ict when one begins to learn a foreign language/second

language as the learners are obliged to learn not only the target language, but also the

culture associated with the language� (Alptekin, 1993, p. 137). According to him, the

con�ict on the basis of schema occurs due to the learners' existing schema based on their

�rst language culture.

Beamer (1995) in the perspective of cultural schema adjustment presents a model

based on cultural schema with respect to second language learners. The model describes

cultural schema in respect of cultural projections as shown in �gure 2.2.
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Figure 2.2: Cultural Schema Adjustment (Beamer, 1995, p. 147)

According to this model, when a person encounters a new culture, he or she creates a

projection of that culture in his or her mind as shown in �gure 2.2. This projected image

is the primary schema of that culture. The projected or primary schema adjusts as the

person gains more understanding of the target culture. Through this process of modi-

�cation and cultural encounter, the projected schema gets the re�ection of real schema

which has been shown as 'Culture A' in �gure 2.2.

The schema development begins from a cognitive con�ict or di�erence between `ex-

isting schema' and `new information' (Chang, 2009, p. 59). This development depends

upon the exposure of the new information with respect to a second language learning

context. �The cognitive processes triggered by a given situation are not generally uni-

versal but depend on the context and the particular metaphysical way of explaining the

world� (Nisbett et al., 2001). For example, in a given language learning context, where
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the learners' home culture is dominant, 'the existing schema' is in�uential. Similarly,

in a language learning context, where the target language culture is dominant, the new

information exposed to the learners is based on the target language cultural schema, and

the learners are obliged to learn this new information through experience. The L2 learn-

ers in Pakistan come across a language learning context where their existing schema or

home culture is dominant. In that case, their knowledge of other cultures or the target

language culture is a projection of the target culture as shown in �gure 2.2.

Synthesis

¶ Schema is the general information established in people's mind by the culture they

live in.

· The cultural schema undergoes a degree of change during second language learning.

¸ The schema development begins with the cognitive con�ict or di�erence between

existing schema and new information exposed to learners.

¹ The schema development depends upon the language learning context and the ex-

posure to the target language.

2.2.3 Culture and Comprehension

One of the aspects of culture in relation to language is comprehension. Alptekin (2002),

explaining the process of L2 learners' comprehension (in the context of Turkish language

learners) reveals that the language symbols are related to events or experiences in a cul-

ture, and �comprehension works better if the learners experience an event related with

a language symbol� (Alptekin, 2002, p. 136-141). That is why learners' comprehension



46 Chapter 2. Theoretical Background

with respect to their �rst culture is considered better as compared to the target lan-

guage culture. According to him, the learners, learning a second language in their own

country, may react to the target language cultural concepts di�erently due to a lack of

experience. Moreover, they may not be able to think and relate di�erent activities as the

native speakers of the target language culture think and relate in the case of the above

mentioned concepts. �Comprehension includes the totality of intentions, attributes, char-

acters, marks, properties, or qualities that object possesses or else the totality of inten-

tions that are pertinent to the content of a given discussion� (Alptekin, 2002, p. 136-141).

The other problem concerning comprehension is that L2 learners understand the target

language signs by applying their �rst language cultural patterns of thought. L2 learners

do so because they have never experienced the target language culture. Alptekin (2002)

referring to Widdowson explains that �the language which is real for native speakers, is

not likely to be real for non-native speakers. For a language to be authentic in its routine

pragmatic functioning, it needs to be localized within a particular discourse community�.

Language situations or the cultural contexts that are unreal for learners are di�cult for

them to comprehend.

Fuhong (2004) in the case of reading comprehension concerning the Chinese EFL con-

text, makes an experimental research through two texts, each based on a di�erent culture.

Findings reveal that the text without prior knowledge poses di�culties to the learners'

comprehension. �The learners read a portion of text which is meaningless, because the

text under consideration is not part of their prior knowledge� (Fuhong, 2004, p. 4). The

results also show that the teachers can build the background knowledge that is essential

to understand the other culture or the concept of `otherness' (Zarate, 2004). Due to the

gap between prior knowledge and new knowledge, learners are not able to integrate the

new information (Alptekin, 2002).
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Due to the lack of background information and the practical experience of the target

cultural events, the L2 learners apply L1 cultural patterns to comprehend and interpret

these events. It is the �rst culture which is familiar to L2 learners and which de�nes cul-

ture speci�c rules to them. In other words, the learners apply their �rst culture-speci�c

rules to comprehension. They comprehend the signs and objects according to their own

thinking which has been developed in their �rst language culture.

The knowledge of the target language culture that L2 learners learn in an ESL or EFL

context in their home countries is di�erent from what they experience in a target lan-

guage cultural environment. Ilieva (2001), working over the idea of `culture exploration'

discusses a number of problems concerning communication. Her research concludes that

culture exploration should focus on searching for meanings in a culture and their inter-

pretations (Ilieva, 2001, p. 12-13).

Culture in relation to comprehension will help in exploring the role of culture with

respect to comprehension. The idea of underlying meaning of expression will be useful for

the data analysis for the present study. Moreover, it will also be helpful to know about

the meaning attached to certain expressions belonging to culture.

Synthesis

¶ Comprehension poses di�culties to L2 learners in the case of cultural concepts

which are not a part of learners' experiences.

· Comprehension of cultural concepts depends on culture related background infor-

mation.
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¸ The di�culty in comprehension occurs because of the gap in the new knowledge

based on the target language culture and the prior knowledge based on the learners'

home culture.

2.2.4 Culture and Memory

The relationship between culture and memory is important when it is discussed from the

perspective of retrieval of cultural information or background knowledge. The informa-

tion retrieved from memory depends on `duration' and `capacity' (Cowan, 2001, p. 95).

Duration refers to the time distance of an event whereas `capacity' is linked to the repre-

sentation of an event by resetting the context to the state it held and then representing

associated items related to it (Botvinick and Plaut, 2006). Ndura (2004)'s research over

ESL culture bias material reveals that cultural information is easier to retrieve if it is

part of learners' experiences. Cultural information is already stored in learners' minds.

Cultural information shares a context among learners and with the help of that context

retrieving or recalling information becomes easier for learners..

Memory with regard to information is further divided into two categories; short-term

memory and long-term memory . Cowan (2008) explains short-term memory as �the

faculty of the human mind that can hold limited amount of information temporarily,

whereas long-term memory is a vast store of knowledge and a record of prior events�

(Cowan, 2008, p. 2). Botvinick and Plaut (2006) through their research on memory,

relate �the record of prior knowledge' or context-based information with long-term mem-

ory� (Botvinick and Plaut, 2006, p. 203). Context-based information is related to culture

and culture-based information is then part of long-term memory.

According to Scott and Schoenberg (2010), �the simple act of rehearsal facilitates

transfer to long-term memory but the emotional strength of material also facilitates con-
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solidation. Material associated with emotional experiences (positive or negative) is more

easily encoded and facilitates retrieval� (Scott and Schoenberg, 2010, p. 181). Scott and

Schoenberg, present a model concerning rehearsal and its transfer to long-term memory

as shown in �gure 2.3.

Figure 2.3: Stages of Memory (Scott and Schoenberg, 2010, p. 182)

According to Nishida (1999), �When people interact with members of the same cul-

ture in certain situations or they talk about certain information for a number of times,

schemas are generated and stored in their long term memory � (Nishida, 1999, p. 763).

Yang (2010) relates cultural schema (see section 2.2.2 Cultural Schema) with long term

memory. According to him, �Cultural schema is a cognitive construct which allows for the

organization of information in long-term memory. It is also termed as culture background

knowledge� (Yang, 2010, p. 175).

The discussion about retrieving of information and its relation to long-term memory

and culture will be valuable for the analysis of data concerning the present study. It also
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helps to relate the learners' background knowledge with long-term memory.

Synthesis

¶ Memory is the storage of information in the human mind.

· The information that stays for a temporary period of time is called short-term

memory.

¸ Long-term memory is referred to the storage of information for a longer period of

time.

¹ Cultural information is part of long-term memory as it remains in the mind for a

long period of time.

º Cultural information is retrievable from memory. Learners can retrieve and recall

it.

2.2.5 Culture and Identity

�Identity construction occurs through the identi�cation by the individual with particular

subject position with discourses. Taking this position, identity re�ects on individual rela-

tionship with the external environment and is regarded as multiple and �uid, constructed

through the recurrent interactions between the individual and the social� (Weedon, 1997,

p. 21).

�Cultural identity is often de�ned in terms of di�erences, or what it is not, in terms of

shared characteristics�(Baker, 2009, p. 61). According to Luk and Lin (2006), �Identities

are not pre-decided, �xed and static but are highly �uid sometimes incoherent, multi-

ple and con�icting� (Luk and Lin, 2006, p. 50). Baker (2009) favors the same idea as
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�identities are changeable and always in formation rather than inherited or static�(Baker,

2009, p. 61). Identity has a relation with language learning. Gao et al. (2002), working

on learners' identity construction explain that EFL learning is the �part and parcel of

students' self-identity construction� (Gao et al., 2002, p. 115). According to Weedon

(1997), �Language is the place where actual and possible forms of social organization,

and their likely social and political consequences are de�ned and contested (p. 21).

Researchers (Arnett, 2002; Kramsch and Andersen, 1999; Norton and Kamal, 2003;

Ryan, 2009) suggest L2 learners have both local and global identities. According to Ar-

nett (2002), �In addition to their local identity, young people should develop a global

identity that gives them a sense of belonging to a worldwide culture and includes an

awareness of the events, practices, styles and information that is part of the global cul-

ture� (p. 777). Similarly, according to Kramsch (1999), �The global spread of English

challenges learners to develop both a global and local voice� (Kramsch and Andersen,

1999, p. 131). The concept of bicultural identity supports cross-cultural learning for L2

learners, where similarities and di�erences contain bicultural knowledge. Ryan (2009),

working on L2 learners' identities who learn a second language in their home country

explains:

Con�icts and contradictions are essential to the very nature of social identity. There

may be potential for con�ict, where there is signi�cant divergence between the local values

and those linked to the global culture or in situations where there is an apparent contra-

diction between an individual' own sense of identity and an identity externally speci�ed

for that individual� (p. 32).

Gu (2010), working on the construction of EFL learners' identity and its relationship

to contextual and social in�uences presents a model as shown in �gure 2.4.
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Figure 2.4: L2 Learners' Identity and Context

According to Gu (2010), the three layers of contexts as shown in �gure 2.4 �interact

with the individual English language learners in a simultaneous and interrelated way� (p.

149). Referring to L2 learners who learn a second language in their home country, the

concept of imagined global community is important, which has been shown as external

layer in �gure 2.4. �Imagined community is a concept of reaching out of one's immediate

environment and experience� (Ryan, 2009, p. 33). Kanno and Norton (2003) explain

imagined communities as �groups of people not immediately accessible with whom we

connect through power of imagination� (p. 1). Jenkins (2007) in this respect proposes

the idea of �negotiated identities� (Jenkins, 2007, p. 230). Her research on identity that
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includes a number of participants from Asian countries reveals that English language

teachers' and learners' identities in expanding circles (see �gure 2.14) are often in con�ict

with or contradict the native speaker norms and L1 norms (Jenkins, 2007, p. 230). Her

concept of �negotiated identities� is similar to Kramsch and Widdowson (1998) idea of

�third place� in second language learning.

The relationship between identity and culture is important as �recent second language

research on identity is seen as socio-culturally constructed� (Norton, 2006, p. 2). Iden-

tity can be discussed in relation to multiple factors such as power, social and religious

values, which are part of culture. The discussion concerning identity is useful as it will

be discussed in the analysis section of the present study with respect to L2 learning and

teaching in Pakistan.

Synthesis

¶ Identity construction occurs through the identi�cation by the individual with par-

ticular subject position with discourses. Taking this position, identity re�ects on

individual relationship with the external environment.

· Cultural identity is often de�ned in terms of di�erences, or what it is not, in terms

of shared characteristics.

¸ Identities are not pre-decided, �xed and static but are highly �uid sometimes inco-

herent, multiple and con�icting.

¹ Researchers (Arnett, 2002; Kramsch and Andersen, 1999; Norton and Kamal, 2003;

Ryan, 2009) suggest L2 learners have both local and global identities.
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2.2.6 Cultural Awareness

The concept of cultural awareness is of high importance in the context of L2 learning in

Pakistan. The process of cultural awareness is quite di�erent from the process of cultural

exposure. Cultural exposure is related to experiencing another culture through direct

interaction with the members of another culture. In the case of second language learn-

ing in Pakistan, it is the cultural awareness that is central because cultural awareness

enables learners to negotiate culturally based meanings and to be aware of them when

communicating with the members of other cultures.

At the most basic level, cultural awareness is de�ned as �a conscious understanding of

the role of culture [that] culture plays in language learning and communication (in both

�rst and foreign language)� (Baker, 2009, p. 71). According to Tomlinson and Masuhara

(2004) cultural awareness is �the information about the characteristics of other people's

cultures, perceptions of our own culture and people's culture� (p. 6).

Cultural awareness also enables learners to have cultural tolerance. �Tolerance is one's

willingness to accept individuals or groups that are culturally or racially di�erent from

oneself� (Berry and Kalin, 1997, p. 242). According to Tomlinson (2001), �Cultural

awareness involves a gradually developing the inner sense of the equality of cultures both

connect and di�er. Such awareness can broaden the mind, increase the tolerance, and

facilitates international communication� (p. 5).

(Baker, 2009) explaining the disadvantage of the lack of cultural awareness views:

Language without cultural awareness is taught as a code that is removed from the orig-

inal culturally based meanings of the language and simply overlaid on to the meanings of
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learners' �rst language culture� (Baker, 2009, p. 69).

In this situation, L2 learners are compelled to renegotiate the meaning when commu-

nicating with learners from other cultures. This results in communication gap because of

lack of cultural awareness.

Tomlinson and Stempleski (1993) point out three elements of cultural awareness which

are as follows:

1. Awareness of our own culturally induced behavior

2. Awareness of others' culturally induced behavior

3. The ability to explain cultural perspective (Tomlinson and Stempleski, 1993, p. 5)

According to the above-mentioned points, cultural awareness starts through aware-

ness of learners' �rst cultural values. Then, learners are able to get awareness about other

cultures. In this sense, it is a cross-cultural approach where awareness of learners' �rst

culture leads them to awareness about other cultures.

The process of cultural awareness has been discussed by many researchers (Baker,

2009; Byram, 1997; Guilherme, 2002; Tomlinson and Masuhara, 2004; Tomlinson and

Stempleski, 1993). The present study includes Baker (2009)'s model of cultural aware-

ness shown in �gure 2.5 because some aspects of this model seem related to L2 learning

context in Pakistan.
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Figure 2.5: Baker Model of Cultural Awareness (Baker, 2009, p. 197)

The above model is basically consisted of three layers that start from basic cultural

awareness to advanced cultural awareness and then ends with intercultural awareness.
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Once learners are aware of how culture works in a language learning process, they

can further develop their understanding of a culture in which they are interested. Al-

tay (2005) based on his research �ndings presents some of the objectives of the cultural

awareness. According to him L2 learning and teaching should ensure that:

1. They understand that people act the way they do because they are using options

society allows for satisfying basic psychological needs

2. They understand that such social variables as age, sex, social class and place of

residence a�ect the way people speak and behave.

3. They can demonstrate how people conventionally act in the most common mundane

and crisis situations in the target culture.

4. They are aware that culturally conditioned images are associated with even the

most common target words and phrases.

5. They have developed the skills needed to locate and to organize material about the

target culture from the library, mass media and personal observation.

6. They possess intellectual curiosity about the target culture and empathy toward its

people. (Altay, 2005, p. 173)



58 Chapter 2. Theoretical Background

According to Baker (2009)'s model (see �gure 2.5) cultural awareness leads further

to intercultural awareness where learners can mediate between cultures. Bredella (2003)

describes the characteristics of intercultural awareness as:

1. Being intercultural means to reconstruct others' frame of reference and see things

through their eyes.

2. Being intercultural means to enhance self-awareness as cultural beings.

3. Being intercultural means to be able to accept the others' beliefs and values, even

if one cannot approve of them. Therefore tolerance plays an important role in the

intercultural experience.

4. Being intercultural is based on a concept of culture which does not determine the

individuals' behavior but enables them to mediate between contradictory values

and to pursue their interests.

5. Being intercultural comprises both involvement and the re�ection on this involve-

ment.

6. Being intercultural means to be aware of disquieting tensions in the intercultural

experience. One must recognize the other culture in di�erence. There are no

absolute beliefs and values. (Bredella, 2003, p.237)

The discussion concerning cultural awareness is useful in the context of L2 learning in

Pakistan as it is important for learners to know how a culture functions with respect to a

language. It also helps learners to negotiate culturally-based ideas when communicating

with people from other cultures.
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Synthesis

¶ At the most basic level, cultural awareness is de�ned as a conscious understanding

of the role that culture plays in language learning and communication (in both �rst

and foreign language).

· Cultural awareness involves a gradually developing inner sense of the equality of

cultures. Such awareness can broaden the mind, increase the tolerance, and facili-

tates international communication.

¸ The knowledge of cultural awareness results in intercultural awareness where learn-

ers can mediate between cultures.

2.2.7 Native Speakers and Non-Native Speakers of English

The concept of native and non-native English speaker is important in regard of the present

study as the present study will refer to both these terms time and again in the follow-

ing chapters. The discussion in this section will start with the di�erence between native

speaker and non-native speakers of English and then it will discuss learners' and teachers'

views concerning native and non-native teachers of English.

Cook (1999) de�nes a native speaker as �an individual who is a native speaker of L1

learnt in childhood� (Cook, 1999, p. 186). Medgyes (2001) de�nes a native speaker in

detail as �the native speakerhood is an intricate concept, which includes birth, education,

the environment in which the individual is exposed to English, the sequence in which

languages are learnt, levels of pro�ciency, cultural a�liation, and self-identi�cation� (p.

433). Moreover a native speaker possesses �(a) subconscious knowledge of rules, (b) an
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intuitive grasp of meanings, (c) the ability to communicate within social settings, (d) a

range of language skills, and (e) creativity of language use� (Cook, 1999, p. 186). On

the other hand, the term L2 refers to someone who is using or learning a second language.

The concept of native speakers and non-native speakers of English becomes important

when is seen in the context of language teaching. Medgyes (2001) de�nes NNESLTs as:

1. For whom, English is a second or foreign language

2. Who works in an EFL/ESL environment

3. Who speaks the same native language as his or her students.

Although the above de�nition applies to a much smaller group of non-native teachers,

but it represents well the NNESLTs in Pakistan. Chiba and Matsuura (2004)'s research

concerning Japanese language learning context reveals that NESTs and NNESTs di�er in

their ideas about teaching methods, topics as well as the perceptions of the communica-

tion. Timmis (2002) survey drew almost 600 responses including the language teachers

and the learners from Pakistan and revealed that �teachers opt for native-speaker com-

petence in both formal and informal language� (Timmis, 2002, p. 248). Cook (1999, p.

196)'s research similarly concludes that it is the L2 users themselves who want to be like

the native speakers of English.

On the other hand, Medgyes (2001, pp. 436-439) research based on a survey reveals

the following advantages of NNESTs:

1. NNESTs have more information on the basis of language awareness and pedagogic

skills.
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2. NNESTs are more insightful of internal mechanism directing language.

3. NNESTs also accumulate knowledge through their own experiences of learning a

language.

4. NNESTs are more perceptive of language di�culties based on their shared knowl-

edge of language learning context with L2 learners.

5. NNESTs, because of their familiarity with the teaching and learning context, are in

a position to set realistic aims for students as they are more aware of the constraints

of the national curriculum and teaching materials available.

Medgyes (2001, p. 439)'s research based on NESTs and NNESTs concludes that each

group has its own strengths and weaknesses, and an organized collaboration is a way to

bene�t from each other.

It is important to highlight the situation concerning the language context in Pakistan.

The ratio of NESTs is very low as compared to the NNESTs. It will be discussed in

detail in the analysis section (see section 5.3 Cultural In�uence). Moreover, the language

teachers and the learners share the same cultural values in Pakistan. Therefore the

language teachers in Pakistan have the advantage of having developed adequate pedagogic

skills because of their own language learning experience.

Synthesis

¶ A native speaker is the one who learns language in childhood. A native language

is referred to as L1. It also includes birth, education, and environment in which

individual is exposed to English, and cultural a�liation.

· A non-native speaker is an individual, who learns a language in his post childhood

stage of life. It involves a conscious learning of a language.
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¸ NESTs and NNESTs have their own strengths and weaknesses with respect to their

experience and language learning context.

¹ A collaborative teaching consisting of NESTs and NNESTs is a way to share the

experience of both groups with each other.

2.2.8 The Target Language Culture and Learners' Native Cul-

ture

The discussion concerning the target language culture and learners' native culture is

aimed to clarify the di�erent aspects of culture, associated with L2 learning.

Before going into the details concerning the target language culture and learners' na-

tive culture, it is important to de�ne culture in the context of L2 learning.

�Culture is a framework of assumptions, ideas, and beliefs that are used to interpret

other people's actions words, and patterns of thinking. It is important for language learn-

ers to become aware of these di�ering cultural frameworks, both of their own and those of

others, otherwise they will use their own cultural system to interpret the target language

messages� (Cortazzi and Jin, 1999, p. 197)

The target language culture refers to cultural values related to English-speaking cul-

tures. These English-speaking cultures have been termed as `inner-circle' through Kachru

(2006)'s concentric model of English (see �gure 2.14, Kachru's Concentric Model of En-

glish). On the other hand, learners' native culture has an in�uence on learners' attitudes,

beliefs, and patterns of thinking. The role of learners' native culture depends upon the

language learning context. Its in�uence is higher when L2 learners learn English in their

home countries such as English language learning in Pakistan. According to Clouet (2005,
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p. 55), �In�uence of the host culture comes from the status of the host language in a

de�nite country. The a�ective link between the learner and the language being learnt

can a�ect the way the other culture is perceived�. Both types of culture play their role

in learning a second language.

There are di�erent views concerning culture and language learning concerning the

target language culture and learners' native culture. The �rst view states that culture

and language are interrelated, and culture should be taught along with English so that

learners can communicate successfully with the members of other cultures (Byram, 1997;

Byram and Morgan, 1994; Kramsch, 2000; Kramsch and Widdowson, 1998). The second

view states that the teaching and learning of English should focus on learners' native

culture in a language learning context where English is an institutionalized variety. Ac-

cording to them English should be taught for instrumental purposes or for getting jobs

and higher education (Alptekin, 1993, 2002; Canagarajah, 1999; Kachru, 1998, 2006;

Kachru and Smith, 2008).

Cortazzi and Jin (1999, p. 197) explain three main aims of introducing the target

language culture.

1. The development of communicative competence for use in situations the learners

might expect to encounter

2. The development of an awareness of the nature of language and language learning

3. The development of an insight into the foreign culture and positive attitudes towards

foreign people

The other aspect where culture is deeply involved in second language leaning is related
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to teachers and textbook authors. Their awareness and experience of the target language

culture plays a role in L2 learning. Bolitho (2012) explains the in�uence of culture on

language learning as:

Classroom teaching, textbook and curriculum writing, and examination procedures are

in a sense a manifestation of the values, attitudes, beliefs, theories, and experience of

those who design and deliver these behaviors and artifacts (Bolitho, 2012, p. 41).

Zikri (2010, p. 205) investigating about a language curriculum project by the British

Council in Egypt explains that the lack of cultural interaction between expatriates and

the host culture happens to be one of the reasons for curriculum failure. According to

Cortazzi and Jin (1999) the language curriculum on the basis of content can be divided

into three types. These three types have been illustrated in �gure 2.6.

Figure 2.6: Cultural Content on the Basis of Di�erent Types (Cortazzi and Jin, 1999, p.
204)
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In �gure 2.6 C1 refers to learners' native culture, C2 refers to the target language

culture, and C3 refers to other cultures presented in textbooks for learners' information.

Apart from the language curriculum, teachers are one of the important factors, who

play their role in cultural awareness. Teachers' awareness of the target language culture

is an essential aspect for cross cultural learning. Kramsch (2000, pp. 205-206) suggests

the following four aspects in order to introduce the target language culture.

1. Establishing a sphere of interculturality (between the target language culture and

learners' native culture).

2. Going beyond the presentation of cultural facts and moving toward a process of

understanding foreignness.

3. Teaching culture as di�erence (regarding aspects like age, race, gender, social class).

4. Teachers need to have some understanding of a wider range of subjects such as

sociology, ethnography, and sociolinguistics.

Clouet (2005, p. 58) investigating teachers' position between the learners' native cul-

ture and the target language culture recommends language teachers who can mediate

between cultures. Medgyes (1999) views bicultural teachers more suitable than a mono-

lingual/monocultural speaker.

Keeping in view the language learning context in Pakistan, where the L2 learners have

less opportunities to communicate with the native speaker of the target language and to
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experience the target language culture, the teachers' bicultural experience can make the

learners aware of the target language culture vis-a vis their own cultural values. To me-

diate between the target language culture and the learners' native culture, the teachers'

experience of the target language culture is of central importance in Pakistan.

Synthesis

¶ The target language culture refers to cultural values related to English-speaking

cultures.

· Learners' native culture refers to their �rst language culture, which has an in�uence

on learners' attitudes, beliefs, and patterns of thinking.

¸ The target language culture and learners' native culture determine the learners'

interest in a language curriculum.

¹ Teachers' bicultural experience of the target language culture and learners' native

culture is of central importance to teach culture and language.

2.3 Formal Contexts and Informal Contexts

In this part I shall discuss the relationship between context and culture. This part of the

review of literature is related to my �rst research question, which states:

Does the role of culture vary with respect to formal and informal contexts

in second language learning in Pakistan?

This theoretical part will discuss two types of learning contexts and their relationship

to culture. Formal contexts refer to instructed language learning which takes place inside
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the classroom whereas informal contexts are concerned with the social factors that play a

role in learning a second language outside the classroom. The language-learning contexts

have been summed up in �gure 2.7.

Figure 2.7: Formal Contexts and Informal Contexts of L2 Learning

Figure 2.7 shows that formal language learning refers to L2 learning that takes place

inside the classroom, whereas informal learning is related to language learning outside

the classroom. Informal language learning is linked to social learning. The di�erence

between formal language learning and informal language learning will be explained in

section 2.3.1.

2.3.1 The Di�erence Between Formal and Informal Learning

Ellis (1990) de�nes formal learning and informal learning as � a kind of studial activity
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on the part of learner-for example an attempt to learn about the language by obtaining

information about explicit rules of grammar. Informal learning takes place through ob-

servation and direct participation in the communication-learning is a process of discovery,

which takes place spontaneously and automatically providing certain conditions� (Ellis,

1990, p. 2). It is better to describe here the di�erent terms which are used with respect

to formal and informal learning. Formal learning is referred to as `instructed learning' or

`classroom learning', whereas informal learning is referred to as `naturalistic learning' or

`social learning'.

To Ellis (1990), the main distinction between formal and informal learning is due to

the `domain factor'. A domain is a set of factors that a�ect the way a language is used.

�The domains of formal setting and informal setting can be distinguished with respect to

such factors as location, participants, topics and purposes� (Ellis, 1990, p. 2). Based on

domain, language learning in formal settings (i.e. classroom setting) possesses a limited

range of location, participants, topics. Informal learning is characterized by a greater

range of settings, participants, topics and purposes.

Colardyn and Bjornavold (2004) de�ne formal language learning as �learning that oc-

curs within an organized and structured context, and that is designed as learning. It may

lead to a formal recognition (diploma, certi�cate). Formal learning is intentional from the

learner's perspective� (Colardyn and Bjornavold, 2004, p. 71). They also de�ne informal

learning as �learning resulting from daily life activities related to work, family, or leisure.

It is often referred to as experiential learning and can to a certain degree be understood

as accidental learning. It is not structured in terms of learning objectives, learning time

and/or learning support. Typically, it does not lead to certi�cation. Informal learning

may be intentional but in most cases, it is non-intentional� (Colardyn and Bjornavold,

2004, p. 71). Eaton and Ainsworth (2010) favor the same concept by describing formal
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learning as:

1. Learning that takes place in an organized manner, often following a curriculum or

program.

2. Learning is often lead by experts and trained professionals (e.g. teachers).

3. Learning is recorded or grades or credit are granted.

and by describing informal learning as:

1. Learning that does not take place in a formal setting. Informal learning can happen

any time, any place.

2. Learning that is likely to be spontaneous (Eaton and Ainsworth, 2010, p. 11-13).

Batstone (2002) describes formal and informal contexts as `learning contexts' and

`communicative contexts'. For Collentine and Freed (2004) �Learning contexts facilitate

input and learners' output normally with the help of an organizer or teacher so that they

can attend to form and take risks toward the ultimate goal of improving linguistic exper-

tise. On the other hand, communicative contexts require that the learners use L2 as a

tool for exchanging information and participating in social and interpersonal functions�

(Collentine and Freed, 2004, p. 155).

Formal learning/instructed learning is believed to occur in the classroom and infor-

mal learning/naturalistic learning is related with a natural environment. However, it is

di�cult to separate one from the other on the basis of di�erent settings. �The classroom

learning can involve informal learning-for example when learners have opportunity to

engage in meaning focused communication. Similarly, naturalistic learning can involve

formal learning when a learners asks a question about a linguistic form in the middle of

a conversation� (Ellis, 1990). However, classroom learning a�ords more opportunities for
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formal learning and naturalistic learning provides more opportunities for informal learn-

ing. Both formal and informal settings play a role in learning a second language.

Synthesis

¶ Formal language learning contexts refer to instructed language learning or classroom

learning. The learning in formal contexts takes place through instructions.

· Informal language learning contexts refer to learning through social interaction,

which happens outside the classroom learning. It takes place through observation

and direct communication.

¸ Formal and informal learning contexts are characterized with respects to domain

factor (such as location, participants, topics and purpose). The domain factor in

the case of formal contexts is limited as compared to informal contexts.

2.3.2 Formal Contexts

Both formal and informal contexts are in�uenced by culture. In relation to the e�ect of

culture over formal contexts, Kramsch (2004)'s research, focusing on Vygotsky's semiotic

analysis, suggests that �a learning context repertoire (e.g. topics, interactional conven-

tions, written and oral genres or a context to which a lesson is or is not teacher fronted)

provides the most salient data points to understand the e�ects of socio-cultural vari-

ables on SLA� (Kramsch, 2004, p. 111). According to Chang (2002), �The L2 classroom

context can be constructed as a place of cultural intersection, where learners can ex-

plore multiple cultural and linguistic perspectives, gaining new perspectives into cultural

selves, building knowledge about others, and developing culture-and-language learning

strategies� (Chang, 2002, p. 2).
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Ellis (2005, pp. 2-12) de�nes some principles for instructed language learning. These

principles provide information about language learning in the classroom, and also suggest

ways to develop instructed language learning.

¶ Instructions need to ensure that learners develop both a rich repertoire of formulaic

expressions and a rule-based competence.

· Instructions need to ensure that learners focus predominantly on meaning (prag-

matic meaning, i.e. the highly contextualized meanings that arise in acts of com-

munication).

¸ Instructions need to ensure that learners also 'focus on form' (form-function map-

ping, i.e. the correlation between a particular form and the meaning(s) in the

communication, i.e. awareness of underlying abstract rules).

¹ Instructions need to be predominantly directed at developing implicit knowledge of

the L2 while not neglecting explicit knowledge.

º Instructions need to take into account the learners' `built-in syllabus'.

» Successful instructed language learning also requires extensive L2 input.

¼ Successful instructed language learning also requires opportunities for output.

½ The opportunity to interact in L2 is central to developing L2 pro�ciency.

¾ Instruction needs to take into account the individual di�erences in learners.

¿ In accessing learners' L2 pro�ciency, it is important to examine free as well as

controlled production (Ellis, 2005, pp. 2-12).
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The above-mentioned principles explain the aspects of classroom learning and teach-

ing. In fact, most of these aspects are related to the socio-cultural aspect of language

teaching. Every aspect of language learning whether instructed or informal brings an

awareness of language use within a speci�c situation. In other words, awareness of socio-

cultural aspects is necessary for language competence. Cook (2001) views every aspect

of language related to a situation.

To teach an appropriate speech style for a given speech event, it is necessary to teach

students a range of co-occurring contextualization clues that constitute the speech style.

Furthermore, it is important to instruct students to pay attention to the relationship be-

tween linguistic form, its social meaning, and the social context in which that particular

meaning is fore grounded, [. . . ] only when students are told to pay attention to these

forms; they may recognize the social meanings (Cook, 2001, pp. 100-101).

According to Ellis (2005), the process of language learning can be seen in the perspec-

tive of `extensive input and extensive output', which involves language exposure that is

also linked to cultural awareness.

In a second language learning context (such as ESL learners in the UK or the US),

learners can be expected to gain access to plentiful input outside the classroom. [. . . ] In

a foreign language learning context (as when French and Japanese is taught in schools

in the UK or the US), there are fewer opportunities for extensive output. (Ellis, 2005, p. 8)

Similarly, in a second language learning context (such as the ESL learning in Pak-

istan), where the learners' �rst culture is dominant outside the classroom, the learners

have fewer opportunities for extensive input and extensive output. Hence, it becomes a

great task for second language learners to be aware of social meaning and social context
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of the target language aspects.

Another aspect of the relationship between culture and formal language learning is

related to the cultural background to which learners, teachers, and textbook authors

belong. Formal language learning is also in�uenced by culture in the sense that learners,

teachers and textbook authors share similar or di�erent cultural values. Cortazzi and

Jin (1999), discuss three main aspects, which are related to culture in the perspective of

formal language learning.

¶ Learners

· Teachers

¸ Textbook Authors (Cortazzi and Jin, 1999, p. 196-219)

According to them, language learning contexts di�er with respect to these three as-

pects in di�erent countries. In some language learning contexts, teachers and learners

share the same cultural values. However, textbook authors belong to the target language

culture. The situation is similar for L2 learning in Pakistan, where learners and teachers

share the same cultural values. However, ESL textbook authors belong to the target

language culture. All these aspects are related with formal language learning. Cortazzi

and Jin (1999)' model of culture and language teaching with regards to formal language

learning has been summed up in �gure 2.8.
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(a) A Three Party Dialogue with Culture Content

(b) Teachers' and Students' Cultural Resources

Figure 2.8: A Model of Cultural Teaching With Respect to Formal Language Learning
(Cortazzi and Jin, 1999, p. 211)

Figure 2.8a shows the factors that are involved in culture and language learning in

formal contexts. Figure 2.8b is related to the fact that teachers and learners bring their

own cultural resources to the classroom context, when teachers and learners share the

same cultural values as compared to the textbook authors. Referring to �gure 2.8b,

Cortazzi and Jin (1999) explain, �If learners and teachers do not have much knowledge of

the target language culture, they bring their own cultural resources. These resources are

based on their understanding of their source culture (�rst language culture)� (Cortazzi

and Jin, 1999, p. 211).

The discussion concerning di�erent aspects of formal language learning in relation to

culture is helpful as it is related to the analysis concerning formal language learning in

Pakistan (see section 4.4)
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Synthesis

¶ Formal language-learning contexts cover a wide range of L2 learning aspects. For-

mulaic expressions, rule-based competence, awareness of underlying abstract rules,

extensive L2 input, extensive L2 output, are some of the aspects concerning formal

contexts.

· Formal language learning is also in�uenced by culture as every aspect of language

is related to a situation, which is directly or indirectly linked to culture.

¸ Formal language learning is also in�uenced by culture from the perspective of learn-

ers, teachers and authors' a�liation with a culture.

2.3.3 Informal Contexts

The informal contexts refer to social contexts, which cover a wide range of social interac-

tion among L2 learners. Interactions through informal contexts demand observation and

participation on the part of learners. The following two theories are important from the

perspective of informal contexts.

ã Complex Adaptive System

ä Cultural Cognition

2.3.3.1 Complex Adaptive System

In this section, we will explain how relationships between parts or agents give rise to the

collective behavior of a system or group (Shari�an, 2009). The learners' language devel-

opment is not limited to a �xed set of grammatical rules rather it is dynamic from the

perspective of the relationship between language and culture. One example of language

being dynamic is presented through complex adaptive system (Beckner et al., 2009). This

system explains the relationship between language and social factors. Complex adaptive
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system (CAS) involves the following features.

• The system consists of multiple agents (the speakers in a speech community) inter-

acting with one another.

• The system is adaptive, i.e. speakers' behavior is based on their past interactions,

and current and past interactions together feed forward into future behavior.

• A speaker's behavior is the consequence of competing factors ranging from percep-

tual mechanics to social motivations.

• The structure of language emerges from interrelated patterns of experience, social

interaction, and cognitive process.

(Beckner et al., 2009, p. 2)

The complex adaptive system (CAS) is signi�cant from the perspective of the present

study because it discusses the multiple agents or sources, which a learner comes across

in a community. L2 learners in Pakistan learn a second language in their �rst language

socio-cultural environment, where the agents or the sources for communication in second

language belong to the learners' �rst culture.

The Complex adaptive system is about the speaker's behavior, i.e. the speaker's be-

havior is based on his/her past interactions, and current and past interactions together

feed for future interactions. The speaker's past, present and future interactions are re-

lated to the social and cultural factors that are familiar to the speakers who interact

with one another. The learners, on the basis of shared social and cultural values, are

able to relate their actions, which are part of their past and present. The L2 learners'

native culture in�uences their social interaction when they learn a second language in



2.3. Formal Contexts and Informal Contexts 77

their home country. As a result, L2 learners develop a `new cultural identity' (see section

2.2.5 Culture and Identity) which is di�erent from the target language speakers and is

referred to as `third place' (Kramsch, 2000).

The last aspect of the complex adaptive system is about the structures of language,

which states that the learners' structures of language emerge from interrelated patterns

of experience, social interactions and cognitive process. When a language is owned by a

society that has its own distinct culture, then due to the interrelated patterns of experi-

ence, social interaction, cognitive process, changes emerge at the level of social interaction

and cognition with respect to its speakers.

The complex adaptive system in general discusses the relationship between social

agents that play a part in the social interaction and communication that take place in

social settings. The other aspect linked to social interaction is cultural cognition, which

has been discussed in detail in section 2.3.3.2.

2.3.3.2 Cultural Cognition

Cultural cognition is the particular form of group level or collective cognition �that

emerges from the interactions between the members of a cultural group across time

and space�(Shari�an, 2008, p. 5). Shari�an terms cultural cognition as the form of

`distributed cognition' in the sense that cognitive structures whose interactions lead to

emergent properties are distributed across the minds of the members in a cultural group.

Cultural cognition is also termed as emergent and dynamic; hence, it changes and

evolves across time and space. Shari�an (2008, p. 4) notes that �members of a cultural

group negotiate and renegotiate their cultural cognition across generations vertically and
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horizontally, through a multitude of communicative events�.

The other characteristic of cultural cognition is of cause and e�ect. A cause is a

process of reshaping, which an individual receives from a society or culture, whereas an

e�ect is the change which an individual brings to others in a community. In this sense,

the role of an individual is two-fold as explained by Shari�an (2008).

On the one hand an individual is the locus of cultural cognition and can have a causal

role in its development, dissemination, and reinforcement. On the other hand, an in-

dividual's performance can be in�uenced or determined to a varying degree by cultural

cognition that characterizes the cultural group. (Shari�an, 2008, p. 9)

Shari�an (2009), working on collective cognition and language, explains the reasons

for its complexity. The �rst reason is the di�culty to determine the cultural boundaries.

It is an open system. The second reason is that the members of a cultural group may

not share the same cognitive process or the cognitive process of the members of a com-

munity may vary inside a culture. Therefore, cultural cognition cannot be limited to

individuals. Thirdly, in today's globalised world most people move inevitably between

cultural groups and internalize cultural conceptualizations from more than one group.

They are an example of blended cultural cognition. Therefore, cultural cognition is `the

constant communicative interaction between the members of a group that leads to the

emergence of a collective, cultural cognition' (Shari�an, 2009). According to Panzarasa

and Jennings (2006), cultural cognition is the move from agents' cognition to a social

cognitive process via social interaction. Cultural cognition involves two basic skills as

explained by Panzarasa and Jennings (2006).

Firstly, the agents need 'detecting skills' to attribute mental attitudes to other lan-
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guages. Secondly, they also need 'reasoning skills' to use information about other agents'

mental attitudes and make predictions about those agents' further mental attitudes and

behavior. For collective cognition to emerge, both these skills are needed. Agents need to

believe that others believe they belong to the same cognitive network; hence they need to

represent each other in cognitive terms. (Panzarasa and Jennings, 2006, p. 404)

In the same perspective Shari�an (2008) explains the in�uence of cultural cognition

as follows:

Culture cognition is usually the basis for many aspects of our actions and behaviors in

two senses: one is that our behavior, including our linguistic performance, largely derives

from our cognition, and second is that we largely operate on the basis of assumptions that

our interactants' behavior draws on the same cultural cognition. (Shari�an, 2008, p. 6)

The purpose of explaining culture/collective cognition is to clarify second language

learning in Pakistan. The above discussion makes clear that the process of cognition takes

place at the individual and collective levels. The language learners in Pakistan possess

individual and collective cognition similar to their fellows because of their integration

into the same culture. Their individual and collective cognition is di�erent with respect

to the target language speakers because of their a�liation to di�erent cultures.

Synthesis

¶ Complex Adaptive System (CAS) explains relationship between agents that give

rise to the collective behavior of a group.

· Cultural cognition emerges from the interactions between the members of a cultural
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group across time and space. It is also called shared cognition.

¸ Members of a cultural group negotiate and renegotiate their cultural cognition

vertically and horizontally.

¹ Cultural cognition possesses the property of cause and e�ect. Culture brings

changes to individual cognition, which is an example of cause. In return, the indi-

vidual brings variation to other peoples' cognition, which is an example of e�ect.

2.3.4 Social Resources Concerning Informal Contexts

The discussion concerning social resources involves information concerning material re-

sources, which are used by learners outside the classroom. Tissot (2004) describing infor-

mal learning explains, �Learning resulting from daily activities related to work, family or

leisure. It is not organized or structured (in terms of objectives, time or learning support).

Informal learning is in most cases unintentional from the learner's perspective� (Tissot,

2004, p. 76). According to Crystal (2003), �The ways people value a language, the ways

in which people come to use it, the situation in which they depend on it. The answer to

these questions gives a sense of language usefulness� (Crystal, 2003, p. 77). Palfreyman

(2006) through his research on social contexts reveals that `the second language learning

needs to be seen as a process occurring not simply in an individual but through the in-

terconnected parts of class, family, social grouping' (Palfreyman, 2006, p. 353). Social

resources play an important role in the second language development of L2 learners. The

notion of community is of key importance as it in�uences the way the learners learn a

second language. It has been described earlier (see section 2.3.3.2, Cultural Cognition)

how learners are attached cognitively and culturally to their community. The social fac-

tors in learning a second language are important because learners spend a considerable

amount of time interacting with members of their communities. According to Palfreyman

(2006), L2 learning is `understanding and practice'. Understanding involves developing
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an awareness of how language works. It includes an awareness of how semantic, linguistic

and social systems interact in the way language is used. On the other hand, practice

is `applying internalized awareness of language to participating (receptively and/or pro-

ductively) in communicative events' (Palfreyman, 2006). Lantolf and Thorne (2007),

rede�ning the socio-cultural theory in the context of L2 learning, explain that �the most

important form of human cognitive activity develops through interaction within social

and material environments� (Lantolf and Thorne, 2007, p. 198).

Until now, we have concentrated on the importance of social interaction, and its re-

lationship to culture and cognition (see section 2.3.3.1 Complex Adaptive System and

section 2.3.3.2). It is important to consider the mediums of social interaction used by

learners in informal settings. With the passage of time, the social resources of commu-

nication have changed to some extent. Social interaction has adopted new technologies

such as the use of Internet, e-mail, text messaging, television, social networks such as

Facebook, and the use of electronic and print media (Collins, 2005; Liu et al., 2002; Pal-

freyman, 2006) . Palfreyman (2006) terms the above-mentioned resources as `material

resources'. Kramsch and Thorne (2002)'s research on `global communicative technologies

for second language learning' emphasizes 'the need to look at these digital spaces as social

places. Referring to the new sources of communication(Internet, email, etc), Kramsch

and Thorne (2002) term these resources as `a nexus of connectivity, social interaction

and community building in novel formations'. Kramsch and Andersen (1999) view that

multimedia technology is helpful in observing and choosing the socio-culturally relevant

features of the context and putting linguistic features in order to arrive at some under-

standing of the language in use. The present research aims to �nd out the use of above

social resources for L2 learning in Pakistan.

Some of the examples of material resources are mobile phones, advertisements, tele-
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vision programs, language websites/online language learning, newspapers, and computer

assisted programs. These material resources are linked with culture in the sense that peo-

ple share their thoughts and values with other people from their culture as well as with the

people from other cultures. According to Collins (2005)'s research work concerning mate-

rial resources generally and mobile communication especially, mobile multimedia content

can create a rich learning environment that is particularly suited to the teaching of second

and foreign languages, including developing listening, speaking, and reading skills, as well

as cross-cultural awareness (Collins, 2005, p. 1). Altay (2005)'s research work is based

on the cultural dimension of language teaching, which investigates the source of cultural

information for language teachers. The study results reveal that �cultural information

concerning the target language culture comes from newspapers, magazines, radio, and

television� (Altay, 2005, p. 227). Similarly Power and Shrestha (2009) link communica-

tion through material resources with the socio-cultural theory of learning. �Socio-cultural

theory of learning argues that human mental functioning is fundamentally a mediated

process that is organized by cultural artifacts, activities, and concepts� (Lantolf and

Thorne, 2007, p. 197).

The discussion concerning social and material sources is important in the sense that

the present study has investigated material resources in the form of informal learning

through a quantitative study (see section 4.6 Chapter 4).

Synthesis

¶ Language resources that are used outside the classroom context in informal settings

are referred as social resources or material resources.

· The social or material resources involve a wide range of resources such as mobile,
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the Internet, TV, newspapers, computer-assisted programs, etc.

¸ The social and material resources are helpful in observing and choosing the socio-

culturally relevant features of the context.

¹ The social and material resources are linked to culture because people share their

thoughts and values with other people from their own culture as well as with the

people from other cultures.

2.3.5 Vygotsky's Theory of Sociocultural Learning

Vygotsky's sociocultural theory relates to children's language development with respect

to their social interaction. However, the theory is also applicable to second language

learning. The present section is aimed to discuss sociocultural theory in the light of sec-

ond language learning. According to Kao (2010), �Sociocultural theory o�ers researchers

a theoretical perspective with which to examine language learning as a social practice,

consider students as active participants in constructing language processes and investi-

gate the interaction between di�erent social factors (Kao, 2010, p. 114).� According to

Zheng (2005), �Human development can not be viewed separately from the social con-

text. Development occurs as a result of interaction between novices and experts in the

environment� (Zheng, 2005, p. 120).

It is important to consider the way language development takes place with respect

to SCT. According to Lantolf and Thorne (2007), �Developmental process takes place

through participation in cultural, linguistic, and historically formed settings such as fam-

ily life and peer group interaction, and in institutional contexts like schooling, organized

sport activities, and work places� (Lantolf and Thorne, 2007, p. 197). In this way, SCT

theory is concerned with both formal and informal language learning. It involves both

organized learning in classroom settings as well as the social interaction that takes place
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outside the classroom.

SCT is related to both formal and informal language learning as Kozulin (2003, p.

17) regards SCT as �mediation through another human being and mediation in the form

of organized learning activity.� The main aspect of SCT is social learning, where oth-

ers (people and materials) also play their role in the language development of a learner.

Kozulin (2003, p. 35)'s research work on SCT concludes that �learning is both individual

and sociocultural and the importance of understanding not just individual but also social

and cultural dimensions of the learning situation that are conceptualized through the no-

tions of psychological tools and mediation.� Vygotsky's sociocultural theory of learning

has been shown in �gure 2.9.

Figure 2.9: Vygotsky's Sociocultural Theory of Learning Kozulin (2003, p. 18)



2.3. Formal Contexts and Informal Contexts 85

Figure 2.9 shows three main aspects of SCT. The �rst aspect is the ZPD, which is

related to learners' potential development. The ZPD is of central importance as the other

aspects are dependent on it. The second aspect is mediation. It is related to physical

and symbolic tools, which are used to achieve a point in language learning. The third

aspect is related to psychological tools or regulation, which takes place at two levels: the

social and inner level. Therefore, sociocultural theory of second language learning relates

to the following aspects.

1. Zone of Proximal Development

2. Mediation

3. Self-Regulation

2.3.5.1 Zone of Proximal Development (ZPD)

According to Lantolf and Thorne (2007, p. 208), �The ZPD is understood as the di�er-

ence between what an individual can do independently and what he or she is able to do

with mediation.� It is important to explain the original explanation made by Vygotsky

concerning the ZPD.

...the distance between the actual developmental level as determined by independent

problem solving and the level of potential development as determined through problem solv-

ing under adult guidance or in collaboration with more capable peers. (Vygotsky, 1978,

p. 86).

Chaiklin (2003) simpli�es the zone of proximal development as �an interaction on

a task between a more competent person and a less competent person, such that less
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competent person becomes independently pro�cient at what was initially a jointly ac-

complished task� (Chaiklin, 2003, p. 41). Therefore social interaction between a more

competent learner and a less competent learner results in language development of both

of them. The more competent learners is able to reinforce his existing knowledge whereas

the less competent learner is able to learn new rules.

According to Kao (2010), �the interaction between people and their environments, and

peers, helps activate students' learning in the ZPD, internalizes the learning process and

then eventually constructs development� (Kao, 2010, p.120). Therefore, in mediation,

social factors are crucial, as these stimulate learning in the ZPD.

Mitchell and Myles (2004) focus on language learning with a socio-cultural view where

social comes before individual and, then learning occurs. They explain learning as:

learning is seen as �rst social, then individual, �rst inter-mental, then intra-mental.

Thus, learners are seen as active constructors of their own learning environment, which

they shape through their choice of goals and operations (Mitchell and Myles, 2004, p. 221).

The ZPD has been described as a �site where language is shared and internalized

through mediation� (Zheng, 2005, p. 124). In the context of SCT, Pedro and Jennifer

(2003)'s model concerning cognitive socialization is helpful to understand the concept of

ZPD both at individual and social level. Figure 2.10 shows Pedro's model of development

in the perspective of the ZPD.
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Figure 2.10: Zone of Proximal Development (Pedro and Jennifer, 2003, p. 385)

Figure 2.10 shows that the ZPD works at two levels: the social level and the individual

level. Moreover, the development at the social level in�uences the development at the

individual level. Pedro and Jennifer (2003, p. 384) concerning the model suggest, �Indi-

vidual development is co-constructed jointly as cultural development progresses, playing

more in�uential role.�

2.3.5.2 Mediation

Poehner and Lantolf (2005) de�ne mediation as �hints, prompts, and leading questions

that vary in their degree of explicitness (P. 15). Mediation is one of the important factors.

�The fundamental concept of sociocultural theory is that human mind is mediated (Lan-

tolf, 2000, p. 1). Mediation is also related to culture in the sense that �physical as well
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as symbolic (or psychological) tools that are used for mediation are artifacts created by

human cultures over time and are available to succeeding generations, which can modify

these artifacts before passing on to future generations (Lantolf, 2000, p. 1). According

to Kao (2010), mediation represents the use of tools, which refers to things which are

adopted to solve a problem or reach a goal. Among these tools, language is the most

signi�cant one� (Kao, 2010, p. 115). The concept of mediation can better be understood

through the example of a digging process, given by Lantolf and Thorne (2007).

If we want to dig a hole in the ground in order to plant a tree, it is possible, following

the behavior of other species, to simply use our hands. However, modern humans rarely

engage in such nonmediated activity; instead we mediate the digging process through the

use of a shovel, which allows us to make more e�cient use of our physical energy and to

dig a more precise hole. We can be even more e�cient and expend less physical energy

if we use a mechanical digging device such as a backhoe. Notice that the object of our

activity remains the same whether we dig with our hands or with a tool, but the action of

digging itself changes its appearance when we shift from hands to a shovel or a backhoe

(Lantolf and Thorne, 2007, p. 199).

The process of mediation is not limited to objects and symbols. Williams and Burden

(2009) explain that mediators can also be people who play an important role in enhancing

a child's learning by selecting and shaping the learning experiences presented to them

(Williams and Burden, 2009, p. 40). The concept of mediation is closely related to sec-

ond language learning. Donato and McCormick (1994) view that teaching materials such

as textbooks, visual and audio materials, and classroom discourse patterns are potential

mediators for learners' cognitive development and knowledge construction. Moreover,

these mediators are the primary source for language learners.
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The above discussion concerning mediation reveals that mediation in the form of sym-

bols and tools play a signi�cant role in L2 development. It is also important to consider

what level of mediation takes place. For example mediation through technology based

materials has a greater in�uence on L2 learners' development. The present study in re-

lation to mediation is aimed to investigate the social resources which the L2 learners in

Pakistan use for their language development in their social setting.

2.3.5.3 Regulation

Sociocultural theory deals with two kinds of regulations: self-regulation and other-regulation.

According to Zheng (2005), �Self-regulation indicates the capacity for independent prob-

lem solving and other-regulation refers to problem solving with the help of others� (124).

Kao (2010) explains, �with the appropriate help of instruments and signs, learners famil-

iarize themselves with skills, ideas and language�.

Learning �rst starts with other-regulation process and then the process of self-regulation

starts. In other-regulation process, a learner needs help from other people. �The process

of self-regulation also indicates that the novice can direct himself/herself to complete and

solve tasks strategically without instructions or help from other people� (Lee, 2009, p.

62).

Aljaafreh and Lantolf (1994) research on negative feedback on the development of

adult learners based on regulation and ZPD concludes that learning is not something an

individual does alone but is a collaborative endeavor necessarily involving other individ-

uals. They also describe the process of regulation as `other reliance' to `self-reliance'.

�Under the expert guidance, control is gradually appropriated by the novice. Eventually

the novice moves away from the reliance on the expert toward reliance on the self� (Al-

jaafreh and Lantolf, 1994, p. 480).
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The process of regulation is also referred as internalization, where a learner on the

basis of external knowledge obtained through social interaction tries to reformulate and

reshape his existing knowledge. The process of regulation is dependent on the ZPD and

mediation.

Synthesis

¶ Sociocultural theory examines language as a social practice and investigates the

interaction between social factors related to it. It involves both classroom settings

and social interaction that takes place outside the classroom.

· The zone of proximal development refers to level of development, where less com-

petent learner becomes competent through interaction with materials or more com-

petent person.

¸ Mediation in SCT refers to physical and symbolic (or psychological) tools which

are adopted to solve a problem. Teaching materials such as textbooks, visual and

audio materials are potential mediators for learning a language.

¹ Regulation in SCT refers to the process of internalization familiarize themselves

with skills by external guidance (Other-Regulation) and then are able to perform

them alone (Self-Regulation).

2.4 Culture and Language Teaching

Earlier sections have discussed the role of culture in L2 learning. This section of the re-

view of literature is related to language teaching and cultural awareness. This is related

to the research question:
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What attitudes do the teachers have concerning cultural awareness and

language teaching on the basis of their language teaching experiences?

Teachers are the primary source that brings culture awareness to L2 learners. The

related review of literature will focus on the teachers' professional experience and their

awareness of background knowledge, teachers' cognition, teachers' training and teachers'

attitudes based on culture and language teaching. Understanding language with respect

to context and meaning is also called `the reality of teaching'. To Tudor (2003), �un-

derstanding the reality of teaching involves exploring the meanings it has for students,

for teachers, and for others, who in one way or another, in�uence what is done in the

classroom�. According to Hayes (2009), �The reality of teaching of course varies from

context to context� (Hayes, 2009, p. 2).

2.4.1 Teachers' Professional Experience

L2 teachers typically enter the profession with largely unarticulated, yet ingrained,

everyday concept about language teaching that are based on their L2 instructional

histories and lived experiences (Lantolf and Johnson, 2007, p. 884).

The teachers' experience is the part of the �teachers' ability to use and teach lan-

guage in ways that grant learners a full range of expressions� (Reeves, 2009, p. 112).

The teachers' understanding of the target language culture and the awareness of learners'

socio-cultural aspects enable them to go beyond the subject matter competence and the

knowledge of pedagogy. According to Saniei (2012), �Teachers play an important role in

acting as an intercultural mediator and in compensating for the missing socio-cultural

components of the language course books� (Saniei, 2012, p. 14). Therefore, in order to

be a language teacher, it is important to have the linguistic knowledge of English as well
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as the knowledge of the target language culture. Freeman and Graves (2004) explain the

following requirements for a teacher.

The e�ective well prepared teachers possess not only deep linguistic knowledge but also

an understanding of the pedagogy, the learners, their educational context and how to ar-

range instructions in the light of all those factors. Linguistic knowledge for English, then,

includes such knowledge domains as language structure, social theories of language, and

knowledge of the L2 learning process. It also includes teachers' schema for representing

linguistic knowledge to learners in comprehensible learnable ways (Freeman and Graves,

2004, p. 111).

A language learning context is di�erent from other language learning contexts. What

are the factors that create di�erences in language learning? The factors such as social,

cultural and educational levels are the bases for di�erences among di�erent language-

learning contexts. According to Harmer (2003), �The social context in which learning

takes place is of vital importance to the success of educational endeavor� (Harmer, 2003,

p. 338). The di�erences in language learning contexts demand di�erent teaching strate-

gies. According to Borg (2009a), �Teaching strategies depend on the experiential frame

of understanding the process of second language acquisition from learners' perspective�.

Freeman (2002), working on teachers' education, proposes the concept of communi-

cation between new and experienced teachers. His research work on teachers' education

focuses on:

1. How do teachers learn content and teaching practices?

2. What is the role of prior knowledge in learning to teach?
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3. What is the role of social and institutional context?

Freeman (2002) concludes that �teachers should be able to communicate what they

know about their work to those who are learning it. A critical role of teacher education

program is to connect new and experienced teachers in learning teaching across a career

span� (Freeman, 2002, p. 11). Therefore, one aspect of teachers' education is their com-

munication with experienced teachers. Tsui (2003, p. 64) relating teachers' knowledge to

their working environment explains:

Teacher knowledge . . . should be understood in terms of the way (teachers) respond

to their contexts of work, which shapes the way their knowledge is developed. This in-

cludes their interaction with the people in their contexts of work, where they constantly

construct and reconstruct their understanding of work as teachers.

Based on Tsui (2003)'s research, a teacher's colleagues and environment in�uence his

or her experience. Sowden (2007, p. 308) supports the same idea of teachers' development

as �teachers need to enhance those re�ective and critical skills which will allow them to

assess and appropriately modify their performance in the light of experience and of the

insights provided by research, both their own and that of experts in the �eld�. Accord-

ing to Freeman (2002), �communication between teachers helps them to be familiar with

teaching strategies with respect to language learning context� (Freeman, 2002, p. 11).

Focusing on the teachers' professional experiences, Arva and Medgyes (2000), re�ect-

ing on the Hungarian language learning context, explain the di�erences between NESTs

(Native English Speaking Teachers) and NNESTs (Non-Native English Speaking Teach-

ers). They discuss the following points based on their observations and interviews.

1. Competence in the target language
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2. Knowledge of grammar

3. Competence in local languages

In the case of `competence in the target language', the NESTs are superior. Their

command of language presents a full range of vocabulary, pronunciation, and language

use to learners. However, in the case of `knowledge about grammar' NESTs and NNESTs

are on equal terms. The NESTs grammatical knowledge at the level of conversation is

perfect, but in the case of explaining grammatical terms, they do not know how to explain

them. �Most of the native teachers never really come across grammar until they start

teaching it, so they have to learn it as they go along� (Arva and Medgyes, 2000). The

last di�erence lies in `competence in local language'. The NNESTs with their competence

in the local language can point to the errors in language that the learners make because

of language transfer. �The foreign teachers do not understand students' mother tongue,

they cannot really interpret the mistakes the students make because of language transfer�

(Arva and Medgyes, 2000).

Talking about cultural di�erences, Arva and Medgyes (2000) explain that �the NESTs

are rich informants of the cultures of English speaking worlds whereas the NNESTs are

poor in conveying cultural information� (Arva and Medgyes, 2000, p. 364). However,

they do not talk about how the NNESTs can be better informants of the target language

culture. Their research relates to the language learning context consisting of both NESTs

and NNESTs, but they do not talk about a language learning context in which there

are only NNESTs. Borg (2006)'s research on the distinguishing characteristics of foreign

language teachers suggests, �Language teachers are seen to be distinctive in terms of

the nature of subject, the content of teaching, the teaching methodology, teacher-learner

relationship and the contrast between native and non-native speakers. . . Key amongst

these are the needs to de�ne language teachers' distinctive characteristics with respect to
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speci�c contexts rather than globally� (Borg, 2006, p. 3).

It is important to know about teachers' working experience and its in�uence on lan-

guage teaching. The discussion concerning the teachers' professional experience is helpful

in the sense that it will help us in the analysis part to know about language teachers'

working experience (see section 5.4).

The discussion in this section sums up with the idea that teachers' experiences re�ect

in their teaching practices. The teaching experience is also in�uenced by the social con-

text in which learning takes place. In a nutshell, teachers' experiences are in�uenced by

their past and present experiences, which construct and reconstruct their understanding

of their work as teachers.

Synthesis

¶ Teachers' professional experiences are a part of teachers' abilities to teach language

with respect to its social and cultural perspective.

· Teachers' knowledge of teaching language is based on their experiences.

¸ Well prepared teachers possess not only deep linguistic knowledge but also an un-

derstanding of the pedagogy.

2.4.2 Teachers' Cognition

Teachers' cognition refers to the teachers' beliefs, knowledge and attitudes (Borg, 2003).

Teachers' cognition is a part of teachers' experiences. According to Borg (2003, p. 99),

�Teachers' cognition emerges constantly as a powerful in�uence on their language prac-
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tices�. Language practices are the instructional concerns, which the teachers have during

their language teaching experiences. Describing the teachers' cognitive process, Borg

(2003) explains that the teachers' cognitive process is two-fold. Firstly, it is related

to what teachers do in the case of language teaching. Secondly, it is related to their

past experiences. �Cognition not only shapes what teachers do but in turn shapes the

experiences teachers accumulate' (Borg, 2003). In this way, the teachers' cognitive pro-

cess emerges throughout their teaching experience. According to Schweisfurth (2011),

�Language teaching is seen to be particularly demanding because of the profound shifts

required in teacher-learner power relations and due to the nature of teachers' profes-

sional learning which is shaped by learning experiences as well as socio-cultural context�

(Schweisfurth, 2011, p. 421).

Teaching in a new socio-cultural frame depends upon the teachers' cognition (beliefs,

attitudes, knowledge). According to Ellis (2006), �Teachers' cognition includes what they

know, how they come to know it, and how they draw on their knowledge�. Borg (2009b,

p. 3) summarizes teachers' cognition and its e�ect on their teaching as:

1. Teachers' cognitions can be powerfully in�uenced by their own experiences as learn-

ers.

2. These cognitions in�uence what and how teachers learn during teacher education.

3. They act as a �lter through which teachers interpret new information and experi-

ence.

4. They may outweigh the e�ects of teacher education in in�uencing what teachers do

in the classroom.

5. They can be deep-rooted and resistant to change.
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6. They can exert a persistent long-term in�uence on teachers' instructional practices.

7. They are, at the same time, not always re�ected in what teachers do in the class-

room.

8. They interact bi-directionally with experience (i.e. beliefs in�uence practices but

practices can also lead to changes in beliefs).

Borg (2003) presents a model concerning teachers' cognitions which combines the

above-mentioned cognitions as shown in �gure 2.11.

Figure 2.11: Teachers' Cognitions and its Related Factors (Borg, 2003, p. 82)
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Based on the above model, teachers' cognitions are in�uenced by four main factors.

These factors include schooling, professional course work, contextual factors and class-

room practices. These four factors lead to teachers' cognitions which involve their beliefs,

knowledge, theories and assumptions.

Ellis (2006) divides teachers into di�erent groups on the basis of language experience

and knowledge. The two groups, which are related to the present study are important to

mention. The �rst group includes those teachers who have acquired the English language

as their �rst language and are now the teachers of English as a second language. �If such

teachers are monolingual, then, they do not have the direct experience of what students

are learning� (Ellis, 2006). These teachers have not gone through the process through

which the second language learners are going through. The second group of teachers

consists of those who have learned English in post-childhood (i.e. they are non-native

speakers). This group of teachers �has direct experience of what the students are doing,

in task and content� (Ellis, 2006). In addition, the teachers' language learning is an

important contributor to their professional practice. They can re�ect second language

learning process, which is helpful in teaching the same language to L2 learners. Ellis

(2006) research on teachers' experiential knowledge concludes that �experiential knowl-

edge by di�erent kinds of learning (formal or informal) forms a powerful resource for

underpinning ESL teachers' professional knowledge and beliefs about language teaching�.

Ellis (2006)'s research work deals with teachers' past experience and present expe-

rience but teachers' own attitudes concerning language teaching and their awareness of

learners attitudes towards a second language learning is a factor which play a role in teach-

ers' awareness about a language learning context. The present research in this regard is

focused on teachers' attitudes concerning culture awareness and language learning.
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Synthesis

¶ Teachers' cognition refers to teachers' beliefs, knowledge, and attitudes concerning

language teaching.

· Teachers' cognition is also the part of their language teaching practices, which are

linked to their language teaching experiences.

¸ Teachers' cognition is also in�uenced by their past experiences of language teaching

and language learning.

2.4.3 Culture Background Knowledge

The term `culture background knowledge' refers to �the meanings and connotations in

terms of the target language culture related materials� (Wang, 2011, p. 223). The cul-

ture background knowledge helps learners develop their comprehensive English ability.

Language and culture are inseparable. Therefore, it is important for the learners to un-

derstand the ways in which the target language speakers view, believe and react. Culture

background knowledge is essential in the sense that �the same words or expressions may

not mean the same thing to di�erent peoples� (Wang, 2011, p. 225). As a result of that

misunderstandings happen due to the di�erence in comprehension. Wang (2011) explains

the example of the word 'Sunday'. 'In English the word 'Sunday' means the last day of

a week, whereas in Chinese it is the �rst day'. It is the language teachers' responsibility

to make the learners aware of cultural background information in order to communicate

and understand other cultures.

Learning English means more than merely mastering pronunciation, grammar, words

and idioms, it means to see the world as native speakers see it, learning the ways in which

language re�ects the ideas, customs and behavior of society, learning to understand `the
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language of mind. (Wang, 2011, p. 225)

The `language of the mind' refers to the social meanings attached to language expres-

sions. The problem in a new socio-cultural frame is that the teaching materials attach

importance to the language forms but ignore the social meanings and language applica-

tion in reality. The lack of culture background knowledge leads learners to misconceptions

about language. �By failing to draw students' attention to the cultural elements and to

discuss their implications, the teachers allow misconceptions to develop in the students'

(Qu, 2010, p. 58). The cultural information enables learners to view the language con-

cepts from di�erent aspects.

The study of foreign language should bring students the awareness that there are more

than one ways of looking at things and expressing things, and di�erences do not neces-

sarily represent moral issues of right and wrong. The study of a foreign culture, thus,

becomes a liberating experience in that students are encouraged to develop tolerance of

other viewpoints and other forms of thinking and behaving, while understanding those of

their own society or culture better. (Qu, 2010, p. 59)

In an ESL context, where the learners' �rst culture is dominant (such as in Pak-

istan), language teachers are the primary source to explain these di�erences to learners.

�Since language is closely interwoven with every aspect of culture, this approach is pos-

sible, when the teachers involved are well informed and alert to cultural di�erences and

thus their students absorb the meanings in many small ways� (Qu, 2010, p. 59). The

culture background information depends upon the teachers' experience with respect to

the target language culture. The `well informed' teachers can bring culture background

information to the learners. According to Shen (2009), �One possible way to help the

students to a much deeper understanding is to enrich their background information. The
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teachers should select or develop appropriate materials for students in order to help them

minimize cultural misunderstanding and interference to maximize comprehension and

materials about language� (p. 106). Shen (2009) considers background information as

�a bridge connecting input and output that helps the students to improve thinking and

comprehensive ability�.

The discussion in this section highlights that in order to develop cultural background

knowledge, teachers are the �rst medium for learners. Especially in a context like Pak-

istan where learners have few chances to experience the target language culture directly,

teachers' awareness of the target language culture is of prime importance. In this context

teachers' training is the �rst step to introduce cultural awareness. Teachers' training in

the context of cultural awareness has been discussed in detail in section 2.4.4.

Synthesis

¶ Culture background knowledge refers to the meanings and connotations concerning

the target language culture.

· Culture background knowledge is essential for successful communication with the

members of other cultures.

¸ The lack of culture background knowledge leads learners to have misconceptions

about language.

¹ Teachers' awareness of culture background knowledge is the key point in culture

and language teaching process in a language learning context where learners' �rst

culture is dominant.
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2.4.4 Teachers' Training

Teachers' training refers here to the aspect of cultural awareness on the part of language

teachers both during their working experience and training. Teachers' training with re-

spect to culture has been focused on by many researchers (Baker, 2003; Lazaraton, 2003;

Mann, 2005; Mansoor, 2008; Qu, 2010; Symeonidou and Phtiaka, 2009). Baker (2003)

working in the perspective of NESTs or non-NESTs, explains, �Teacher training for both

NESTs and non-NESTs should equip them to deal with culture and cultural contrasts

as they arise in English language teaching� (Baker, 2003, p. 18). Altay (2005)'s re-

search on Turkish language teachers reveals that �many teachers are not equipped to

teach culture. Language teachers need assistance in overcoming their lack of knowledge

about the target culture" (Altay, 2005, p. 180). Similarly, Derin et al. (2009)'s study

concludes, �Teaching training programs should include cultural aspects in their curricula,

such as course on inter-cultural communication in order to equip prospective teachers

with inter-cultural awareness and inter-cultural competence. Similarly, in service teach-

ers need to be familiarized with the target language cultures� (Derin et al., 2009, p. 1615).

The exposure of another culture enables teachers realize �how cultures are organized-

their value systems-their institutions-their interpersonal relationship� Qu (2010). On the

other hand, Lazaraton (2003) explains the disadvantage from the lack of cultural expe-

rience. �Limited experience with the target language culture restricts teachers' ability

to teach culture, leads students to credibility of teachers as cultural informant, and thus

constrains the teacher's ability to help students bridge the home and the target language

culture� (Lazaraton, 2003, p. 216). Therefore, in order to raise cultural awareness and

�to improve language teachers' literacy and competency, training programs should be

organized based on the needs of L2 teachers�(Hismanoglu, 2010, p. 110). Tomlinson

and Masuhara (2004) state the objectives of cultural awareness that are necessary for a
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teacher to realize in the context of culture and language learning. These objectives enable

learners to:

1. discover assumptions, values and attitudes that underlie utterances and behaviors

in other cultures

2. discover assumptions, values and attitudes that underlie utterances and behaviors

in learners' native culture

3. notice implicit con�icts and analyze the causes

4. identify options for con�ict solutions

5. try out options, observe the consequences, and take the necessary measures

6. resist falling back on stereotypes and ethno-centricisms

7. develop sensitivity to cultures

8. develop empathy with other cultures

9. acquire cross-culture skills

10. develop the ability to use language appropriately and e�ectively in various cultural

contexts

(Tomlinson and Masuhara, 2004, pp. 511)

In order to achieve the above-mentioned objectives, teachers' training courses should

focus on teachers' cultural awareness, especially in an ESL context, where teachers' famil-

iarity of the other culture is limited. Mann (2005) referring to teachers' development and

training suggests a collaborative relationship among the teachers. Referring to the col-

laborative nature of work, Mann (2005) explains, �Teachers' experience develops through
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ongoing engagement with the experience of teaching and also through the interaction with

other teachers� (Mann, 2005, p. 110). Baker (2003) with respect to teachers' training

explains:

In the context of learning English in non-speaking countries, for local non-NEST,

Knowledge of speaking cultures and their own culture would be necessary and some time

spent in English speaking country would be valuable. . . Further insights can be gained

from non-NESTs and NEST teachers working together. Such cooperation in material

and course planning reduces many cross cultural di�culties encountered such as di�erent

teaching and learning styles. (Baker, 2003, p. 18)

Benoit and Haugh (2001) introduce a team teaching concept for teachers' training

and cultural awareness. According to them, �Team teaching concept is a professionally

rewarding experience�. According to this concept, NESTs and NNESTs work together

and share their experiences. Symeonidou and Phtiaka (2009) discuss the issue of contex-

tualizing teacher training courses to suit teachers' prior knowledge, attitudes and beliefs.

For Symeonidou and Phtiaka (2009), �prior knowledge stands for teachers' initial training

(under graduate degree) and compulsory and voluntary in-service training (i.e. seminars

and conferences), which informed their conceptualization and their role in an educational

system� (Symeonidou and Phtiaka, 2009, pp. 544-545). Their research concludes, �A

teacher training course could begin from local beliefs and assumptions and manage a

constructive use of international trends� (Symeonidou and Phtiaka, 2009, p. 549).

The discussion concerning teacher training and their professional experience is impor-

tant because it is part of the quantitative data which will be discussed in detail in the

next chapter.
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Synthesis

¶ Teachers' training refers to the aspects of cultural awareness from the perspective

of language teachers' teaching and working experiences.

· Teachers' training should equip both native and non-native teachers to deal with

culture and cultural contrasts.

¸ Teachers' training programs should organize collaborative teaching with NESTs to

bene�t from their experiences.

2.4.5 Teachers' attitudes

Culture and language learning is in�uenced by many factors. One of these factors is

teachers' attitudes towards culture and language teaching. Teachers' attitudes are con-

sidered as a major predictor in an educational setting. �An attitude employs important

role in determining people's reaction to situations. Moreover, attitudes are positive or

negative emotional reactions toward a speci�c situation � (Al-Zaidiyeen et al., 2010, p.

213). The research on attitudes is also important as it reveals reactions of respondents

with respect to a speci�c language learning context. Therefore, positive attitudes con-

cerning one language context may turn negative in another language learning context due

to the in�uence of di�erent factors.

Research concerning teachers' attitudes has been conducted in di�erent educational

settings. Karabinar and Guler (2012)'s research on Turkish teachers' attitudes reveals,

�Higher participation rate in `training courses on teaching culture' and `professional de-

velopment activities' lead to more positive attitudes towards the integration of culture�

(Karabinar and Guler, 2012, p. 113). Moreover, teachers' beliefs also reveal that knowl-

edge of culture is important in communication and it enables teachers to make learners
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avoid cultural misunderstandings�(Karabinar and Guler, 2012, p. 123). Her research

concerning teachers' attitudes is based on teachers' professional training courses. How-

ever, there are some other factors related to teachers' attitudes such as the in�uence of

learners' native culture and learners' attitudes towards the target language culture.

Derin et al. (2009) study investigates teachers' attitudes on inter-cultural compe-

tence regarding teaching and also investigates how these attitudes are re�ected in their

classroom applications. Their research based on attitudes reveals that �Teachers predom-

inantly think of teaching English for practical purposes despite the cultural issues. As a

matter of fact, teaching foreign language culture mainly serves the purpose of helping the

students understand their own culture better, rather than getting to know the target or

foreign cultures better� (Derin et al., 2009, p. 1615). Gonen and Saglam (2012)'s research

study concerning Turkish teachers beliefs reveals, �Teachers' and students' negative atti-

tudes often assume the target language culture phenomenon consisting of new patterns

of behavior; thus they try to understand the target language culture within only their

own framework of native culture. . . Teachers' development of such framework depends

on teachers' own de�nition of culture from which much of the di�culty arises� (Gonen

and Saglam, 2012, p. 29). Their research concludes that �teachers' foremost objective to

teach culture is to develop an openness and tolerance towards the target culture� (Gonen

and Saglam, 2012, p. 43).

Griva and Chostelidou (2011)'s study on teachers' attitudes toward multilingual de-

velopment indicates EFL teachers' positive attitudes towards the aspect of multilingual

policies and underlines the e�orts to improve the teaching of languages in the context of

the Greek Educational System.

The discussion concerning teachers' attitudes is important in the sense that the present
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study investigates teachers attitudes based on culture and language learning. The study

is di�erent from the previously discussed studies in the sense that it inquires about teach-

ers attitudes with respect to the language learning context in Pakistan.

Synthesis

¶ An attitude plays an important role in determining people's reactions to emotions.

· Attitudes are considered as a major predictor in an educational setting.

¸ Attitudes concerning language learning vary with respects to language learning

contexts based on language learning and teaching conditions.

2.4.6 Social Cognitive Theory

The process of teachers' cognition can be seen in the light of social cognitive theory which

is based on self and signi�cant others. Social cognitive theory claims:

�The self is relational or even entangled with signi�cant others and that this has

implications for self-de�nition, self-evaluation, self-regulation, and, most broadly, for per-

sonality functioning, expressed in relation to others� (Andersen and Chen, 2002, p. 619).

In social cognitive theory, the two important aspects are the self and the signi�cant

self/signi�cant other. The self refers to the subject and the signi�cant self refers to other

individuals. According to Andersen and Chen (2002), �A signi�cant other is de�ned as

any individual who is or has been deeply in�uential in one's life and in whom one is or

once was emotionally invested� (Andersen and Chen, 2002, p. 619). Berk and Andersen

(2000) concerning the signi�cant other explain that �the mental representations of signif-
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icant others, stored in memory, are activated and used in new social encounters� (Berk

and Andersen, 2000, p. 546). Shah (2003) in the perspective of social cognitive theory

explains that �our mental construal of others impacts our everyday behavior through their

close association to various goals. Moreover, as with other cognitive associations, such

associative e�ects may occur quite spontaneously� (Shah, 2003, p. 661).

Andersen and Chen (2002) explain the relation between the self and signi�cant other

as shown in �gure 2.12.

Figure 2.12: The Relationship of the Self with Signi�cant Others (Andersen and Chen,
2002, p. 621)

Figure 2.12 illustrates that the self is shaped in parts through its relation with sig-

ni�cant others. �The self is thus entangled, shaped in part by ties with signi�cant oth-
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ers, whether these individuals are present physically or only symbolically�(Andersen and

Chen, 2002, p. 619).

Coming to the aspect of teachers' cognitions, teachers' experiences are in�uenced by

their cognitions as well as by their educational settings where they come to interact with

one another. The concept of self and signi�cant others supports that teachers' experience

is part of their self, which also re�ects teachers' attitudes. According to Andersen and

Chen (2002), �One's sense of self includes thoughts, feelings, motives, and self-regulatory

strategies, may thus vary as a function of relations with signi�cant others� (Andersen

and Chen, 2002, p. 619).

Synthesis

¶ Social cognitive theory explains that the self is relational that has implications for

self-de�nition, self-evaluation, and self-regulation.

· Social cognitive theory is based on the self and signi�cant other. The self-represents

an individual's opinions, attitudes, and beliefs, where the signi�cant other refers to

relational selves attached to the self.

¸ Teachers' cognitions are part of the self which are in�uenced by their experiences

and training.
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2.5 The Situation in Pakistan

It is important to consider the situation of English in Pakistan, which will provide the

knowledge concerning the language learning context. The information concerning the

context is valuable as it helps the researcher to analyze the language aspects that are

foregrounded in a speci�c language learning context. The language situation in Pakistan

has been explained through di�erent sections. The following chart shows an overview the

language situation, which will be explained section wise in detail.

Figure 2.13: An Outline of the Language Situation in Pakistan

2.5.1 Language Learning in Multilingual Contexts

Before going into detail concerning multilingual contexts, the study will focus on the

current position of English in Pakistan, which can be described through Kachru's expla-

nation of concentric circles about the spread of English in the world. According to his

explanation, the spread of English around the world can be summed up as three concen-

tric circles as shown in �gure 2.14. These circles represent the ways in which language

has been acquired and is currently being used.
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Figure 2.14: Concentric Circles Regarding the Spread of English (Crystal, 2003, p. 61)

Figure 2.14 explains that the inner circle represents traditional bases of English. Ac-

cording to Crystal (2003), �The outer circle represents the earlier spread of the English

in non-native settings, where language has become part of chief institutions and plays an

important second language role in multilingual settings� (Crystal, 2003, p. 60). More-

over, most of the countries that lie in the `outer circle' have adopted English as an o�cial

language (Singapore, India, Pakistan, the Philippines, and Nigeria). The reason is that

these countries have been colonized by the British Empire or the US. The spread of En-

glish in Pakistan lies in the `outer circle' due to the o�cial status of English and its role

in chief institutions. Moreover, the English language in Pakistan is playing its role in
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multilingual settings in the presence of other languages.

Figure 2.14 also illustrate the status of English with respect to its use. The inner

circle refers to most of the countries where English is used as �rst language. It is also

the national and o�cial language of these countries. The outer circle refers to countries

where English is used as the second language. As a second language it enjoys the status

of o�cial language. In the expanding circle, it is used as foreign language such as the use

of English in Russia and China. As a foreign language it is not used as an o�cial language.

The use of English with respect to multilingual settings is important to be considered

keeping in view its status as a second language in most countries. The term multilingual-

ism describes the use of two or more languages by a nation or by an individual (Mckay,

2005). According to Mckay (2005), �Multilingualism is used to refer speci�cally to na-

tions and states whereas the term bilingualism refers to the use of two or more than two

languages by an individual� (Mckay, 2005, p. 283). Gorter et al. (2004) divide multilin-

gualism and bilingualism into two levels as:

At the individual level, bilingualism and multilingualism refer to the speaker's com-

petence to use two or more languages. At the societal level the terms bilingualism and

multilingualism refer to the use of two or more languages in a speech community and it

does not necessary imply that all the speakers in that community are competent in more

than one language (Gorter et al., 2004, p. 6).

Kemp (2009) de�nes di�erent three levels of multilingualism. According to him, �Mul-

tilinguals may use a number of languages on the account of many social, cultural, and

economic reasons. . .Multilinguals may not have equal pro�ciency in or control over all

languages they know� (Kemp, 2009, p. 12-15). Multilingualism in the perspective of
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language use can be divided into di�erent levels. Figure 2.15 shows the di�erent levels

with respect to the language use in Pakistan.

Figure 2.15: Levels of Multilingualism in Pakistan

Figure 2.15 shows the four main levels. At the educational level, English and Urdu are

used. English is obligatory for higher education whereas at the school level both English

and Urdu are used a medium of instruction (see section 2.5.3, The Language Context).

The economic level in �gure 2.15 refers to the level of employment, where English seems

to have its domination as compared to the other languages. However, the presence of

other languages can not be denied. The third and fourth levels relate to cultural and

social level where Urdu and other languages are dominant.

Pakistan is an example of a multilingual context where English is learned as a second

language. There are 72 living languages that are spoken in di�erent areas of Pakistan
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(Foundation, 2012). According to Shamim (2007), �Pakistan is a multilingual and multi-

cultural country. The linguistic map of Pakistan is quite complex�(Shamim, 2007, p. 78).

Urdu is Pakistan's national language while English has the status of an o�cial language.

Further discussion in this section is based on the parallelism of Urdu and English, which

will help us understand the situation of English in Pakistan.

The parallelism of Urdu and English can be compared with the modi�ed concept of

diglossia which is also called polyglossia. Kemp (2009) referring to the modi�ed concept

of diglossia views:

Polyglossia is usually used in sociolinguistics to refer to communities where a number

of languages or varieties are used by some or all individuals within a speci�ed commu-

nity, where they have di�erent roles: more speci�c reference may be given as diglossia,

triglossia, tetraglossia (Kemp, 2009, p. 15).

The earlier version of diglossia refers to high (H) and low (L) variety for the same

language. The high variety (H) is used for educational purposes and is used by the

community for more formal domains such as in courts and universities, whereas the low

variety (L) is used in informal domains like at home and with friends. The use of classical

Arab and colloquial Arab in Egypt is an example of diglossia. Under the modi�ed concept

proposed by Fishman (1972), the term diglossia can be used for two di�erent languages,

which might be used in di�erent domains regardless of the concept of high and low va-

riety. Urdu and English are the examples of modi�ed diglossia in Pakistan. Both are

used more or less at the higher level since English is the medium of education in higher

education (Sarwar et al., 2012, p. 12), whereas in the media (both print and electronic)

Urdu is used as a medium of communication. Apart from these two major languages there

are regional languages which people acquire as their mother tongue. Schi�man (2003),
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describing the condition of bilingualism in South Asia (especially India, Pakistan and

Bangladesh), presents a language model (see �gure 2.16). The language model describes

learners' contact with di�erent languages with respect to their age and education. The

L-variety in �gure 2.16 is the language of early childhood-or local neighborhood- of home

and family. Between the ages of 4 and 6, the child enters the school environment. The

variety taught at school is not probably the same as at home. It can be Urdu or English

or both. At this stage, the variety of language which is taught at school is usually a H-

variety (an example of a modi�ed concept of diglossia). There comes the third and outer

circle, where English is dominant. In the model English has been referred as LOWC

(Language of Wider Communication).

Figure 2.16: Contact with Other Languages (Schi�man, 2003, p. 2108)

Mckay (2005), referring to English language learning in multilingual contexts, ex-
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plains that there has happened changes in English when it comes in contact with other

languages.

Language contact, inevitably, results in language change. Many individuals are using

English daily in contact with other languages. Their use of English is changing, and they

are in the process of establishing their own standards of grammar and pronunciation. The

new varieties emerge in consequence to these changes. (Mckay, 2005, pp. 286-287)

The use of English in multilingual contexts is perhaps one of the reasons for the emer-

gence of new varieties. The discussion concerning multilingual contexts has clari�ed the

place of English in Pakistan as compared to Urdu (The national language of Pakistan)

and other regional languages. Further importance of English with regard to higher edu-

cation and professional life has been highlighted in later sections.

Synthesis

¶ Multilingualism refers to the use of two or more languages by a nation and bilin-

gualism refers to the use of two or more than two languages by an individual.

· Pakistan is an example of multilingualism where the people know more than one

language.

¸ The English language and Urdu language in Pakistan are the examples of modi�ed

diglossia in Pakistan. According to this concept, both languages are used, more or

less, for formal purposes.
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2.5.2 The Language of Power

The discussion concerning the language of power explains the in�uence and usefulness of

English in Pakistan. Rahman (2003), investigating the role of the English language in

Pakistan, explains;

Language of power is that language which possesses the domain of power-the civil and

military bureaucracy, judiciary, education, commerce, media, and so on. Connection with

this constitutes the individual level of empowerment through language. . . The demand for

learning a language is linked to empowerment. People demand a language if, after learn-

ing it they can enter the domains of power through employment (Rahman, 2003, p. 2).

English in Pakistan is considered as the language of power because it is more or

less used in all domains of power explained by Rahman (2003). The people empower

themselves by learning English because pro�ciency in English paves the way for their

employment, education and empowerment. Rahman (2003) research concerning the in-

�uence of English in Pakistan reveals:

Higher jobs are, however, reserved for those who can at least read and write English.

Without knowledge of English one cannot enter the most lucrative and powerful job, both

in the state apparatus and the private sector, in Pakistan (Rahman, 2003, p. 5).

In this context English also plays its role in the socio-economic status of people. This

is one of the reasons that English is preferred as compared to other languages.

Coleman and Capstick (2012, p. 14), working on a research report conducted by

the British Council, describe how English became the language of power in the sub-
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continent (India, Pakistan, and Bangladesh). According to them, �The British colonial

administration in India adopted a two language policy; access to English was restricted

to a small elite cadre of local rulers and administrators whilst education for the rest of

the population (in so far as it was provided at all) was delivered through the medium of

Hindi-Urdu and, to some extent, through other regional languages. The consequences of

this policy were that:

1. English became the language of power and prestige

2. With some notable exceptions, local languages were neglected�

According to a survey report by Euromonitor International, conducted by Pinon and

Haydon (2010) in Pakistan, English is considered as the language of employment. The

people having the same skills with an additional command of English enjoy more bene�ts

as compared to their colleagues. The report also explains the advantage in salaries due

to the pro�ciency in English as shown in �gure 2.17.

Figure 2.17: English Language Pro�le Report Concerning Pakistan (Pinon and Haydon,
2010, p. 113)

The empowerment through language is one of the aspects of power, which makes sense

in reference to language learning in Pakistan. In addition, it is the o�cial language of



2.5. The Situation in Pakistan 119

Pakistan. As an o�cial language English possesses more power as compared to other

languages in Pakistan. �An o�cial language enjoys more supremacy, as it is used in dif-

ferent domains like the government and law courts, the media and the educational system

etc.� (Crystal, 2003). According to Shamim (2007), �English is the language of power in

comparison with Urdu, the national language, and other regional languages of Pakistan�

(Shamim, 2007, p. 78).

Mckay (2005) referring to the role of English in multilingual contexts illustrates that

one of the reasons for English language learning is its function in the domains of power.

Many individuals are learning English neither because they have a love of the language

nor because English is promoted by a growing private industry but rather because they want

access to such things as scienti�c and technological information, international relations,

global economic trade and higher education. Knowing English makes such access possible

(Mckay, 2005, p. 286).

This is also one of the reasons for learning English which is also referred to as language

learning for instrumental purposes, where people learn English for getting jobs and access

to higher education.

The other factor concerning the importance of English is the sudden increase of private

and public sector universities. The o�cial statistics show an increase in the number

of universities in Pakistan in both the public sector universities and the private sector

universities. Figure 2.18 shows the o�cial statistics concerning the number of universities

in Pakistan.
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Figure 2.18: Universities in Pakistan Khan (2012a)

Figure 2.18 shows that the number of universities in Pakistan has almost doubled

since 2001-2002. This increase has also boosted the enrollment of learners at university

level. Figure 2.19 provide information concerning the enrollment of students at university

level.

Figure 2.19: Enrollment in Universities Khan (2012a)
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Figure 2.19 shows that the number of enrollments has also doubled along with the

increase of universities. The above development illustrated in �gure 2.18 and 2.19 implies

that the in�uence of English has also increased as the university education in Pakistan

concerning all domains is necessarily done in English.

Other research studies describe the disadvantage of English in the context of L2 learn-

ing in Pakistan. One of the disadvantages described by Coleman (2010) is that currently

all the people in Pakistan are not pro�cient in English, so those having less pro�ciency

in English have little chance to get higher jobs.

Coleman (2010) analyzing the situation of English in Pakistan explains, �English is a

major barrier to entry to white-collar jobs. . . English is very important for social mobil-

ity and entry to quality education� (Coleman, 2010, p. 16).

On the other hand, a great number of individuals in Pakistan have driven out to-

wards English language learning because of its socio-economic status. Ashraf (2006),

conducting her research on language learning as an element a�ecting the social capital

of the people of Pakistan, concludes, �Language has a strong e�ect on the social capital.

The medium of education signi�cantly in�uences the social capital of the individuals of

Pakistan� (Ashraf, 2006, p. 221). Her research �ndings also reveal that the English lan-

guage is learned to move up in the social structures of the society. According to Pinon

and Haydon (2010) quantitative survey indicators concerning the English language in

Pakistan, �Individuals are the major demand drivers for English language skills as they

seek to improve their employment prospects. English is considered a key requirement

when looking for a new job� (Pinon and Haydon, 2010, p. 136). Their survey results

concerning English in Pakistan have been shown in �gure 2.20.
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Figure 2.20: Demands for English Language Learning in Pakistan (Pinon and Haydon,
2010, p. 130)

The English language in Pakistan possesses the two aspects of power as mentioned

above. The �rst aspect of power is due to its o�cial status as a symbol of employment

and empowerment, while the second is due to its international status, which covers the

areas of scienti�c information, international relations, global economic trade, and higher

education.

Another aspect of English language learning is that it is considered a language for de-

velopment because its in�uence at both educational and economic levels. Appleby et al.

(2002), investigating three di�erent African contexts concerning English development ex-

plain the relationship between language and development as;

1. Language in development, where English is viewed as playing an essential role in

the socio-economic development of the country.

2. Language as development, with English being taught as an end in itself.
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3. Language for development, where English is used as a tool for other domains of

development.

4. Language of development, the discourses that construct the ways in which develop-

ment happens (Appleby et al., 2002, pp. 327-328).

Shamim (2007), referring to the above situations of development, terms �the English

language in Pakistan as the language for development at both the individual and na-

tional levels� (Shamim, 2007, p. 77). The reasons which Shamim (2007) describes are

individual prosperity and economic development. According to her research, �The race

for individual prosperity and economic development at the national level seems to have

overtaken issues of class, identity and fear of cultural invasion from an erstwhile `colonial'

language (Shamim, 2007, p. 77).

Another aspect of English as the language of development is its role in socio-economic

development. An example of this is the ELTR (English Language Teaching Reforms)

project launched by the Higher Education Commission, Pakistan.

The ELTR Project aims to improve the teaching-learning of English in higher educa-

tion institutions in Pakistan. Through improvement in the teaching-learning of English,

the project aims to revolutionize `the socio- economic indicators of Pakistan' and con-

tribute considerably to supplement the e�orts of government to improve the standard of

higher education and scienti�c learning (Shamim, 2007, p. 79).

The purpose of discussing English as the language of power is to highlight the mo-

tives for learning English in Pakistan. It clari�es that most of the language learners learn

English to empower themselves.
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Synthesis

¶ Language of power is that language which possesses the domains of power such as

the civil and military bureaucracy, judiciary, education, commerce, media, and so

on.

· English, being the o�cial language, enjoys a status as the language of power in

Pakistan.

¸ Most of the people learn English in order to empower themselves by getting higher

education and jobs.

2.5.3 The Language Context

According to the British Council Report prepared by Coleman (2010), there are believed

to be 72 living languages in Pakistan. From the perspective of language context, it is

better to start with the discussion of national and o�cial language. Urdu is the national

language of Pakistan and English is the o�cial language. As discussed in section 2.5.2,

English is considered the 'language of employment' (Shamim, 2007) and 'passport to

privilege' (Rahman, 2005).

On the other hand, Urdu is the native language of only 7.57% of the total popula-

tion but the optimistic aspect is that almost all the population in Pakistan can speak

and understand it (Rahman, 2006, p. 1). According to a survey report organized by

Euromonitor International and conducted by Pinon and Haydon (2010), English, Urdu,

Pashto and Punjabi are the leading languages in Pakistan.
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Figure 2.21: Languages Spoken in Pakistan by Percentage of their Population (Pinon and
Haydon, 2010, p. 114)

Figure 2.21 shows the graph of languages by percentage of their population. Accord-

ing to this survey report English occupies the second position after Urdu. The other

prominent languages are Punjabi and Pashto. Punjabi is spoken by 44% of the popula-

tion, whereas Pashto is spoken by 15% of the population. Both these languages combine

59% of the population of Pakistan.

It is also important to know that Punjabi and Pashto are not the languages of power.

As a result they are not used in civil and military bureaucracy, judiciary, education, and

commerce. The concept of `the language of power' has been explained earlier in detail

(see section 2.5.2, The Language of Power).

The languages in Pakistan which have at least one million speakers have been shown

in table 2.1. It is surprising that 14 out of 72 languages have more than one million

speakers. The total number of the speakers of these 14 languages is 134 million (Cole-

man, 2010, p. 13). The information concerning the languages provided in table 2.1 is not

based on a survey. Rather table 2.1 explains the languages with respect to their speakers

in terms of population and percentage with respect to the total population in the country.
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Table 2.1: Individual Language with Over 1000,000 First Language Speakers (Coleman,
2010, p. 13)

No Language Name Speakers(millions) Percentage of population

1 Punjabi, Western 60.6 38.3

2 Sindhi 18.5 11.7

3 Saraiki 13.8 8.7

4 Urdu 10.7 6.8

5 Pashto, Northern 9.6 6.1

6 Pashto, Central 7.9 5.0

7 Balochi, Southern 2.8 1.8

8 Brahui 2.0 1.3

9 Hindko, Northern 1.9 1.2

10 Balochi, Eastern 1.8 1.1

11 Pashto, Southern 1.4 0.9

12 Balochi, Western 1.1 0.7

13 Farsi, Eastern 1.0 0.6

14 Punjabi, Mirpur 1.0 0.6

Sub-total 134.1 84.8

58 other languages 24.0 15.2

Total 158.1 100

Information concerning English speakers has not been included in table 2.1 because
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table 2.1 is concerned with languages that people acquire as their �rst language or mother

tongue. English is learned as a second language and the information about its speakers

has been shown in �gure 2.21.

It is interesting to know that the languages explained in table 2.1 have less represen-

tation at the school level. Moreover, only two languages (English and Urdu) are used as

medium of instruction. Pinnock (2009, p. 50) investigating the gap between the language

of home and the language of school reveals that 91.62% population of Pakistan speaks

mother tongues that are not used in education. Pinnock (2009) terms it `home-school

language gap'.

In the perspective of the language context, it is also important to consider the medium

of instruction at the school level. Coleman and Capstick (2012, p. 15) divide the schools

in Pakistan into �ve categories with respect to language as a medium of instruction. The

�ve categories are:

1. Elite Private Schools: The elite schools are modeled on the British public school

system: fees are extremely expensive; the medium of instruction is English.

2. Cadet Schools: Schools run by the armed forces. They also use English as the

medium of instruction.

3. State Schools: State schools serve the mass of the population. No fees are charged.

The medium of instruction in most parts of the country is Urdu, In 2010 the govern-

ment of Pakistan decreed that English should be used as the medium of instruction

for the teaching of science and mathematics in state schools from the primary level.
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It seems likely that few primary teachers possess the language skills required for

this.

4. Non - Elite 'English-Medium' Schools: In recent years there has been a rapid

increase in the establishment of private schools which charge modest fees. They

aim to cater for aspirational upper working class and lower middle class parents

who are unable to a�ord the fees demanded by the elite schools. Their main selling

point is their claim to be 'English medium', but these claims must be treated with

care.

5. Madrasas: This is a very heterogeneous category of institution and their language

practices are also very varied.

The di�erent categories of schools on the basis of medium of instruction reveal the

division between languages. This division has also been termed as `language apartheid'

by Shamim (2007, p. 83).

The status of Urdu is important to understand. Though the native speakers of Urdu

are only 7% in Pakistan, still it is spoken as an additional language almost in all parts

of the country along with other regional languages. According to Judd et al. (2003, p.

6), �The term additional applies to all except the �rst language. An additional language,

moreover, may not be foreign since many people in their country may ordinarily speak

it.� According to the British Council survey of 2008 the Urdu language is spoken mostly

in all four provinces of the country (Intermedia, 2010). Table 2.2 explains the situation

of Urdu both as a native language and as an additional language in comparison to the

main regional languages of Pakistan. Similary the situation of the regional languages has

also been explained with respect to their speakers.
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Table 2.2: Language Diversity in Pakistan

According to the survey report Urdu is almost spoken in all provinces of the country

as an additional language. Table 2.2 also explains that as an additional language English
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occupies the second position. However, the other regional languages have their speakers

in their respective regions.

Synthesis

¶ The total number of languages spoken in Pakistan is 72.

· There are 14 major languages, which have more than one million speakers.

¸ Urdu, the national language of Pakistan, has only 7.57% of native language speakers.

However, almost all speakers of other languages can speak and understand it.

¹ English, being the o�cial language, has a central role as compared to all other

languages spoken in Pakistan.

º The languages which are spoken as mother tongues have less representation at the

school level.

2.5.4 The Language Policy in Pakistan

The discussion concerning language policy in Pakistan is aimed to describe the policy

made by the government of Pakistan concerning the promotion of English and Urdu.

�Language policy with respect to people determines, who has the access to schools, has

the opportunities for economic advancement, who has access to jobs, etc.� (Jan, 2010, p.

2). In this context, it is better to consider the policy concerning language through the

constitution of Pakistan. Rahman (2006), referring to the constitution of Pakistan in the

perspective of language explains:

The national language of Pakistan is Urdu. Above all, it is a symbol of unity that helps

in creating a uni�ed Pakistan. In this symbolic power it serves as the political purpose of
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resisting ethnicity, which otherwise would break the federation. As English is the o�cial

and international language, it is too taught at higher levels, especially to those who seek

to study science and technology (Rahman, 2006, pp. 2-3).

Rahman (2006) clari�es the status of English and Urdu languages in Pakistan. On

the one hand, Urdu is the symbol of federation and resistance to ethnicity, which is a

threat to federation. On the other hand, English is the symbol of science and technology.

According to Jan (2010), the state policy seems �favoring English and Urdu as compared

to other regional languages� (Jan, 2010, p. 2).

Concerning language policy, it is better to take into account the concept of 'cultural

capital' presented by Bourdieu and Thompson (1991),

The position of a given agent in the social space can thus be de�ned by the position it

occupies in di�erent �elds that is the distribution of powers. These agents are especially

economic capitals (in its di�erent kinds), cultural capital, and social capital as well as

the symbolic capital commonly called prestige, reputation, etc. (Bourdieu and Thompson,

1991, p. 230)

English is considered as a kind of `cultural capital' which has deepened its roots as

a power of domain in the society. This can be considered by reviewing the National

Educational Policy (2009), compiled by the Ministry of Education, Pakistan. Some of

the points concerning the language policy in Pakistan are as follows:

1. The curriculum from class I and onward shall include English (as a subject), Urdu

as a regional language.
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2. English shall be employed as the medium of instruction for science and mathematics

from class IV onwards.

3. Opportunities shall be provided to children from low socio-economic strata to learn

the English language.

4. Special short term courses for improvement of language skills for rural area teachers

shall be designed (National Educational Policy (2009, pp. 28-44)).

It is also important to consider the important factors that play their role in imple-

menting a language policy. Hayes (2012)' s research on language policy concerning Asian

countries suggests three main factors in respect of policy implementation.

1. Resources

2. Stakeholders' Engagement

3. Management

According to him teachers are the main stakeholders. �All innovations require the sup-

port of those primarily responsible for implementing them: classroom teachers. Teachers

must be consulted -and views respected - at all stages of innovation from initial concep-

tion to innovation. The process of implementation is also long-term and support must be

provided to teachers on a continuing basis and in a variety of ways as they come to terms

with an innovation� (Hayes, 2012, p. 58). Bolitho (2012) research based on projects and

programs concerning ELT suggest a model called earthquake model. Figure 2.22 shows

Bolitho (2012)' s research model concerning policy implementation. According to this

model a policy or a new change starts from the national level and reaches �nally at the

classroom level.
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Figure 2.22: The Earthquake Model (Bolitho, 2012, p. 42)

Referring to language policy and the role of teachers, Hayes (2012) suggests the fol-

lowing points concerning a successful educational policy.

1. Ensuring that the teachers are well trained for the task.

2. Ensuring that the instructional time is available in the curriculum for the teaching

of the subject.

3. Ensuring that curriculum materials and teaching-learning approaches are appropri-

ate to the age group.

4. Ensuring that the adequate time has been allowed for the preparation of new cur-

riculum materials.

5. Ensuring that appropriate and timely in-service training is given to teachers in the

use of materials and teaching learning approaches.

6. Ensuring that appropriate evaluation procedures are in place to evaluate the e�ec-

tiveness of the innovation
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7. Ensuring that necessary adjustments are made to the curriculum and materials for

all subsequent grades and that teachers are given training to introduce them to

these changes in the higher grades (Hayes, 2012, p. 52).

Another important factor concerning educational policy is context. Referring to new

policies as innovations Murray and Christison (2012) view, �Innovations that are suc-

cessful in one context may have to adopted (or even rejected) in another� (Murray and

Christison, 2012, p. 61). Hayes (2012) views, �Educational innovation is not value-or

culture free but must be considered in relation to the context in which it is to be imple-

mented�(Hayes, 2012, p. 58).

In a nutshell, the analysis of the language policy in Pakistan reveals that the state

favors the promotion of the English language as a symbol of progress. On the other hand,

the state policy also favors Urdu as a symbol of unity and resistance against ethnicity,

which is a major threat to federation in the country.

Synthesis

¶ A language policy with respect to people determines the state's priorities for pro-

moting a language.

· The state policy in Pakistan favors Urdu and English. Especially for higher educa-

tion, English as a medium is favored by the state.

¸ The reason for promoting Urdu is because it is the symbol of unity whereas English

is the symbol of progress both at the national and global levels.
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2.5.5 Context-Based Di�erences Among Learners

In the perspective of culture and language learning, it is also important to consider the

context-based di�erences among learners on the basis of gender. The language learners

and the teachers in Pakistan are part of the language learning context, where the male

learners have di�erent social responsibilities as compared to the female learners. Kanu

(2005) working as an expatriate educator in Pakistan and investigating the cultural dif-

ferences between South Asian learners and European learners, explains:

Emphasis on individual self-expression and original thought is not common, and cri-

tique and analysis are not considered important in indigenous learning. South Asian

culture is de�ned in terms of relationship with others rather than individual uniqueness.

In addition, modesty and submissiveness are important cultural values (Kanu, 2005, pp.

503-504).

The above-mentioned quality of Asian learners di�erentiates them fromWestern learn-

ers where learners are independent in making critique and analysis. Kanu (2005) links

this quality with learners' social values as:

Adult-child relations are quite formal and children are taught to restrain expressive

behavior in the presence of adults and are rewarded for maintaining silence at home.

They are also taught to pay deference to and learn from authority �gures (such as elders,

parents, teachers or authors) rather than challenging, questioning or becoming critical

toward opinions and wisdom of authority (Kanu, 2005, p. 504).

Moreover, the research work of Ghazi et al. (2009) concerning the gender disparity in

Pakistan reveals that family social norms lead to gender disparity where the core aspect
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between these norms is early marriages of the females learners . Moreover, the females

have additional domestic roles as compared to the male learners (Ghazi et al., 2009, p. 96).

It is also important to consider the di�erence on gender basis because it will help us

in understanding the situation of the male and the female learners in Pakistan. Research

based on gender shows signi�cant gaps between the men and the women in Pakistan.

A survey report conducted by the British Council in Pakistan reveals that the men and

the women have di�erent roles because of having di�erent socio-economic status, levels

of education and literacy, and comprehension of English (O�cial Language) and Urdu

(O�cial and National Language) (Intermedia, 2010). Figure 2.23 shows the di�erence on

the basis of language comprehension between the men and the women in Pakistan.

Figure 2.23: The Di�erence Between the Men and Women on the Basis of Language
Comprehension

Figure 2.23 shows that in the case of both English and Urdu, the number of males
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exceeds the females in Pakistan. The survey conducted by the British Council concludes

that socio-economically, the men are far more likely to be the chief wage earners and

the women are generally responsible for housekeeping (Intermedia, 2010). Moreover, the

reason behind it is the pro�ciency of the males in English and Urdu, which is the major

demand for the jobs in Pakistan. It is important to mention that English and Urdu

are the major languages for upward social mobility (see section 2.5.2, The Language of

Power) as compared to the other regional languages in Pakistan explained in table 2.1.

Therefore pro�ciency in both these languages helps in obtaining a better economical po-

sition in the society.

The survey report conducted by the British Council also reveals di�erences on gender

basis in Pakistan in the case of consulting social and material resources for information

and learning. Figure 2.24 provides information concerning the use of resources.

Figure 2.24: The use of Resources on Gender-Basis

The discussion in this section concludes that the males and the females in Pakistan
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are not having equal opportunities. Moreover, the males have better access to social and

material resources and this also leads them to obtain higher economical positions.

Synthesis

¶ Gender-based di�erences reveal that the males have more opportunities as compared

to the females in Pakistan.

· Men are more likely to be the chief wage earners and women are generally respon-

sible for housekeeping.

¸ The males because of having pro�ciency in English and Urdu are able to obtain

higher socio-economic positions.

¹ The women in rural areas have less access to the materials resources as compared

to the women in urban areas.

2.6 Problematization

Problematization refers to identifying or creating gaps in existing literature that need

to be �lled. According to Alvesson and Sandberg (2011, p. 254), �In order to develop

problematization as a methodology for generating research questions: two key questions

need to be answered.

1. What types of assumptions are relevant to consider?

2. How can these assumptions be identi�ed?�.

The �rst question relates to the review of literature and the second one relates to the

analysis of that literature and to the generation of research questions. Similarly, Locke
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and Golden-Biddle (1997) describe two main processes for developing research questions.

These are structuring intertextual coherence and problematization. �An intertextual co-

herence means that a variety of other texts (and discourses) are reconstituted in any

existing work.� (Locke and Golden-Biddle, 1997, p. 1029).

Sandberg and Alvesson (2011) clarifying the intertextual coherence explain, �In struc-

turing an intertextual �eld, the researcher tries to bring together existing studies into a

context of contribution that re�ect the consensus of the previous work (Sandberg and

Alvesson, 2011, p. 26). Moreover, intertextual coherence has been divided into three

main parts with respect to text organization as shown in �gure 2.25.

Figure 2.25: Types of Intertextual Coherence (Locke and Golden-Biddle, 1997, pp. 1029-
1040)

Figure 2.25 illustrates that there are three main types of intertextual coherence. Ac-

cording to Locke and Golden-Biddle (1997), �manuscripts display synthesized coherence

when they cite and draw connections between works and investigative streams not typ-

ically cited together to suggest the existence of undeveloped research areas� (Locke and

Golden-Biddle, 1997, p. 1030). Synthesized coherence is done on the basis of links and
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connections among texts that are not apparently visible and the researcher links them

together on the basis of his research study.

On the other hand, Locke and Golden-Biddle (1997) explain progressive coherence as

�networks of researchers linked by shared theoretical perspective and methods working

on research programs that have advanced over time� (Locke and Golden-Biddle, 1997, p.

1035). Progressive coherence normally involves hierarchal development among texts.

As compared to synthesized coherence and progressive coherence noncoherent inter-

textual �elds refer to the referenced works that belong to �a common research program

but as linked by disagreement� (Sandberg and Alvesson, 2011, p. 26).

Another area concerning the generation of research questions is gap-spotting. Gap-

spotting relates to �the way of producing research questions by spotting various gaps in

existing literature such as an overlooked area� (Sandberg and Alvesson, 2011, pp. 24-25).

With respect to L2 language learning gap-spotting can refer to a new dimension or phe-

nomenon concerning an existing research work.

In relation to the present study, it is important to consider di�erent types of gap-

spotting as it will help us to explain the present study in relation to gap-spotting. Sand-

berg and Alvesson (2011) describe three main types of gap spotting as shown in �gure

2.26.
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Figure 2.26: Types of Gap-Spotting Concerning the Problematization of a Research Work
(Sandberg and Alvesson, 2011, pp. 28-31)

Figure 2.26 shows that there are three main types of gap-spotting: confusion spotting,

neglect spotting, and application spotting.

Confusion spotting involves �spotting some confusion in existing literature. Previous

research on topic exists but available evidence is contradictory� (Sandberg and Alvesson,

2011, p. 29). The researcher through confusion spotting aims to solve the identi�ed

confusion in the literature through his research work.

On the other hand, neglect spotting aims to spot �something neglected in existing

literature and is the most common mode of constructing research questions� (Sandberg

and Alvesson, 2011, p. 30). Neglect spotting has been further categorized into three

types as spotting an overlooked area, under researched area and an area with lack of

empirical support.
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The third type of gap-spotting is application spotting that �searches mainly for a

shortage of particular theory or perspective in a speci�c area of research. The aim of

application spotting is to provide an alternative perspective to further our understanding

of the particular subject matter in question� (Sandberg and Alvesson, 2011, pp. 30-31).

The process of problematization concerning the present study involves both inter-

textual coherence and gap spotting. Keeping in view the above-mentioned aspects, the

process of problematization concerning the present study has been summarized in �gure

2.27.

Figure 2.27: The Process of Problematization Concerning the Present Study

Figure 2.27 shows the process of problematization concerning the present study. The

study has followed the method of synthesized coherence for the following two purposes:
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1. Review of the Related Literature

2. Generation of the Research Questions

Similarly gap-spotting helped in specifying the following aspects:

1. The Research Area

2. The Language Learning Context

Following synthesized coherence, the selected materials have been arranged on the

basis of their link with one another and with the research topic. Moreover, existing lan-

guage teaching materials and theories based on the cultural factor in L2 learning and

teaching have been linked with one another. The analysis of these materials has helped

in re�ning the research questions. The review of the literature has also provided in-depth

information concerning the cultural factor in second language learning and teaching.

The other aspect concerning the problematization process is of gap-spotting, which

is related to the speci�cation of the research problem and its contribution to existing

research. The analysis of the review of literature reveals that the cultural factor in L2

learning and teaching has been mostly discussed in the perspective of language learning

context of the developed countries, which are quite di�erent from the language learning

contexts of South Asian countries (India, Pakistan, and Bangladesh), where English is

learned as a second language. On the other hand, there are few language research works

based on the cultural factor in L2 learning and teaching in the context of L2 in Pakistan.

The study of cultural factor in second language learning and teaching is aimed to �ll the

above-mentioned gap and to contribute to existing literature.

The problematization process of the research study in relation to the cultural factor

has been divided into two parts with respect to L2 learning and L2 teaching. Therefore
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the discussion in this sections will �rst discuss the cultural factor in L2 learning and then

the cultural factor in L2 teaching.

2.6.1 The Cultural Factor in L2 Learning

In the perspective of L2 learning and its relation to culture, the reviewed literature has

discussed the two main aspects.

1. Formal Language Learning (FLL)

2. Informal Language Learning (ILL)

The reviewed literature in the perspective of formal and informal language learning

reveals that the earlier studies have dealt separately with FLL and ILL. The analyzed

works (Batstone, 2002; Chang, 2002; Collentine and Freed, 2004; Cook, 2001; Cortazzi

and Jin, 1999; Ellis, 1990, 2005) have focused on learning in formal contexts and the works

Altay (2005); Ashraf (2006); Beckner et al. (2009); Collins (2005); Kao (2010); Kozulin

(2003); Lantolf and Johnson (2007); Liu et al. (2002); Mitchell and Myles (2004); Pal-

freyman (2006); Panzarasa and Jennings (2006); Power and Shrestha (2009); Shari�an

(2008, 2009); Tissot (2004); Zheng (2005) have focused on informal or social learning.

The further analysis of these works also reveals that the earlier works have also discussed

separately the role of culture in FLL and ILL. Moreover, the study also assumes to view

them collectively. Keeping in view the language learning context in Pakistan, the study

proposes the following research question based on formal and informal language learning.

Does the role of culture vary with respect to formal language learning and

informal language learning?
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The above assumption is related to the language learning context in Pakistan, where

the learners' �rst culture is dominant. As a result of that the language learning that

takes place in the formal setting di�ers from the learning that takes places in the social

setting on the basis of culture.

Another aspect which is important to consider is the language learning context. The

role of culture with respect to both these types of learning may vary depending on the

language learning context.

The research questions explained-above will be investigated using di�erent research

tools. The investigation will be made through a questionnaire and a classroom observa-

tion sheet as shown in �gure 2.28.

Figure 2.28: Research Tools for Investigation Concerning Formal and Informal Language
Learning
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Figure 2.28 illustrates that the study concerning the formal language learning will

be conducted through classroom observation and questionnaire. Classroom observation

will investigate about the nature of classroom activities whereas the questionnaire will

be used to know how often the learners participate in the activities in the classroom.

On the other hand, the study will also investigate how often the learners make use of

the social resources for learning English outside the classroom. The investigation will be

made through a questionnaire consisting of a �ve-point frequency scale (1=most often,

2=often, 3=sometimes, 4=rarely, 5=never). The questionnaire will be prepared through

focused-group interviews and �eld testing.

2.6.2 The Cultural Factor in L2 Teaching

The cultural factor in L2 teaching has focused on teachers attitudes. The analysis of the

review of literature concerning teachers' attitudes has speci�ed the factors which a�ect

teachers' attitudes. These factors are:

1. Teachers' Professional Experiences,

2. Teachers' Cognitions,

3. Teachers' Training

4. Teachers' Knowledge of the Target Language Culture

The earlier studies discussed in the review of literature re�ect that teachers' attitudes

have been discussed in the perspective of di�erent aspects such as teachers' attitudes

based on intercultural competence (Alptekin, 2002; Alred et al., 2003; Derin et al., 2009),

tolerance towards the target language culture (Gonen and Saglam, 2012), integration of

culture into language teaching materials (Karabinar and Guler, 2012), and multilingual-

ism (Griva and Chostelidou, 2011). Moreover, the studies (Al-Zaidiyeen et al., 2010;
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Alptekin, 1993; Altay, 2005; Atay, 2009; Beycioglu et al., 2010) which have discussed the

role of culture in language teaching also are based on di�erent language learning contexts.

The review of the related literature reveals that attitudes are context-based and de-

pend upon multiple factors (such as teachers' cognitions, their professional experience,

teachers' training etc.) which contribute toward the formation of positive and negative

attitudes. Therefore the attitudes which are positive in one language context may turn as

negative in another language learning context. In this respect, the study of the teachers'

attitudes based on culture and language teaching in Pakistan is important to understand

the language learning context in Pakistan. Therefore the research question based on the

teachers' attitudes is as follows:

What are the teachers' attitudes based on culture and language teaching

in Pakistan?

The study concerning teachers' attitudes will discuss the following dimensions:

1. Attitudes Based on Culture and Comprehension

2. Attitudes Based on Culture-Related Tasks

3. Attitudes Based on Culture and Tolerance

4. Attitudes Based on Cross-Cultural Comparison

5. Attitudes Based on Culture and Identity

6. Attitudes Based on Social Contexts

Teachers' attitudes based on the above-mentioned aspects will be investigated through

a questionnaire consisting of a �ve-point scale (1=completely disagree, 2=disagree, 3=neu-



148 Chapter 2. Theoretical Background

tral, 4=agree, 5=completely agree). The questionnaire will also include demographic in-

formation, which will be helpful in characterizing teachers' responses on the basis of their

experience, age, and gender.

The questionnaire will also investigate qualitatively the teachers' attitudes obtained

through open-ended comments based on culture and language teaching. The question-

naire construction will also follow an initial and �nal piloting process in order to improve

the questionnaire construction. The results obtained through the quantitative and the

qualitative study will be compared in order to validate the results.

2.6.3 Rationale for Using Questionnaire as a Research Instru-

ment

Munn and Drever (1999, p. 1) raise the following questions concerning the selection of a

research instrument:

1. What is being investigated?

2. How will it be investigated?

3. How will the data be analyzed?

The �rst question relates to the research topic or a speci�c research area under study.

The second question relates to the research methodology or the selection of a research

tool, and the third question links to the analysis or interpretations of the results.

According to Dornyei and Taguchi (2003) questionnaires are used to measure atti-

tudes, beliefs, opinions and actions. The present study as a whole investigates about
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actions and attitudes. The questionnaire concerning formal and informal contexts will

investigate about the L2 learners activities based on formal and informal language learn-

ing, which relates to actions. On the other hand, the study concerning L2 teaching will

investigate the L2 teachers' attitudes based on culture and language teaching.

The advantage of using questionnaire as a research tool is that it can be used for

both quantitative study and qualitative study. The questionnaire concerning teachers'

attitudes will include both close-ended and open-ended questions. Therefore the study

will be conducted both quantitatively and qualitatively as shown in �gure 2.29.

Figure 2.29: Quantitative and Qualitative Research Through Questionnaire

One of the reasons for selecting the questionnaire as a research tool is that it is helpful

in accessing the greater part of the target population which is not possible by using other
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research tools such as interviews and observations.

A questionnaire is also useful in terms of time and cost. A large amount of data can

be collected with less cost and within a short period of time. In the case of the present

study the questionnaires will help in collecting the data within a reasonable span of time.

The questionnaires are also reliable for the present study because the questionnaires

will be prepared through a complete process of questionnaire construction. The process of

questionnaire construction will include a) review of existing literature, b) focused-group

interviews, c) initial piloting process, d) and �nal piloting process. All these processes

will help in developing the questionnaires.

Another reason for using the questionnaire is that the data obtained through ques-

tionnaire can be interpreted easily as explained by Dornyei and Taguchi (2003).

If the questionnaire is well-constructed, processing the data can also be fast and rela-

tively straightforward especially by using some modern computer software (Dornyei and

Taguchi, 2003, p. 9).

The questionnaire data in the case of the present study will be analyzed using SPSS

(Statistical Package for Social Sciences) and Nvivo software. SPSS is helpful for analyzing

the quantitative data whereas Nvivo is used for analyzing the data qualitatively.

The other reason for selecting the questionnaire as a research tool is that the data

obtained through questionnaires is helpful in comparing the results. The present will

also compare the results obtained through questionnaires in order to cross-validate the

results.
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2.7 Conclusion

The chapter has discussed the relevant literature on the basis of the role of culture in

second language learning. It is evident from the literature that culture plays a vital role

in second language learning and teaching. Moreover, it is also important to consider the

cultural factor not only from learners' perspective but also from teachers' point of view.

In the context of L2 learning, the analysis of the related literature reveals that culture

plays a role both in formal language learning that takes place inside classroom and infor-

mal language learning that takes place in social settings. Moreover, in the perspective of

L2 teaching, analysis of the review of literature concludes that teachers' attitudes based

on culture and language learning are in�uenced by their experiences, cognitions about

teaching and learning, their training, and their awareness of the target language culture.

In order to describe the purpose of the literature discussed in this chapter, the lit-

erature linked to the present study can be divided into two main parts as shown in the

�gure 2.30.

Figure 2.30: The Review of the Literature based on the Present Study

Figure 2.30 shows that the reviewed literature is based on the two main parts. The

�rst part discuss the role of culture in second language learning and teaching whereas

the second part reviews the literature based on the English language learning situation
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in Pakistan.

The �rst part of the review of the literature has discussed the relevance of the liter-

ature on the basis of its link to the research questions of the study. It has been further

divided into three subsections as shown in �gure 2.31.

Figure 2.31: The Conclusion of the Chapter
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The discussion based on culture and language learning establishes the relation be-

tween language and culture with respect to cultural schema, comprehension, memory,

cultural identity and cultural awareness as shown in �gure 2.31. The discussion in this

section has been made keeping in view the two purposes. The �rst purpose is to highlight

the role of culture in second language learning. The second purpose is to discuss these

aspects in respect of their connection with research questions.

The second section of the research study has discussed formal language learning and

informal language learning with respect to culture. The detail concerning the discussion

has been given in �gure 2.31. The discussion in this section is related to the �rst research

question.

Does the role of culture vary with respect to formal language learning and

informal language learning?

The purpose of reviewing the literature concerning the above research question was

to know about the role that culture plays in formal and informal language learning.

The third section of the related literature has focused on the cultural factor in L2

teaching. The study in this respect has discussed teachers' professional experiences,

teachers' cognitions, social cognitive theory, and teachers' training. These aspects have

been discussed because they relate to teachers' attitudes. The study concerning L2 teach-

ing is related to the second research questions given below:

What are the teachers' attitudes based on culture and language teaching

in Pakistan?
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The second part of the related literature has focused on the language context and the

English language situation in Pakistan. The study reviewed the literature concerning the

language learning context in Pakistan keeping in view the following purposes.

1. To highlight the language learning conditions

2. To know about the status of English in Pakistan

3. To know about the status of other languages in comparison with English

An overview of the related literature has been shown in �gure 2.32.

Figure 2.32: The Language Situation in Pakistan

Figure 2.32 shows that the study has �rst reviewed the aspect of language learning

in multilingual context with respect to L2 learning in Pakistan. In this context, the

situation of English with respect to Urdu (the national language of Pakistan) has been

highlighted. The parallelism between the two languages has been compared to the modi-

�ed concept of diglossia. After that, English has been discussed as the language of power

in the context of its in�uence as an o�cial language in Pakistan. Moreover, the study

has also highlighted the language context where the role of English and other languages
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has been discussed. In the end, the language policy concerning English has been reviewed.
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3.1 Overview

The study basically deals with the role of culture in second language learning and teach-

ing. In this context, the research study involves two sub-studies: one dealing with the

role of culture in second language learning and the other dealing with the role of culture

in second language teaching. An overview of the study has been shown in �gure 3.1.
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Figure 3.1: Overview of the Study
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3.2 Study 1

3.2.1 Research Question

Study 1 is aimed to investigate the cultural factor in second language learning and has

been designed to address the following research questions.

Does the role of culture vary with respect to formal contexts and informal

contexts in second language learning in Pakistan?

The study has taken the formal and informal learning contexts with respect to L2 learning

in Pakistan. Formal language learning refers to instructed or principled learning which

takes place in formal settings (see section 2.3.2, Formal Contexts, Chapter 2). However

informal learning refers to the social contexts, which cover a wide range of social inter-

actions among L2 learners (see section 2.3.3, Informal Contexts, Chapter 2). Ellis (1990)

explaining the di�erence between formal and informal learning states, �Language learning

in formal setting possesses a limited range of locations, participants, topics, etc. Informal

learning is characterized by greater range of settings, participants, topics, and purposes�

(Ellis, 1990, p. 2) (see section 2.3.1, The Di�erence between Formal and Informal Con-

texts, Chapter 2).

3.2.2 Research Design

Questionnaire design is as much an art as it is a science. (Malhotra, 2006, p. 2)

Brown (2001) suggests six steps for a research design concerning a survey research.

1. Planning the survey

2. Developing the instrument
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3. Gathering the data

4. Analyzing the data statistically

5. Analyzing the data qualitatively

6. Reporting the results

(Brown, 2001, pp. 8-12)

A research design gives information concerning the whole research process from the

beginning to the end. According to Gri�ee (2012), �A survey design consists of a con-

struct, population of interest, a sample, and a data collection instrument� (Gri�ee, 2012,

p. 53). The present research study is quantitative in nature and has used a cross-

sectional research design with a survey questionnaire. According to Dornyei (2007), �A

cross-sectional research refers to a snapshot-like analysis of the target phenomenon at one

particular point in time, focusing on a single time interval� (p. 78). The questionnaire-

based cross-sectional survey design was employed keeping in view the nature of the re-

search study.

3.2.3 Sample and Sampling

A random sampling method has been adopted in the case of study 1. �A random sampling

involves selecting members of the population on a completely random basis� (Dornyei,

2007, p. 97). For this purpose, nine universities (see Appendix-C, Part-C.5) which o�er

language learning courses were selected from federal area and the Punjab province which

consists of 62% of the population of Pakistan Khan (2012b). Out of these nine univer-

sities, three universities have been selected randomly, and the data have been collected

from adult L2 learners belonging to these universities. Finally, 275 respondents from
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these three universities have participated in the research study. Figure 3.2 shows the

characteristics of the sample based on their educational levels.

Figure 3.2: A Year Wise Distinction of Educational Levels in Pakistan
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Figure 3.2 shows that adult L2 learners, who have already completed their twelve

years of education, have been asked to �ll out the questionnaire. The reason behind it

is that adult learners can better respond to a questionnaire concerning formal and infor-

mal contexts. Smith and Strong (2009) describing the characteristics of adult learners

explain, �The adult learners have the ability to interpret their culture and belief systems

as well as the ability to re�ect and build on their cross-cultural experiences� (Smith and

Strong, 2009, p. 2).

The following are the reasons for selecting the adult L2 learners in the case of formal

and informal language learning:

1. Adult learners have learned many aspects of language and they are in a position to

evaluate their progress.

2. Adult learners are able to practice language in both formal and informal settings.

3. Adult learners on the basis of their language practice in formal and informal set-

tings can evaluate their cultural awareness concerning formal and informal language

learning.

3.2.4 Questionnaire Construction Study 1

The questionnaire construction followed the process of classroom observation and focused

group interviews in the case of formal and informal language learning. Figure 3.3 shows

the complete process of questionnaire construction concerning formal and informal lan-

guage learning.
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Figure 3.3: The Process of Questionnaire Construction

Figure 3.3 shows that the questions construction has followed the process of class-

room observation and focused group interviews. Classroom observation has been done

through an observation sheet. The purpose of classroom observation was to know about

the nature of activities and their relation with culture in formal language learning. The

process of classroom observation has been discussed in detail in section 3.2.4.1.

On the other hand, focused-group interviews of L2 learners helped in getting infor-

mation about social resources used by L2 learners outside the classroom. In addition,
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focused-group interviews also helped to know about learners' communication in social

settings. The process of focused-group interviews has been discussed in detail in section

3.2.4.2.

3.2.4.1 Classroom Observation

The distinctive feature of an observation as a research is that it o�ers an investigator

the opportunity to gather live data from naturally occurring social situations.

(Cohen et al., 2007, p. 396)

According to Dornyei (2007)), �Observation is fundamentally di�erent because it pro-

vides direct information� (p. 178). Observation is further categorized as 'participant

observation or non-participant observation'. Dornyei (2007) referring to both these types

explains, �The participant observer becomes a full member of the group taking part in

all activities. However, in non-participant observation the researcher is usually not or

minimally involved in the settings� (p. 179). Along with these two categories, there are

also structured and unstructured observation types. �A structured observation involves

into the classroom with a focus whereas unstructured observation is less clear what it is

looking for� (Dornyei, 2007, p. 179).

The present study has followed the non-participant observation model with a struc-

tured observation sheet (see Appendix-C, Part-C.3) with a focus on classroom activities

based on culture. The researcher followed the classroom observation process at the Na-

tional University of Modern Language (Pakistan). This was followed for one week. The

observation focused on learners' level of participation and classroom activities, and the

relationship of these activities with culture. The classroom observation provided the re-

searcher with the information concerning formal contexts for L2 learning in Pakistan.

Table 3.1 explains the main aspects of observation in the classroom.
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Table 3.1: The Main Themes of Classroom Observation

Results obtained through classroom observation (see Appendix-C, Part-C.4) have

been discussed in the next chapter (see section 4.4, Formal Contexts).

3.2.4.2 Focused Group Interviews

A focused group discussion with eight adult learners was arranged to know about infor-

mal contexts. Focused group interviews helped to investigate the use of resources for

practicing language in social contexts. The discussion focused on the following points:

1. What are the learners' activities outside the classroom?

2. How often do the learners practice the second language in their social contexts?

3. What are the possible re�ections of culture through social interactions?

Focused group interviews helped to know about the use of social resources such as the

use of newspapers, TV programs, advertisements, websites, mobile communication. for
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the use of learning a second language.

Based on the information I received through classroom observation and focused group

interviews, I decided to prepare a questionnaire based on formal and informal contexts. I

prepared the initial version of the questionnaire, which consisted of three main sections.

The �rst two sections concern formal and informal contexts and the third section concerns

respondents' background information (see Appendix-A, Part-A.1).

3.2.5 Field Pretesting

�If you are not looking for problems or ambiguities, you will not �nd them�.

(Czaja, 1998, p. 4)

�The surest protection against errors is to pretest the questionnaire in full or in part�

(Babbie, 2008, p. 283). �Field Pretesting generally means administering a questionnaire

to respondents selected from the target population using the procedures that are planned

for the main study� (Czaja, 1998, p. 9). The main purpose of �eld testing is to �bring the

social and cultural di�erences between the researcher and the target population� (Naresh

and David, 2007, p. 182). Field pretesting of the questionnaire has focused on the fol-

lowing points concerning the questionnaire development:

1. The respondents understand the questions in a consistent way.

2. The questions are asking for information that respondents have and can retrieve.

3. The wording of questions provides respondents with all the necessary information.

4. The respondents interpret the questions as the researcher intends.
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5. A level of variation among responses is acceptable (Collins, 2003; Czaja, 1998).

The questionnaire has been pretested with the subjects that had shared similar char-

acteristics with the target population. 30 respondents have been asked to �ll out the ques-

tionnaire in the pretesting process. The respondents were asked to give their suggestions

and to explain brie�y the problematic areas concerning the questionnaire construction.

They were also asked to rephrase a question in their own words if it seemed ambiguous to

them. The respondents were also requested to give their emails addresses for a follow-up

discussion.

In the second phase of �eld pretesting all the questionnaire responses have been exam-

ined carefully. Nearly half of the respondents have been interviewed in order to identify

the problematic areas and to �nd the possible solution. The details about the question-

naire which have been used for �eld testing are as follows:

The questionnaire consists of mainly three parts. The �rst part is about formal con-

texts and consists of 7 questions. The second part deals with informal contexts and

consists of 10 questions. The �rst and second part of the questionnaire consists of a 5

point frequency scale to investigate about learners' activities concerning formal and in-

formal contexts as explained in table 3.2.

Table 3.2: Frequency Scale

Always Often Sometimes Rarely Never

The third part of the questionnaire is about background information concerning learn-

ers' educational level, age and gender. An open-ended question was also included to know

about the respondents' reaction concerning the questionnaire construction. De Singly
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(2009) referring to open-ended questions explains:

Les questions ouvertes présentent bien des avantages : tout d'abord le fait de privilégier

les catégories dans lesquelles les individus perçoivent le monde social, plutôt que de les

imposer par les modalités des réponses fermées. Ensuite des questions ouvertes ouvrent

des perspectives de codage de l'information beaucoup plus grandes (De Singly, 2009, pp.

66-67).

Based on the �eld testing process and suggestions obtained through open-ended re-

sponses, some of the questionnaire content has been modi�ed in order to order to improve

the content validity of the questionnaire. Some of the examples of modi�cations are as

follows.

Initial Version

1. How often do you read newspapers?

2. How often do you watch �lms?

3. How often do you consult websites?

4. How often do you send SMS to your friends?

In order to make it more precise, the respondents were asked the questions precisely

about English newspapers, �lms, and websites. Hence the modi�ed version of the ques-

tionnaire includes the word 'English' with these questionnaire items.
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Modi�ed Version

1. How often do you read English newspapers?

2. How often do you watch English �lm?

3. How often do you consult English websites?

4. How often do you send SMS in English to your friends?

3.2.6 Data Collection

Field pretesting helped in �nalizing the questionnaire. After the �eld pretesting process,

the target population was accessed. The adult learners of English from three universities,

selected on a random basis, participated in the survey. Figure 3.4 shows the process of

data collection.

Figure 3.4: Data Collection Process Concerning Formal and Informal Contexts
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Figure 3.4 illustrates that the data were collected through a questionnaire. In addition

the adult learners of L2, enrolled at three main universities, participated in the survey.

As a whole a total of 275 learners responded to the questionnaire study.

Synthesis

The discussion in this section has discussed the research design concerning study 1, which

relates to the �rst research questions:

Does the role of culture vary with respect to formal language learning and

informal language learning?

Study 1 can be summarized in the following points:

¶ The study is concerned with the cultural factor in formal language learning and

informal language learning. It is related to adult L2 learners, enrolled at three

main universities in Pakistan.

· The questionnaire construction concerning the present study has used classroom

observation and focused-group interviews.

¸ The process of �eld-pretesting helped in administering the questionnaire at a limited

scale and to know how do the questionnaire items work?

¹ The data collection process revealed that a total number of 275 learners participated

in the study.
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3.3 Study 2

3.3.1 Research Questions

Study 2 is concerned with cultural factor in L2 teaching in Pakistan. It has been designed

to address the following research question.

What attitudes do the teachers have concerning cultural awareness and

language teaching in Pakistan?

Before going into further detail, it is important to mention the di�erences between

attitudes, perceptions and opinions. The three terms are closely related to each other.

According to Merriam-Webster (2012) dictionary, perception is a `mental image'. �The

core meaning concerning perception is immediate awareness� (Pages, 2012). It refers to

the way you think about or understand someone or something. An opinion in its simplest

way refers to `a belief or judgment' (Pages, 2012).

As compared to perception and opinion, an attitude refers to a feeling or way of

thinking that a�ects a person's belief. �Attitudes are formed as some kind of learning

experience, which are often built up more slowly� (Pages, 2012). The current research has

taken the teachers' attitudes concerning culture and language teaching, based on their

language teaching experiences. The teachers' attitudes, based on their culture and lan-

guage teaching awareness, have been divided into sub-research questions, which will be

answered through the present research. The research study has inquired about language

teachers' attitudes:

• based on culture and comprehension
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• based on culture related activities and tasks

• based on culture and tolerance

• based on culture and identity

• based on culture and the use of social contexts for language learning

Figure 3.5: Dimensions Based on Cultural Awareness and Language Teaching

Based on the dimensions shown in �gure 3.5, the following research questions have

emerged from the study:

1. What attitudes do the teachers have concerning the role of culture and comprehen-

sion with respect to L2 learning?

2. What attitudes do the teachers have concerning culture-related activities and tasks

practiced in the classroom?

3. What attitudes do the teachers have concerning the idea of cultural awareness and

tolerance for L2 learning?

4. What attitudes do the teachers have regarding cross-cultural comparison for L2

learning in Pakistan?
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5. To what extent do the target language cultural awareness help learners to identify

with the target language community?

6. What attitudes do the teachers have concerning the use of social contexts for L2

learning in Pakistan?

The purpose of the �rst research question is to �nd out the role of culture in relation

to comprehension. The study has focused on comprehension in terms of meaning, inter-

pretation, and variation that occurs across di�erent cultures. Questions 1, 2, 3, 4, 5, 6,

8, 10 and 15 of the questionnaire (see Appendix-A Part-A.3) are related to culture and

comprehension. Concerning the role of culture with respect to comprehension Fuhong

(2004)'s research reveals that �cultural schema e�ects ESL learners' comprehension and

recall� (see section 2.2.3 Culture and Comprehension). Fuhong (2004)'s research also sug-

gests that an important part of comprehension is cultural knowledge. Similarly, according

to M.H. et al. (2007), cultural schema has a greater e�ect on learners' comprehension (p.

29) (see section 2.2.2, Cultural Schema).

The second research question aims at highlighting the importance of culture related

activities and tasks for L2 learning (see Appendix-C, Part-C.10). The research study

through the second research question is intended to investigate two important aspects:

1. Shared knowledge based on culture

2. Cultural familiarity

Questions 16, 17, and 18 of the questionnaire (see Appendix-A Part-A.3) are related

with the second research question (see section 2.2.2 Cultural Schema).

Research Question 3 is about the teachers' views based on cultural awareness and

tolerance. Cultural awareness and tolerance from the perspective of the present research
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refers to the view that there are more than one ways of interpreting and viewing culture

related concepts. Questions 7 and 9 of the questionnaire (see Appendix-A Part-A.3) are

related to the third research question (see section 2.2.6 Cultural Awareness).

The fourth research question is based on the idea of cross-cultural comparison. The

research question aims to focus on two basic aspects for cross-cultural learning:

1. Language teachers' awareness of cultural di�erences

2. Language teachers' exposure to the target language culture for a better cross-

cultural comparison.

Questions 13 and 14 of the questionnaire are related with the fourth research question.

Research question 5 aims to investigate possible cultural advantage that the learners

have in order to identify with the target language culture. Question 11 and 19 are re-

lated to research question 5 (see section 2.2.5, Culture and Identity). The last research

question is about the importance of learners' socio-cultural aspects with respect to lan-

guage learning context in Pakistan. Question 12 and 20 are linked with the idea of social

contexts.

The reason for selecting only teachers instead of learners is that learners may vary in

terms of their educational background and the experience of one learner may be called in-

dividual, not general. However, the teachers' practical knowledge based on their language

teaching experience may cover individual as well as general aspects concerning language

learning and cultural awareness (see section 2.4.1, Teachers' Professional Experience).

According to Beycioglu et al. (2010), �Teachers are among the most important practi-

tioners of educational theories� (p.1). Moreover, �Teachers' belief systems are founded
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on the goals, values, and beliefs teachers hold in relation to the content and process of

teaching, and their understanding of the system in which they work and their role in it�

(Richards, 1996, p.284).

3.3.2 Research Design

Figure 3.6: Research Design Concerning Study 2
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A research design includes information concerning the di�erent phases of the research

study from the beginning to the end. The step-wise information concerning the whole

research design has been discussed in later sections. However, an outline of the research

design concerning teachers' attitudes has been shown in �gure 3.6. The research study

has used a questionnaire consisting of close-ended and open-ended questions to investi-

gate teachers' attitudes both quantitatively and qualitatively.

3.3.3 Sample and Sampling

A sample in a research study refers to any group (usually of individuals) from which the

information is obtained whereas sampling technique refers to the process of selecting

these individuals� (Fraenkel et al., 2008).

A sample also refers to the target population. The target population is de�ned as �the

collections of elements or objects that possess the information sought by the researcher

about which inferences are to be made� (Naresh and David, 2007, p. 406). Fraenkel

et al. (2008) de�ne the target population of a study as �the total number of the indi-

viduals or groups or organizations to which the �ndings of a study are intended to be

generalized�. According to the above two de�nitions, all the language teachers who teach

English language at the high school, college and university levels are part of the target

population. The total number of language teachers in Pakistan is not known. However,

the total number of teachers concerning all �elds has been determined by the Ministry of

Education Pakistan (see Appendix-C, Part-C.6).

A convenient sampling technique has been employed based on respondents' quali�ca-

tion, age, gender, and teaching experience. �A convenient sampling involves the process

where the members of the target population are selected for the purpose of study if they
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meet certain practical criteria such as geographical proximity, availability at a certain

time or the willingness to volunteer� (Dornyei, 2007, p. 72).

Following the convenient sampling technique, the data have been collected by using

the paper-pencil method and web-based method. The paper-pencil method of data col-

lection is concerned with the common way of collecting responses. In this method, the

teachers have been provided the questionnaire in printed form and have been requested to

�ll it out. Through this method, the language teachers in di�erent cities of Pakistan were

sent the questionnaire through post along with a return envelope, and were requested

to �ll out the questionnaire within the due time. Mostly, the language teachers from

universities and colleges were contacted following paper-pencil method. A cover letter

was also attached in order to provide details about the research project (see Appendix-A,

Part-A.2).

Figure 3.7: Data Collection Process Concerning Teachers' Attitudes
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On the other hand, a web-based questionnaire was also used in order to access the

target population. The advantage of web-based questionnaire in comparison to the postal

surveys is that �the �nancial expenditure of surveys on the Internet is smaller, and surveys

can be conducted within short periods with a high number of cases� (Bandilla, 2002, p.

1). The language teachers were contacted through their email addresses, which were

taken from the o�cial websites of universities. Similarly, the language teachers groups on

Facebook have also been contacted. A total number of 494 language teachers participated

in the survey. The process of data collection has been shown in �gure 3.7.

3.3.4 Questionnaire Construction Study 2

The process of questionnaire construction covers the following topics:

1. Initial Piloting

2. Final Piloting

The process of both initial and �nal piloting is referred to as �eld study. According to

Dornyei and Taguchi (2003), �Questionnaire construction is �eld testing that is, piloting

the questionnaire at various stages of its development on a sample of people who are

similar to the target sample; the instrument has been designed for� (Dornyei and Taguchi,

2003, p. 63). The �eld testing was done following Dornyei and Taguchi (2003), De Vaus

(2002), and Parasuraman et al. (1988) instructions for developing a questionnaire.

3.3.4.1 Initial Piloting

Concerning the questionnaire construction, many researchers (De Vaus, 2002; Dornyei

and Taguchi, 2003; Gri�ee, 2012; Leung, 2001; Parasuraman et al., 1988) provide lists

which involve construction of the questionnaire, administration of the questionnaire and
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building up of scales. After synthesis and modi�cation of these guides, the following

mentioned points helped me to develop my own questionnaire:

1. To de�ne the research area.

2. To identify the dimensions concerning the research area.

3. To generate di�erent items under these dimensions.

De�ning the research area concerns the speci�cation of the research study. In the case

of the present research work, the research area was limited to cultural factor in language

teaching. Further delimitation of the study considered only the language teachers who

dealt with the adult learners of English at the university, college and high school levels

in Pakistan. This process helped in specifying the target population.

The second step was to identify the di�erent dimensions related to culture and lan-

guage teaching and, then language construction of the questionnaire items. At this stage

I decided to involve the target population. As a result I arranged focused group inter-

views with seven language teachers. According to Naresh and David (2007), �A focused

group interview is a discussion conducted by a researcher, in a non-structured or natural

manner with a group of participants� (Naresh and David, 2007, p. 182). Moreover, the

purpose of a focus group discussion is �to gain insights into the problem by creating a

forum where participants feel su�ciently relaxed and portray their feelings and their be-

haviors at their pace using their language and logic� (Naresh and David, 2007, p. 182).

Seven language teachers (university = 4, college = 2, school = 1) participated in the

focused group interviews. Six dimensions were speci�ed based on the language learning

context in Pakistan. Moreover a questionnaire with 32 close-ended questions and one

open-ended question was developed.
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During the questionnaire development, special attention was paid to language con-

struction. The language construction process followed the following rules:

1. The questions in the questionnaire sought short and simple items. The question-

naire items were written in simple sentences rather than compound or complex

sentences.

2. The questions followed simple and natural language. Items were kept clear and

direct without any acronyms, abbreviations, proverbs, jargons, or technical terms.

3. Negative constructions were avoided in order to avoid any possible di�culty.

4. Double-barreled questions were also excluded. Double-barreled questions ask two

or more questions in one while expecting a single answer.

5. One question in the questionnaire aimed at investigating only one objective. (Dornyei

and Taguchi, 2003, p. 55)

After the initial piloting and questionnaire construction, the �nal piloting of the ques-

tionnaire was administered. The purpose of �nal piloting was to avoid any ambiguity

concerning the questionnaire items.

3.3.4.2 Final Piloting

After the questionnaire construction, the �nal piloting has been done in order to make

further developments concerning the construction of the questionnaire. The �nal pilot-

ing of the questionnaire helped �to know how the items will work, that is, whether the

selected respondents will reply to the items in the manner intended by the questionnaire

designer� (Dornyei and Taguchi, 2003, p. 67). The single purpose of �nal piloting is �to
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bridge the social and cultural di�erences between the researcher and the target partici-

pants� (Naresh and David, 2007, p. 182). For this purpose the questionnaire has been

administered to a group of respondents, who had similar characteristics to the target

population. A total number of 50 language teachers responded to the questionnaire. The

details of the �nal piloting process are as follows:

1. The questionnaire consisted of 33 questions. There were 32 close-ended and one

open-ended question (see Appendix-A, Part-A.3). According to Cohen et al. (2007)

�highly structured close-ended questions are useful in that they can generate fre-

quencies of response amendable to statistical treatment and analysis� (p. 321). The

questionnaire consisted of two parts. The �rst part of the questionnaire aimed to

gather factual information or demographic information. The factual questions ask

for �descriptions of people: their ages, genders, countries of origin, or marital sta-

tus. Some of the questions ask for what people have done or what has happened to

them� (McKay, 2006, p. 35). The factual questions from the perspective of present

research inquired about gender, teaching experience, education, and experience of

working as a colleague with NESTs (Native English Speaking Teachers), experience

of teaching to the learners from another culture and the knowledge of speaking

other languages (see Appendix-A, Part-A.3). According to Fowler (1995)), �Some

of the factual questions help in characterizing people, whereas others are aimed at

counting or describing events� (p. 8). The research study included factual ques-

tions for the purpose of characterizing the respondents based on their experience,

education or gender.

2. The second part of the questionnaire used a �ve-point rating scale (Likert Scale) to

investigate language teachers' attitudes concerning culture and language teaching.

�In a Likert scale, subjects are asked the extent to which they agree or disagree
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about an issue. The responses of Likert scale are given in the form of rating scale

(Usually a �ve point scale)� (Williams, 2003, p. 248), for example:

Table 3.3: Likert-Sclae Example

Strongly Disagree Disagree Neutral Agree Strongly Agree

According to Cohen et al. (2007), �The rating scales are particularly useful for

tapping attitudes, perceptions and opinions� (p. 328). The other advantage of

rating scales is that �they combine the opportunity for a �exible response with

ability to determine frequencies. . . and other forms of quantitative analysis� (Cohen

et al., 2007, p. 328).

3. The open-ended question was aimed at knowing the respondents' reactions about

the questionnaire construction. �Open-ended questions are used to encourage re-

spondents to give detailed information or reaction� (McKay, 2006, p. 37). The

respondents were requested to point out the questionnaire items which seemed am-

biguous to them.

4. The respondents were also requested to give their email addresses for a follow-up

discussion.

Based on the respondents' suggestions and follow-up discussions, some of the ques-

tionnaire items were modi�ed after the �nal piloting process. Some examples of these

modi�cations are as follows.

Initial version: Where have you completed your education?

• In Pakistan

• In a country where English is the �rst language
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• Others

Modi�ed Version: Where were you educated for the �rst 16 years?

The purpose of this question was to know about the culture under the in�uence of

which the respondents completed their education. Furthermore, the aim behind this

question was to know whether the respondents completed their education in Pakistan or

abroad. Three possible answers were proposed in this case (see Appendix-A Part-A.3).

The question was not understood in the way it was intended by the researcher. Some of

the respondents who completed their education in Pakistan but did a six-month teaching

course in the UK opted for the second choice out of the three possible questions, which

was not the correct response in the context of what the question was asking. As a result

of the discrepancy between the researcher and the respondents, the above question was

reformulated as `where were you educated for the �rst 16 years?' Another reformulation

was made, which is as explained as follows.

Initial Version: The target language awareness helps learners to be part of another

culture.

Final Version: The target language cultural awareness helps learners to identify with

the target language community.

During the �nal piloting phase of the questionnaire, and discussion with the respon-

dents, the following objectives were carried out.

1. De�ning objectives and specifying the kind of answers needed to meet the objectives

of the questions.

2. Ensuring that all respondents have a shared common understanding of the meaning
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of the questions.

3. Ensuring that people are asked questions to which they know the answers.

Synthesis

¶ Study 2 relates to the teachers' attitudes based on culture and language teaching

in Pakistan.

· The language teachers from the university, college and higher school level partici-

pated in the study.

¸ A questionnaire based on teachers' attitudes was developed through the review of

existing literature, initial piloting process, and �nal piloting process.

¹ The data were collected through paper-pencil methods and web-based question-

naire.

º A total number of 494 language teachers participated in the study.

3.3.5 Initial Data Screening Concerning Study 1 and Study 2

Initial data screening involves entering the data, missing value analysis, multivariate out-

liers, reliability scale, and validity measures. It is important to mention here that the

researcher has sought help from two university professors concerning statistical measures,

who are skilled statisticians and have experience of working with SPSS and Nvivo. SPSS

and Nvivo softwares are used for quantitative and qualitative analyses respectively. Fig-

ure 3.8 shows the complete procedure of initial data screening. All the steps which have

been shown in �gure 3.8 have been discussed in detail one by one.
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Figure 3.8: The Process of Initial Data Screening
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Figure 3.8 illustrates that the process of initial data screening involves �ve main stages

which are:

1. Entering the Data

2. Missing Values Analysis

3. Outliers

4. Reliability Scale

5. Validity Measures

The above-mentioned stages of initial data process have been explained section wise

along with necessary details.

3.3.5.1 Entering the Data

Before starting to analyze the data, it is essential to check the data in order to keep it free

from errors. Pallant (2007) referring to initial data screening explains, �It is important

to spend the time checking for mistakes initially rather than trying to repair the damage

later� (p. 43). �Irrespective of how the mistakes occurred, mistakes will misrepresent

the true data. The purpose of conducting research is to discover reality, so incorrectly

entered data thwart the purpose of research� (PsychWiki, 2012).

Initial data screening starts with entering the data. In the �rst step, all the question-

naire responses have been given unique identity numbers. These numbers are helpful in

order to retrieve the data of a special case in the analysis at any point in time. In the

second stage, the data have been codi�ed using SPSS software and then the data have

been entered.
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After completing the data entry process, the data have been checked for errors which

may occur during the data entry process. For this purpose, the data have been put in

ascending and descending order to check the minimum and maximum limit of the vari-

ables based on their de�ned codes.

3.3.5.2 Missing Value Analysis

After dealing with the initial data entry process, the second important step is to deal with

missing values, which are found in the questionnaire responses of a survey. By missing

value analysis, I refer to �missing values for some (but not all) variables and for some

(but not all) cases. If the data are missing on all variables for some cases that is referred

to as unit non-response� (Allison, 2002, p. 72). Missing values in the data can seriously

in�uence the results and certain statistical tests cannot be performed.

There are multiple ways of dealing with missing data. Three of them are important

to mention with respect to missing values: listwise deletion method, pairwise deletion

method, and hot deck imputation method. �Listwise deletion refers to deletion of all the

data of an entire case from the analysis because it is in some way(s) incomplete� (Op-

penheim, 2000). Allison (2002) describing the disadvantage of listwise deletion method

explains, �The most obvious drawback for listwise deletion is that it often deletes a large

fraction of the sample leading to a severe loss of statistical power� (Allison, 2002, p. 72).

The second method for missing value analysis is referred to as pairwise deletion method.

�Pairwise deletion refers to the temporary deletion of a case from the analysis only in

respect of those items for which those particular cases have no entries� (Oppenheim,

2000). In this case, the missing cases are deleted temporarily and included in the data

for further analysis. The third one is hot deck imputation method. �Hot deck imputation

is a method for handling missing data in which each missing value is replaced with an
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observed response from a similar unit� (Andridge and Little, 2010, p. 1). According to

Schoier (2008), �It is a possibility to take the value for missing response from a respondent

to the current survey (p. 1).

I preferred to use hot deck imputation method for dealing with missing values. The

reason is that hot deck imputation method replaces the missing values with the possi-

ble near values on the bases of shared characteristics with other respondents in the survey.

In order to deal with the missing data, missing value analysis has been performed us-

ing SPSS software (cases with missing values<patterns<missing value analysis<analyze).

Missing value pattern helps in identifying cases with missing values (see Appendix-B,

Part-B.3 and Part-B.4). The cases having more than four missing values have been

deleted from the data set. As a result of that two cases have been dropped in the case of

study 1 and four cases have been left out in the case of study 2.

Hot-Deck Imputation Method Study 1

To apply hot deck imputation method, special help has been sought from a statistician,

who has guided and monitored the researcher throughout the process. For hot deck im-

putation method, the data with missing values have been classi�ed into K number of

clusters. In the context of present research, the value of K was determined as K=N/20

(K=275/20, so K=13.75 or 14). In the second phase, the data �le has been split into

sub-�les equal to the value of K i.e. 14, replacing the missing values; the data have been

saved in the same �le with di�erent variable names. In this way the missing values have

been replaced with the possible nearest values instead of replacing them with the mean.

After the missing value analysis a total of 275 responses have been retained.



192 Chapter 3. Research Methodology

Hot-Deck Imputation Method Study 2

To apply the hot deck method, the data with missing values were classi�ed into K num-

ber of clusters. In the context of the present research, the value of K was determined as

K=N/20 (K=494/20, so K=25). In the second phase, the data �le was split into sub-�les

equal to the value of K i.e. 25, replacing the missing values; the data were saved in the

same �le with di�erent variable names. In this way the missing values were replaced with

the possible nearest values instead of replacing them with the mean. After the missing

value analysis a total of 494 responses were retained.

In order to observe the possible e�ect of missing values on the analysis, it was decided

to do further analysis with or without replacing the missing values. For this purpose, the

two versions of the data have been retained: one with missing values and the other with

replaced values through hot-deck imputation method.

3.3.5.3 Multivariate Outliers

The third step in the case of initial data screening is of detecting outliers and to decide

whether to delete or retain them for further analysis. �Outliers are the values well below

or well above the other scores� (Pallant, 2007, p. 43). These are �the values that are

inconsistent with the rest of the data set� (Dornyei, 2007, 203). The major disadvantage

of outliers is that �they can seriously distort the statistical results by having an undue

impact on the outcome� (Dornyei, 2007, 203).

Outliers are usually divided into two categories: univariate outliers and multivariate

outliers. �In univariate analysis response variable is in�uenced by only one other factor.

However, in multivariate analysis response variable is in�uenced by multiple factors or
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combination of factors� (Tsay et al., 2000). Instead of detecting univariate outliers, I

have focused on multivariate outliers. The reason for this is the questionnaire variables

in the present study work in groups or sub-dimensions as compared to a single variable.

Therefore, it is better to analyze outliers in relation to other variables in the questionnaire.

According to Dornyei (2007), outliers occur because of two reasons. �Firstly, they can

simply be the result of a mistake when entering the data. Secondly, they can be in the

form of out of ordinary but true response� (Dornyei, 2007, pp. 203-204). The present

study has checked for both type of outliers.

In order to deal with the �rst type of outliers, the data have been rechecked by putting

the variable values in ascending or descending order and by looking at the descriptive

values following SPSS guide by Pallant (2007). It has been ensured that the entered data

are free of errors. In order to detect multivariate outliers in the data set of the study,

a technique, called mahalanobis distance has been used for this purpose. According to

mahalanobis technique, cases having value less than α = 0.001 are detected as outliers.

A total number of 5 cases have been detected having outliers in the case of study 1 and

a number of 15 cases were detected having outliers in the case of study 2. It has been

decided to deal with the statistical analysis with or without outliers in order to see their

possible e�ect on results.

Researchers (Dörnyei, 2007, p. 204; Pallant, 2007, pp. 64-65) recommend �to deal

with statistical analysis with or without the outliers in order to observe the e�ect of out-

liers depending on the nature of data� (Dornyei, 2007, p. 204). Therefore, data analysis

has been done with or without outliers.

Moreover, a correlation analysis (Pearson's correlation coe�cient) has also been con-
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ducted to observe the relation between the variables. Pearson's correlation is widely

used to measure the relation between two variables and the possible e�ect of outliers on

correlation. The correlation analysis reveals no signi�cant di�erence in the presence of

multivariate outliers.

3.3.5.4 Reliability Scale

The third phase of initial data screening is of reliability assessment of responses concern-

ing the quantitative study. �Reliability in its simplest meaning is the consistency often

meaning instrument consistency� (Mackey and Gass, 2005, p. 128). Reliability refers

here to internal consistency. �Internal consistency is an attribute to the homogeneity of

the items making up the various multi-item scales within the questionnaire� (Dornyei and

Taguchi, 2003, p. 110). Dornyei and Taguchi (2003), referring to quantitative research,

recommends a questionnaire that has �appropriate and well-documented reliability in at

least one aspect: internal consistency� (p. 110). For internal consistency, Dornyei and

Taguchi (2003) suggests two basic requirements for a questionnaire.

1. Instead of single items, multi-item scales are to be used wherever possible.

2. Multivariate scales are only e�ective, if they measure the same target area. In

psychometric terms, this means that each item on a scale should correlate with the

other and with the total score. (Dornyei and Taguchi, 2003, p. 111)

The present questionnaire ful�lls both the above mentioned requirements for its re-

liability. The Cronbach's Alpha coe�cient is used to measure internal consistency or

reliability of a quantitative research study. It is a �gure ranging between zero and +1.

The standard value proposed by researchers (Dornyei, 2007; Dornyei and Taguchi, 2003;

Larson-Hall, 2009) is 0.70. However, if the Cronbach Alpha of a scale does not reach
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0.60, it means the questionnaire variables should be reformulated or modi�ed. In other

words, �the reliability of a psychometric instrument refers to the extent to which score

on the instrument are free from errors of measurement� (Larson-Hall, 2009, p. 110).

Larson-Hall (2009)) recommends �to discard the variables with value less than 0.30 or

below� (Larson-Hall, 2009, p. 169).

The coe�cient of Cronbach's alpha has been determined by using SPSS software (An-

alyze >Scale >Reliability Scale). I have preferred to examine the internal consistency of

all the psychometric questions in the questionnaire. The value of Cronbach's alpha has

been recorded as 0,714 as shown in table 3.4.

Table 3.4: Reliability Statistics study 1

Cronbach's Alpha No. of Items
0.714 17

Table 3.5: Reliability Statistics Study 2

Cronbach's Alpha No. of Items
0.832 20

The values of Cronbach's alpha are 0.714 and 0.832 which are well above the standard

value recommended by researchers for a well-developed scale.

The second step concerning the reliability is correlation coe�cient. The correlation

coe�cient is �a simplest and e�ective way of ensuring that the items make up a scale

belong together is to compute correlation coe�cients for each item with the total score�

(Dornyei and Taguchi, 2003, p. 113). Analysis of the correlation coe�cient concerning

the present study indicates that the items in the questionnaire together make up a scale

(see Appendix-C, Part-C.1 and Part-C.2).
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3.3.5.5 Validity

�Validity is the extent to which a psychometric instrument measures what it has been

designed to measure� (Dornyei and Taguchi, 2003, p. 110).

In quantitative research �validity refers to careful sampling, appropriate instrumenta-

tion and appropriate statistical treatment of data� (Cohen et al., 2007, p. 133). According

to Fraenkel et al. (2008), �Validity of a research study is appropriateness, correctness and

meaningfulness� (p. 148). �It is impossible for a research to be 100 percent valid; that

is the optimism or perfection. However, it is a matter of degree rather than an absolute

value� (Ibid: 2008). Therefore, the validity of a research study is an 'extent' (Dornyei

and Taguchi, 2003)) or a 'matter of degree' (Miller et al., 2008, p. 72) rather than an

absolute state.

As explained earlier, the validity of a research study depends upon careful sampling,

appropriate instrumentation and appropriate statistical treatment of the data. In this

context the validity of the research study has been divided into four main phases which

are:

1. Instrumentation

2. Data Collection Procedure

3. Data Analysis

4. Data Reporting

Table 3.6 explains the validity measures have been taken to maximize validity and to

minimize invalidity.
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Table 3.6: Validity Measures

Phases Measures

Instrumentation Focused group interviews

Classroom observation

Field testing of the questionnaire

Careful selection of the questionnaire content

Selection of an appropriate and accessible
sample through random sampling method

Data Collection Procedure Data collection through paper-pencil method

The questionnaire along with a covering let-
ter in order to provide complete detail about
the nature of research (See Appendix-A,
Part-A.1)

Data Analysis Proper coding of the data

Missing values analysis using hot-deck impu-
tation method

Multivariate outliers analysis using Maha-
lanobis distance method

Reliability scale

Correlations

Data Reporting Ensuring the research questions are answered

Making claims which are sustainable by the
data
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3.4 Data Analysis

The data obtained through both studies have been analyzed using the Statistical Package

for Social Sciences (SPSS) in the case of quantitative analysis and Nvivo software in the

case of qualitative analysis.

During the data analysis process, di�erent statistical tests concerning descriptive

statistics, frequencies, percentages, correlations, means and standard deviation values

have been performed in order to report the �ndings of the research study. The data con-

cerning both studies in relation to its analysis have been classi�ed in two sections: the

data based on the demographic information and the data based on analysis (see chapter

4, chapter 5, and chapter 6). The demographic information has been explained through

descriptive statistics, frequencies, and percentages (see section 4.2, and section 5.2). The

data have been shown through graphs and tables.

The second part of the analysis, which consists of Likert-scale questions, involves

mainly three types of statistical explanations for its data analysis interpretation. These

statistical explanations include mean values, standard deviation values, and percentages.

These values along with their related variables have been explained in the form of tables.

3.5 Conclusion

This chapter has discussed the methodological issues involved in this study, which has

used a quantitative research method to investigate the cultural factor in second language

learning and teaching. The questionnaires based on demographic information and Likert-

scale questions have been used. The procedure of conducting this research is summarized
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in the following steps.

1. De�ning the Target Population

2. Explaining the sampling frame and sampling technique

3. Questionnaire Construction

4. Initial Piloting

5. Final Piloting

6. Data Collection Process

7. Initial Data Screening

8. Missing Value Analysis

9. Multivariate Outliers

10. Reliability Scale

11. Validity

All the above steps concerning the questionnaire construction occurred in sequence

and they have been explained sequentially.
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4.1 Overview

This chapter reports the �ndings of the study. It starts with the demographic information

concerning the target population which has been studied. After that analyses have been

made concerning formal and informal contexts. The last two sections of this chapter are

about discussion and conclusion based on the �ndings of the study. The outline of the

chapter with respect to its analysis has been shown in �gure 4.1.
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Figure 4.1: The Outline of the Chapter

Figure 4.1 shows the complete process of investigation made through formal and in-

formal contexts for L2 learning. The cultural factor in formal language learning has been

investigated through classroom observation and a questionnaire. Classroom observation

has been done in order to investigate about the nature of classroom activities, based

on their relationship with culture. On the other hand, the questionnaire concerning the

formal contexts aims to get information concerning learners' participation based on these

activities.

Figure 4.1 also shows the process of investigation concerning informal contexts. The

informal contexts have been investigated through a questionnaire. The questionnaire

concerning informal contexts sought to investigate the use of social resources, which are

used in informal contexts for second language learning.
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4.2 Demographic Information

Demographic questions are designed to elicit information from respondents concerning

their personal characteristics and social background. The most frequently used demo-

graphic questions focus on gender, age, level of education, income level, marital status,

level of parents' education, religious and ethnic background (Ross, 2005, p. 37).

The demographic questions concerning the present study are based on gender, age,

and educational level of participants. A paper-pencil method has been used to collect the

data from adult L2 learners from three universities. A total number of 275 adult learners

participated in the study. The analysis on gender basis revealed that 53% of the learners

were males and 47% of the respondents were females. The two di�erent colours in �gure

4.2 represent male and female learners who participated in the study.

Figure 4.2: The Characterization of Male and Female Respondents on Gender Basis
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Figure 4.2 reveals that almost equal participation has been made by male and female

learners. The learners' participation on gender basis will be helpful in analyzing the data

on gender basis in later sections.

Figure 4.2 also reveals that the number of male respondents in the survey is higher

than the number of female respondents, which is in accordance with the total number

of enrollments at the university level in Pakistan. According to the Pakistan Education

Statistics, the total number of male enrollments is higher than the total number of female

enrollments (see Appendix-C.8 and Appendix-C.9).

Similarly, learners from di�erent age groups participated in the study. Adult learners

of English, enrolled at three main universities, were divided into three main categories

based on their age groups. Figure 4.3 shows the age distinction of the participants.

Figure 4.3: The Categories of Participants Based on Their Age
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Figure 4.3 illustrates that 55% of the survey respondents belong the age group 16-20

years. Nearly 31% of the respondents belong to the age group 21-25 and 14% of the

respondents belong to the age group 26-30 years.

The learners have also been categorized on the basis of their educational level. It is

important to mention here that the learners who participated in the study were enrolled

in language learning courses (English Diploma and Advanced English Diploma) at three

main universities in Pakistan. Most of them had already completed their 14 years of

formal education (i.e. Bachelors) and others had completed 12 years of formal education

(i.e. Intermediate). These learners have been categorized on the basis of their educa-

tional level. The demographic information also reveals that 39% of the respondents are

from Intermediate level and 61% of the respondents are from Bachelor's level as shown

in �gure 4.4.

Figure 4.4: The Categorization of Learners Based on their Educational Level
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The reason for the higher percentage of learners at a Bachelor's level is that most

of the learners, after completing their higher education, want to excel in English since

it is considered the language of power and employment (see section 2.5.2 The Language

of Power). Rahman (2003), referring to the situation of English in Pakistan, views that

English is the language of power and employment. Therefore the demand of English for

jobs and higher education is also one of the reasons for learning English. The higher

percentage in the case of bachelors, also indicates that most of the participants in the

study are able to practice English in both formal contexts and informal contexts, to some

extent, which is the basic requirement for this study.

4.3 Mean Values

The learners' responses concerning formal and informal language learning have been col-

lected through a questionnaire based on a �ve point frequency scale as shown in table.

Table 4.1: Frequency Scale

Always Often Sometimes Rarely Never

These responses have been codi�ed using SPSS software. On the basis of this codi�ca-

tion, the mean values have been explained. Before going into the details, it is important

to discuss the results based on mean values concerning formal and informal language

learning. Moreover, it will help us understanding the results based on these values in this

chapter. The responses have been codi�ed keeping in view the pattern as shown in �gure

4.5.
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Figure 4.5: The Pattern of the Mean Values on the Basis of their Codi�cation

The above pattern of the mean values indicates that the means values less than 3

indicate that learners say they practice activities concerning formal and informal lan-

guage learning on regular basis. On the other hand, the values greater than 3 indicate

that learners rarely make use of activities based on formal and informal language learning.
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4.4 Formal Contexts

The analysis concerning formal contexts has been made on the basis of results obtained

through classroom observation and empirical data through questionnaires. Classroom

observation reveals that 56.2% of the classroom activities concerning culture are based

on awareness of the target language culture (see Appendix-C, Part-C.4).

Figure 4.6: Results Based on Classroom Observation Concerning Formal Contexts

Figure 4.6 also illustrates that 18.7% of the activities are based on learners' sociocul-

tural aspects, which belong to their �rst culture. 25% of the activities are those which

relate to cross-cultural comparison. Classroom observation also reveals that the rate of

teacher-student participation (M=3.6) is higher as compared to student to student par-

ticipation (M=2.4).

Concerning learners' participation, results based on questionnaire data reveal that

learners say they mostly participate in language learning activities in the classroom. The

mean value (Q1=1.75) in table 4.2 indicates learners' participation in the classroom ac-

tivities.
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Table 4.2: Results Based on Information Concerning Informal Contexts

No Questions N Minimum Maximum Mean Std. Deviation

Q1 How often do you partici-
pate in the classroom?

275 1 5 1.75 0.970

Q2 How often do you come
across spoken English in the
classroom?

275 1 5 2.12 0.950

Q3 How often you come across
written English in the class-
room?

275 1 5 1.84 1.038

Q4 How often do you come
across listening materials in
the classroom?

275 1 5 2.47 1.202

Q5 How often do you prac-
tice language learning activ-
ities on the computer in the
classroom?

275 1 5 4.26 1.210

Q6 How often do you work in a
group or pairs to complete
the activities in the class-
room?

275 1 5 2.76 1.005

Q7 How often are you able
to complete the activity or
task on your own?

275 1 5 2.03 0.982

These activities are based on integrative language learning skills (such as speaking,

writing, listening). The mean values (Q2=2.1, Q3=1.8, Q4=2.4) show that learners say

they often practice these activities. Figure 4.7 provides information concerning activities

based on language learning skills concerning speaking, writing and listening.
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Figure 4.7: Frequency of L2 Learning Activities Based on Integrative Skills

Figure 4.7 shows that activities based on writing skills have higher percent values

as compared to the other related skills. On the other hand activities based on spoken

language have also higher percent values as shown in �gure 4.7.

The research study has also investigated the use of computer-related activities for

language learning and cultural awareness. Analysis based on �ve-point frequency scale

(Always-often-sometimes-rarely-never) reveals that L2 learners say they rarely use a com-

puter in the classroom as a source for second language learning and cultural awareness.

The results concerning the use of computer-related activities are in line with the

results obtained through teachers' open-ended comments (see section 6.9, Chapter 6).

Figure 4.8 shows the results concerning the use of computer related activities based on

formal language learning.



4.4. Formal Contexts 213

Figure 4.8: Learners' Use of Computer-Related Activities for L2 Learning in the Class-
room

Language teachers through their open-ended comments emphasize over the need of

technology-based materials for language teaching and cultural awareness. Figure 4.8

shows the percent values concerning the use of computer-related activities. 66.9% of the

respondents have expressed that they do not use computer in the classroom.

Figure 4.8 shows that only 5.1% of the survey respondents make use of technology-

based materials on regular basis (see Appendix-B-Part-B.1). The mean value (Q5=4.2

in table 4.4) is in accordance with the results obtained through percent values, which

indicate the rare use of computer-based materials on the part of L2 learners.

The other aspect concerning formal learning is about group work or individual work

in order to complete a task in the classroom. Figure 4.9 shows the percentage graph

concerning the results.
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Figure 4.9: Graph Based on Percent Values Concerning Group work and Individual Work

Figure 4.9 shows that learners participate in the classroom activities on individual

basis. These results are also in accordance with the results through classroom observa-

tion. Results based on classroom observation show a low mean value (M=2.4) concerning

student-to-student participation.

4.5 Standard Deviation Values Concerning Formal Con-

texts

Standard deviation values concerning all variables have been illustrated in table (see table

4.2). Standard deviation values show the range of variation among responses (Northern-

lowa, 2012). Moreover, a standard deviation value with 0 indicates no variation. In other

words, variation among responses is important to perform other relative tests such as in-

dependent sample t-tests, percent values, mean values, etc. Figure 4.10 shows a graphical

representation of these values illustrated in table 4.2.
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Figure 4.10: Standard Deviation Values Concerning Formal Contexts

Figure 4.10 shows that the lowest value is 0.95 and the highest value is 1.21. The

other values are in between these two values. The variation among responses is helpful

from statistical point of view. It validates the tests which have explained earlier through

percentage and mean values.

4.6 Informal Contexts

The research �ndings concerning informal contexts have focused on resources, which are

used by learners outside the classroom. Informal learning does not involve instructed

language learning rather it takes place through observation (see section 2.3.1). The data

analysis part concerning the informal contexts has been divided into two subparts. The

�rst part discusses resources, which are used by adult learners to improve their language
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learning and the second part is about learners' communication with other people. Table

4.3 consists of the research �ndings concerning informal contexts along with their mean

values and standard deviation values.

Table 4.3: Results Based on Information Concerning Informal Contexts

No Questions N Minimum Maximum Mean Std. Deviation

Q1 How often do you read an
English newspaper?

275 1 5 2.98 1.14

Q2 How often do you watch En-
glish programs on TV?

275 1 5 2.82 1.07

Q3 How often you try to re-
member English words, that
you �nd in advertisements?

275 1 5 2.29 1.18

Q4 How often do you watch En-
glish �lms?

275 1 5 2.83 1.10

Q5 How often do you consult
English websites?

275 1 5 3.06 1.32

Q6 How often do you send e-
mails in English to other
people (friends & family)?

275 1 5 3.04 1.38

Q7 How often do you send SMS
in English to other people
(friends & family)?

275 1 5 2.29 1.10

Q8 How often do you communi-
cate with native speakers of
English?

275 1 5 3.42 1.15

Q9 How often do you commu-
nicate in English with your
family members?

275 1 5 3.43 1.08

Q10 How often do you commu-
nicate in English with your
friends?

275 1 5 2.58 0.89

Table 4.3 shows mean values. Items with mean values lower than midpoint, 3, indi-
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cate the frequent use of resources, while items greater than midpoint exhibit rare use of

resources. Using this as a measure, the resources with values (Q1=2.9, Q2=2.2, Q3=2.2,

Q4=2.8, Q7=2.2, Q10=2.5) indicate that learners make use of these resources on a reg-

ular basis.

As can be seen from table 4.3 most of the mean values lie between 2 and 3, which

implies that learners often make use of these resources (i.e. newspapers=2.1, TV pro-

grams=2.8, Advertisements=2.2, Films=2.8). The mean values in table 4.3 show learners

tendency on a �ve-point frequency scale concerning these resources. These results have

been veri�ed through percent values.

Figure 4.11: Percent Values Concerning the Use of Social Resources about Informal
Contexts



218 Chapter 4. Formal Contexts and Informal Contexts

Figure 4.11 is about the graphical representation of social resources with respect to

their percentage values. The green and yellow bars in �gure 4.11 indicate frequency of

learners' use of these resources, whereas black bars represent learners who never use these

resources. Figure 4.11 shows that the black bars concerning social resources (i.e. web-

sites, e-mails) have higher percentage values, which implies that learners rarely make use

of these resources.

The two resources on the right side of �gure 4.11 are about e-mails and text messages

sent through mobiles. In these cases green and yellow bars have high values, which imply

that learners often make use of these resources.

An independent sample t-test has also been conducted to �nd out signi�cant di�erence

in score on the basis of gender. �Independent sample t-tests are used to test for di�erence

between two independent groups (like males and females) on the means of a continuous

variable� (Pallant, 2007, p. 239). Based on the values concerning independent sample t-

tests, a signi�cant di�erence has been found concerning variable Q1 (see Table 4.3). The

analysis reveals that there is a signi�cant di�erence in the score for males (M=2.842,

SD=1.148) and females (M=3.141, SD=1.120;t(272)=-2.16, p=3.031 two-tailed).

Table 4.4: Group Statistics of Participants

What is your Gender? N Mean Std. Deviation Std. Error Mean
Males 146 2.842 1.148 0.095
Females 128 3.141 1.120 0.099

The di�erence further indicates that male respondents(M=2.84) consult newspapers

more frequently as compared to female respondents (M=3.14).
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Table 4.5: Independent sample T-Tests

According to the mean value scale explained earlier (see �gure 4.5), the mean value

(M=2.84) in the case of male respondents is less than three, which implies that the male

learners consult newspapers on regular basis. On the other hand, in the case of female

respondents the mean value (M=3.14) is greater than three which implies that the female

respondents have less tendency to read English newspapers.

4.7 Communication Concerning Informal Contexts

The second aspect of informal contexts is learners' communication. In this perspective,

the research study has focused on three main aspects: which are based on communi-

cation with native speakers, family members, and friends. L2 learners' communication

concerning native speakers reveals that 48% of the learners communicate rarely or never

with the native speakers of the target language (see Appendix-B, Part-B.1). The mean

value concerning communication with native speakers is 3.4 (see Q8, Table 4.3), which

is in accordance with the percent values shown in �gure 4.12. The green and red bars in
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�gure 4.12 represent the learners who never or rarely communicate with native speakers,

family members, and friends.

Figure 4.12: Learners' Communication on a Five-Point Frequency Scale with Respect to
Their Percent Values

The analysis reveals that 44.7% of the respondents communicate rarely or never with

the members from their family. Only 2.7% of the respondents are those who communicate

with their family members on a regular basis. The mean value is 3.4 (see Table 4.3, Q9),

which implies that respondents rarely communicate in English with their family members.

The analysis also reveals that 46.9% of the respondents communicate in English with

their friends on a regular basis. Figure 4.12 also shows that only 1.8% of the learners are

those who communicate rarely in English with their friends.

Learners' communication with respect to their friends, family members, and native

speakers can be explained clearly through the mean values shown in �gure 4.13.
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Figure 4.13: The Mean Values Based on Learners' Communication in Informal Contexts

Figure 4.13 illustrates that L2 learners communicate in English with their friends on

regular basis whereas the mean values with respect to their family members and native

speakers indicate that learners say they rarely communicate in English with their family

members and the native speakers of English.

Based on the values concerning independent sample t-tests, the di�erence in score has

also been investigated on the basis of gender. The analysis concerning sample t-tests re-

veals that there is a signi�cant di�erence in the score between male respondents (M=3.65,

SD=1.1216) and female respondents (M=3.191, SD=0.994; t(272)=3.64, p=0.0000, two-

tailed). The signi�cant di�erence on the basis of gender has been explained in table 4.6

and table 4.7.
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Table 4.6: Group Statistics of Participants on Gender Basis

What is your Gender? N Mean Std. Deviation Std. Error Mean

Males 146 3.657 1.1216 0.092

Females 128 3.191 0.9942 0.0879

Independent sample t-test on the basis of gender reveals that female respondents

(M=3.19) communicate more frequently with their friends as compared to the male re-

spondents (M=3.65). A detailed independent sample t-test has been explained in table

4.7.

Table 4.7: Independent sample T-Tests

Table 4.7 explains that there is a signi�cant di�erence (i.e. p=0.019) which is less

than the recommended value (p=0.05). Moreover, the mean di�erence is m=0.465. In a
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nutshell the results indicate that the female respondents communicate in English more

frequently as compared to the male respondents.

4.8 Standard Deviation Values Concerning Informal Con-

texts

Table 4.3 consists of standard deviation values relating informal contexts. Standard de-

viation values indicate the distance from the mean value. In other words, it explains the

range of variation among responses obtained through the survey. Figure 4.14 shows all

the standard deviation values concerning informal contexts in the form of a graph.

Figure 4.14: Standard Deviation Values Concerning Informal Contexts
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As �gure 4.14 shows the lowest value in this regard is 0.89, whereas the highest value

is 1.38. This indicates a reasonable range of variation among responses. The graphical

representation of standard deviation values in Figure 4.14 also indicates that all the

standard deviation values are greater than 1 except one value.

4.9 Discussion

The research study is based on the hypothesis that the role of culture varies with respect

to formal and informal contexts. To verify the research hypothesis, the research study has

�rst investigated formal contexts, and then informal contexts. Results based on formal

and informal contexts con�rm the hypothesis that the in�uence of culture varies with

respect to formal and informal contexts.

The results based on classroom observation and empirical data indicate that language

learning through formal contexts focuses on the target language culture (see section 4.4

Formal Contexts). One possible reason is that most of the classroom activities concerning

the target language culture are based on textbook materials. Ahmed and Narcy-Combes

(2011)'s research work based on the language textbooks in Pakistan reveals that the text-

books are mainly composed by authors who belong to the target language culture and

have limited knowledge of learners' native culture. As a result of that classroom activities

are based on the target language culture.

Findings concerning formal language learning also reveal that the learners mostly

practice their language learning activities on an individual basis. On the other hand, so-

ciocultural theory of learning suggests that learning takes place through interaction with

other individuals. This contradiction has an important implication concerning formal

language learning in Pakistan. It implies that the language learning in the classroom is
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in�uenced by teachers-to-student mediation as compared to learner-to-learner mediation.

As a result it slows down the language learning process in the classroom. Guk and Kel-

logg (2007)'s research work suggests that �learner-to-learner mediation is important and

closer to what Vygotsky termed 'internalization' (Guk and Kellogg, 2007, p. 281). For

language learning mediation in the classroom should not be limited to teacher-student

interaction. Rather it should include learner-to-learner interaction in the ZPD.

On the other hand, results based on informal contexts reveal that language learning

in informal contexts is in�uenced by learners' native culture. L2 learners make use of so-

cial resources like newspapers, television programs, and advertisements, which re�ect the

learners' native culture (see section 2.3.4 Social Resources, Theoretical Part). The study

results concerning informal contexts are in line with Palfreyman's (2006) research work,

which concludes that learners in informal contexts make use of a rich variety of materials

and social resources to practice English and to attempt to clarify their understanding of

the language (Palfreyman, 2006).

Moreover, the results concerning informal contexts also reveal that L2 learners' com-

munication concerning informal contexts mostly takes place with the members of their

own culture and rarely takes place with the members of the target language culture (see

section 4.6, Informal Contexts). This implies that learners' communication concerning

informal contexts is in�uenced by their own culture.

Learners' limited interaction in informal setting also implies that they have few op-

portunities for immediate language use. As a result their L2 acquisition is likely to be

much slower than in a context where learners have to use English on daily basis.

The results based on learners' communication can be seen in the perspective of so-
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ciocultural theory of learning (see section 2.3.5). In the light of SCT, L2 learners' ZPD

(Zone of Proximal Development) is in�uenced by their own culture. Moreover their pro-

cess of mediation takes place mainly with the members of their own culture. As the

results reveal that L2 communication in English takes place with the members of their

own society. The third aspect concerning SCT is of regulation which is based on ZPD and

mediation, and where learners regulate language learning by interacting with other social

beings. Therefore based on sociocultural theory of learning learners' language learning

in informal contexts is in�uenced by their �rst culture.

The empirical data collected through questionnaire concerning informal contexts has

also shown signi�cant di�erence in results on the basis of gender. The reason concerning

these di�erences is based on the socio-cultural context, where the females have di�erent

responsibilities as compared to the male learners. The di�erences between the learners

on gender basis have been discussed earlier (see section 2.5.5, Context Based Di�erences

Among Learners). The study �ndings are in accordance with the survey report, which

reveals that females have a lower tendency of consulting social resources as compared to

males in Pakistan (Intermedia, 2010).

4.10 Conclusion

The study concludes that the role of culture varies with respect to formal and infor-

mal contexts in Pakistan. Formal contexts or instructed language learning focuses on

the target language cultural awareness, and informal contexts are in�uenced by learners'

socio-cultural aspects. Moreover, L2 learners' communication in informal contexts takes

place with members of their own culture. According to Ellis, informal contexts possess

greater range in terms of participants, location, and topics as compared to formal con-
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texts (Ellis, 1990). As a result culture practiced through informal contexts possesses a

greater in�uence on L2 learners as well.

It can be expected therefore that due to nativization, learners will likely be able to

misunderstand the target language due to the lack of cultural background. Moreover, it

poses problems to learners' comprehension of the target language materials.

In this perspective, language learning and teaching based on a cross-cultural com-

parison can make the learners to deal with the above mentioned problem. Learners in

comparison to their cultural values are able to deal with cultural misunderstandings.

Therefore the concept of 'cultural mediation' in the perspective of cross cultural learning

is a way to enhance learners' cultural awareness of the target language culture (Zarate,

2004).
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5.1 Overview

The chapter consists of two main sections. The �rst section is about the demographic

information, which discusses characteristics of the respondents based on their age, teach-

ing experience and the experience based on cultural exposure. The second section of the

chapter reports the �ndings and interpretations of the study. It is further divided into

six main sections; each section addresses one of the six research questions.

5.2 Demographic Characteristics of the Sample

The data were collected through a questionnaire using a web-based method and a paper-

pencil method. Both these methods were applied in order to access the greater part

of the target population. The language teachers from the school, college and univer-

sity levels participated in the survey. A total number of 494 responses were received

through both the web-based questionnaire and paper-pencil questionnaire. 112 teachers

responded through the web-based questionnaire and 382 teachers participated through

the paper-pencil method (see Figure 3.7, Data Collection Process).

In order to know about teachers varied experiences, questions were developed to assess

a number of background factors (i.e demographic information) that might a�ect one's at-

titudes and opinions about cultural awareness and language teaching. The demographic

information in this section refers to factual information, which is the �rst part of the

questionnaire (see Appendix-A Part-A.3). According to Mckay(2006), factual informa-

tion with respect to language teaching refers to the �information that is used to �nd out
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more about the characteristics of individual teachers (e.g. age, gender, language back-

ground, pro�ciency level etc.)� (McKay, 2006).

The analysis of data on the basis of gender revealed that 35% of the respondents were

male and 65% of the respondents were females. The number of females' respondents is

higher as compared to the number of male respondents. The reason is that according

to the teachers' census 2008-09 given by Ministry of Education Pakistan (2008-2009),

the total number of female language teachers is greater than the total number of male

language teachers at the school, college and university levels (see Appendix-C, Part-C.6).

The research study also categorized respondents on the bases of age groups. Teach-

ers from varying age groups participated in the survey. Nearly half of the respondents

belonged to the age group 26-35. Figure 5.1 shows categories of language teachers based

on their age groups.

Figure 5.1: Language Teachers Based on Their Age Groups
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Figure 5.1 illustrates that 23% of the language teachers in the survey belonged to the

age group 20-25, while 21% of the language teachers belonged to the age group 36-45.

The language teachers from di�erent teaching levels (school, college, university) par-

ticipated in the survey. Table 5.1 shows that 28% of the language teachers in the survey

belonged to the university level, 22% belonged to the college level, 7% of the language

teachers belonged to private language institutions and 43% were from the school level.

Table 5.1: Language Teachers From the University, College, and School Levels

Levels Frequency Percent Valid Percent Cumulative Percent

University 138 27.9 27.9 27.9

College 106 21.5 21.5 49.4

School 214 43.3 43.3 92.7

Others 36 7.3 7.3 100

Total 494 100 100

The percentage of language teachers, who belonged to school level is higher as com-

pared to other levels. According to teachers' o�cial census 2008-2009 by the Ministry

of Education, Pakistan (Malik, 2009), the number of teachers at the school level is more

than 60% of the total number of teachers (see Appendix-C, Part-C.6).

The language teachers were also classi�ed on the basis of their multilingual experience.

Language teachers who participated in the survey were requested to mention the number

of languages they can speak. Figure 5.2 shows the percentage of languages spoken by the

survey respondent.
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Figure 5.2: Language Spoken by Survey Respondents

Figure 5.2 shows that 98% of the respondents can speak Urdu, which is the national

language of Pakistan. Punjabi, Pashto, Siraiki, Hindko, and Sindhi are the regional

languages spoken in di�erent regions of Pakistan. However Arabic being the religious

language is spoken by 7% of the respondents.

5.3 Cultural In�uence

Factual information also helped to divide the language teachers into three main groups

on the basis of the cultural in�uence under which they completed their own education.

Johnson (2006) considers L2 teachers learning and teaching experience as �normative

and life long as emerging out of and through experiences in social contexts. . . and later

as teachers in the settings where they work� (Johnson, 2006, p 239). The information

revealed that the major group of teachers (93%) completed their education in Pakistan
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as shown in table 5.2.

Table 5.2: Language Teachers' Educational Information

Country Frequency Percent Valid Percent Cumulative Percent

In Pakistan 462 93.5 93.5 93.5

In a Country
where English
is the First
Language

6 1.2 1.2 94.7

Other 26 5.3 5.3 100

Total 494 100 100

Table 5.2 also shows that 1.2 % of the respondents completed their education in a

country where English is the �rst language. The third group belongs to the language

teachers who neither completed their education in Pakistan, nor in a country where

English is the �rst language. It was important to know about the teachers' educational

background and learning experience because �teachers' experiences as learners can inform

cognition about teaching and learning which continues to exert an in�uence on teachers

throughout their career" (Borg, 2003, p. 81). The data based on teachers' educational

background revealed that a greater number of the language teachers are local. Hence,

language teachers and learners share the same cultural values.

5.4 Experience

The other important aspect concerning the demographic information was teachers' ex-

perience. The language teachers' experience was divided into three subcategories with

respect to cultural information.
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¬ Teachers' experience of teaching a second language

 Teachers' experience of working with native English speaking teachers as colleagues

® Teachers' experience of teaching to learners from other cultures

Question no. 3, 7, 8, 9, and 10 (see Appendix-A, Part-A.3) were asked in order to

know about the above mentioned aspects.

Teachers, on the basis of their experience, were divided into three categories as ex-

plained in �gure 4.2. The data revealed that 47.2% of the teachers had 1-5 years of

experience. The teachers with experience of 6-10 years and more than 10 years showed

an almost equal percentage of participation in the survey as shown in �gure 5.3.

Figure 5.3: Teachers' Teaching Experience

The other aspect regarding experience was the teachers' experience of working with

native English speaking teachers. The purpose of this question was to know about the
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teachers' exposure to the second language through their working experience with NESTs

(Native English Speaking Teachers). The questions explained in table 5.3 were asked

through the questionnaire (see Appendix-A, Part-A.3).

Table 5.3: Questions

Have you been working with a native English
speaking teacher as a colleague?

yes No

27.1% 72.9%
If yes, how long have you been working with
a native English speaking teacher?

Less than one year 1 year 1-3 years

31.6% 33% 35.2%

Table 5.3 explains the percentage of the language teachers, who worked with the

NESTs as colleagues. 72.9% of the teachers have no experience of working with NESTs.

The high percentage reveals that the language teachers who participated in the survey

had limited experience of working with NESTs. In other words, their experience of teach-

ing a languge is in�uenced by their own culture. 27% of the language teachers had some

form of experience of working with NESTs. Moreover, the working experience of teachers

who worked with NESTs varied in terms of time duration. Figure 5.4 shows the time

duration of teachers in terms of working experience.

Figure 5.4: The Duration of Working with NNEST
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Figure 5.4 shows that 33.6% of the language teachers worked less than one year,

whereas 33% of the teachers had an experience of working with NESTs for one year.

Figure also shows that 35% of the language teachers worked for 1-3 years with NESTs.

The third aspect concerning the teachers' experience was the experience of teaching

to learners of other cultures or teaching English as a second language abroad. Question 9

and 10 of the questionnaire (see Appendix-A, Part-A.3) were asked to inquire about the

language teachers' experience of teaching language abroad to learners from other cultures.

Figure 5.5a and 5.5b show a graphical representation of language teachers' experience of

teaching English to learners' from other cultures.

(a) Teachers' Experience to Learners from Other
Cultures

(b) The Duration of Teaching Experience Abroad

Figure 5.5: The Duration of Teaching Experience to Learners from Other Cultures

The data revealed that 88.6% of the survey respondents had not taught English as a

second language in a country other than Pakistan. Figure 5.5a shows that only 11.3%

of the language teachers in Pakistan taught in a country other than Pakistan to learners

from other cultures. Their experience of working abroad varied in term of its duration.

Figure 5.5b shows the time duration of language teachers teaching abroad.
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The demographic information concerning the overall experience of teachers revealed

that the language teachers on the bases of their education and working experience share

the same cultural values with that of second language learners. Moreover the teachers'

experience of the target language culture is also limited.

5.5 Results' Analysis

The questionnaire consisted of 20 variables, which were classi�ed into six groups (see

Appendix-A, Part-A.3):

• The variables based on comprehension and culture

• The variables based on culture-related activities for language learning

• The variables based on the idea of culture and tolerance

• The variables based on cross-cultural comparison

• The variables based on culture and identity

• The variables based on culture and social contexts

We shall discuss them in detail in the present section. The analysis concerning the

Likert-scale questions have been made following three statistical measures.

• Mean value

• Standard Deviation

• Percentage
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The mean and standard deviation value tables have been discussed inside the text.

However, the percentage details in the form of tables concerning all questions have been

included at the end as an appendix (see Appendix-B, Part-B.2).

It is important to mention about the attitude scale on the basis of which the above

mean values have been explained. Figure 5.6 show the attitude scale concerning teachers'

attitudes.

Figure 5.6: Attitudes Scale Based on the Mean Values

The attitude scale reveals that the mean values which are less than three represent

negative attitudes, whereas the mean values greater than three represent positive atti-

tudes and greater than four represent high positive attitudes.
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5.5.1 Culture and Comprehension

Comprehension in relation to language learning carries many aspects to it. However, the

role of comprehension with respect to schema is the focus of the present study. I have

discussed it in detail in the literature review section (see section 2.2.2, Cultural Schema).

�A schematic knowledge is socially acquired knowledge. It is an important part of �t

between people's culture-speci�c cognition and their native language� (Alptekin, 1993,

p. 1). The aim of the study was to investigate how culture plays a role in learners'

comprehension toward the target language culture.

Table 5.4: Culture and Comprehension

No Questions Minimum Maximum Mean S.Deviation
Q1 The relevant cultural information

helps learners to reach at the
deeper meanings of concepts.

1 5 4.33 0.776

Q2 Language learners modify the tar-
get language cultural meaning on
the basis of their prior knowledge.

1 5 3.93 0.748

Q3 Cultural knowledge is easier to re-
member.

1 5 4.08 0.891

Q4 Understanding a language in-
volves certain features of the cul-
ture associated with it.

1 5 4.22 0.721

Q5 Meaning attached to di�erent val-
ues may vary across di�erent cul-
tures.

1 5 4.22 0.762

Q6 If the learners lack cultural infor-
mation, they may not be able to
understand a concept.

1 5 3.87 0.973

Q7 Cultural information strengthens
learners' understanding of the
target language culture.

1 5 4.16 0.745

Q8 The learners can comprehend the
text better, if it is related to their
own culture.

1 5 4.16 0.815

Q9 Cultural knowledge gives an in-
sight into the life of people, who
belong to it.

1 5 4.31 0.719



5.5. Results' Analysis 241

In the perspective of culture and comprehension, 90.8% of the teachers believe that

cultural awareness of the target language helps learners to reach at the deeper meanings

of concepts (see Appendix-B, Part-B.2). The deeper meanings of concepts refers to the

meanings and values that are familiar to one culture but not familiar to another cul-

ture and to understand these concepts, the learners need to have cultural awareness of

the target language culture (see section 2.2.3, Culture and Comprehension). The mean

value (Q1=4.33) in table 5.4 indicates respondents' level of agreement on a scale from

1(strongly disagree) to 5 (strongly agree). Based on the relationship between comprehen-

sion and culture, 86.2% of the language teachers believe that comprehension concerning

the second language involves certain features of the culture associated with it (Q=4.22)

(see Appendix-B, Part-B.2).

Question 2 in table 5.4 was also based on schematic knowledge. The basic goal of

the question was to know whether second language learners interpret the target language

concepts according to their own culture because of the in�uence of that culture in Pak-

istan. 71% of the language teachers in the survey agree that the second language learners

in Pakistan modify their target language cultural concepts on the basis of their prior

knowledge. 13.6% of the respondents neither agreed nor disagreed. The mean value was

Q2=3.93 on a scale from 1 (strongly disagree) to 5 (strongly agree).

Question 3 in table 5.4 deals with the relationship between culture and memory. The

relationship between culture and memory refers here to retrieval of information or how

long the learners remember culture-related information (see section 2.2.4, Culture and

Memory). 80.8% of the surveyed language teachers believe that cultural information is

easier to remember for learners. The mean value (Q3=4.08) in table 5.4 indicates a pos-

itive relationship between culture and memory.
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88.4% of the surveyed language teachers think that the di�erences in culture result

variation in meanings and values attached to a speci�c culture. 70% of the survey re-

spondents believed that without cultural information, it is impossible for learners to

comprehend the target language concepts. They agreed that for successful communica-

tion, cultural awareness is of central importance (Q5=3.87). In addition, 88.3% of the

survey respondents viewed that cultural information facilitates learners' understanding

of the target language culture (Q7=4.16).

Related to comprehension, 84.4% of surveyed language teachers believe that a text

is better comprehended when it is related to learners' native culture. The mean value

(Q8=4.16) in table 5.4 seems to supports the results obtained.

90.1% of the respondents, on the basis of their language teaching experiences, believe

that cultural knowledge is a way to understand the lives of a people in a community (see

Appendix-B, Part-B.2). The mean value (Q9=4.07) indicates language teachers' level of

agreement on a scale from 1 (strongly disagree) to 5 (strongly agree).

On the other hand, the table also explained the values concerning the standard devi-

ation. As explained earlier, standard deviation gives an indication of distance from the

mean value. In other words, it explains the range of variation among responses. Refer-

ring to Likert-scale questions, the value of standard deviation indicates variation among

responses given by the language teachers. The language teachers' attitudes concerning

culture and comprehension were measured on a �ve point scale, varying from 1 (strongly

disagree) to 5 (strongly agree). Moreover, the standard deviation values gave an indica-

tion of the variation concerning the �ve point scale. Standard Deviation values concerning

culture and comprehension have been explain in table 5.4. A graphical representation of

these values has been shown in �gure 5.7.
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Figure 5.7: Standard Deviation Values Concerning Culture and Comprehension

Figure 5.7 shows that the lowest value of standard deviation is 0.71 and the highest

value is 0.97. The other values lie between these two values.

5.5.2 Culture-Related Tasks

Teachers' beliefs based on culture-related tasks and activities were also analyzed. The

purpose of this investigation was to �nd the reasons for the use of learners' �rst culture for

the sake of language learning. Likert-scale questions scaling from 1 (strongly disagree) to

5 (strongly agree) were used for this purpose. Likert-scale questions concerning culture-

related tasks on the basis of shared knowledge and self-motivation among learners because

of shared cultural values. Table 5.5 illustrates the results concerning culture-related tasks.
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Table 5.5: Culture Related Tasks

No Minimum Maximum Mean S.Deviation
Q10 Culture speci�c tasks and

activities are easier to
practice because of shared
knowledge among learners.

1 5 4.03 0.778

Q11 Learners, being familiar of
their cultural events, are
self-motivated to practice
them.

1 5 4.15 0.766

Q12 Second language learners
�nd it easier to write about
culturally relevant themes.

1 5 3.80 0.921

Table 5.5 explains that 82% of the teachers who participated in the survey think that

culture-related tasks are relatively easier to practice. The reason for this is the shared

knowledge among learners (Q10=4.03) and self-motivation (Q11=4.15).

The third aspect concerning culture-related activities was speci�c to the written activ-

ities. The reason for selecting written activities was based on their characteristic of being

productive rather than being receptive like listening. 67.5% of the survey respondents

believe that learners can write easily concerning culture speci�c activities (see Appendix-

B, Part-B.2). The mean value is Q12=3.80 on a �ve point scale as shown in table 5.5.

The values concerning standard deviation in table 5.5 show a range of variation among

responses. Figure 5.8 shows that Q12 (.92) has high value of standard deviation as com-

pared to Q10(.77) and Q11(.76).
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Figure 5.8: Standard Deviation Values Concerning Culture-Related Tasks

5.5.3 Culture and Tolerance

The third group of variables is concerned with the idea of culture and tolerance, also

referred to as cultural awareness. The proposition here is to regard and respect other

cultures and to get information about the people of other community (see section 2.2.6,

Cultural Awareness). In this regard, the role of the teacher is important as the teachers are

considered `cultural mediators' (Liddicoat and Crozet, 1997, p. 4) between the learners

and the target language community.

Table 5.6: Culture and Tolerance

No Minimum Maximum Mean S.Deviation
Q13 Learning about a culture

helps to develop tolerance
among learners.

1 5 3.89 0.885

Q14 Learning about a culture
should inform learners to
express things in di�erent
ways.

1 5 4.02 0.781
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The mean values in the above table show that language teachers consider cultural

awareness a way to develop tolerance among learners. 69.8% of the surveyed language

teachers are aware that cultural learning is a way of developing tolerance among learners

(see Appendix-B, Part-B.2). The mean value (Q13=3.89) in table 5.6 supports the per-

centage value explained above.

Results also reveal that 81.5% of the surveyed language teachers believe that learning

about a culture should inform learners to express things in di�erent ways. The mean value

(Q14=4.02) in table 5.6 is in accordance with the results gained through percentage value.

The values concerning standard deviation show the range of variation among responses

regarding Likert scale questions. The have been shown in �gure 5.9. The high value of

standard deviation reveals high range of variation among responses.

Figure 5.9: Standard Deviation Values Concerning Culture and Tolerance
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5.5.4 Cross-Cultural Comparison

For a cross-cultural comparison, the �rst thing which was investigated was the teach-

ers' awareness of cross-cultural comparison. 82.6% of the surveyed teachers believe that

teachers' awareness of cultural di�erences is essential for cross-cultural comparison. The

mean value (Q15=4.10) in the table supports the same view. Moreover, the teachers also

believe that language teachers should compare learners' native culture with that of the

target language culture (75.7%).

Table 5.7: Cross-Cultural Comparison

No Minimum Maximum Mean S.Deviation

Q15 Learning about a culture is
possible, if the teachers are
conscious of cultural di�er-
ences.

1 5 4.10 0.814

Q16 Language teachers should
compare learners' own cul-
ture and the target lan-
guage culture.

1 5 3.93 0.967

The qualitative study based on teachers' open-ended comments concerning the same

survey supports cross-cultural comparison for second language learning (see section 6.6).

The discussion concerning the qualitative study will come in the next chapter.

The values of standard deviations in table 5.7 show the range of variation among

responses, given by the language teachers. These variations have been shown in �gure

5.10.
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Figure 5.10: Standard Deviation Values Concerning Cross-Culture Comparison

5.5.5 Culture and Identity

Teachers' views on culture and identity have been investigated (see section 2.2.5, Culture

and Identity). 80% of the teachers regarded the target language cultural awareness as

a means to identify with the target language community. Moreover, 71.8% of the sur-

vey respondents viewed language teachers as a key factor in developing learners' views

concerning the target language culture (see Appendix-B, Part-B.2).

Table 5.8: Culture and Identity

No Minimum Maximum Mean S.Deviation
Q17 Language teachers can

develop learners' cultural
views by involving them
in interaction with another
culture.

1 5 3.77 0.932

Q18 The target language cul-
tural knowledge helps learn-
ers to identify with the tar-
get language community.

1 5 3.96 0.763
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The mean values in table 5.8 show teachers' level of agreement over the idea of cultural

awareness and identity. 0.76 and 0.93 are the values, which indicate the variation among

responses on the part of language teachers.

5.5.6 Social Contexts

One of the aims of the study was to know about the use of social contexts. The objec-

tive was to investigate the in�uence of learners' socio-cultural aspects on second language

learning (see section 2.3.3.2, Cultural Cognition). A reasonable percentage (84.7%) of the

surveyed language teachers agreed that language learning makes use of learners' socio-

cultural aspects (see Appendix-B, Part-B.2).

The reason for it is evident from the demographic information, which reveals that

teachers share the same cultural values with learners based on their language learning and

teaching experience (see section 5.3, Cultural In�uence). Moreover, 91.1% of the teach-

ers believe that language teaching requires di�erent strategies in a classroom where the

learners are from a multicultural background. The mean values (Q19=4.07, Q20=4.34)

in table 5.9 supports the above results discussed with respect to their percentage.

Table 5.9: Social Contexts

No Minimum Maximum Mean Stand.Deviation

Q19 Learning a language makes
use of the social contexts in
which it is learnt.

1 5 4.07 0.724

Q20 Language teaching may re-
quire di�erent strategies in
a classroom, where the
learners are from multicul-
tural backgrounds.

1 5 4.34 0.740
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5.5.7 Mean Values and Standard Deviation Values

An overall comparison of mean values and standard deviation values is important in re-

spects that mean values provide an overall direction of the attitudes being positive or

negative. Moreover, standard deviation values indicate the variation among responses

obtained through the questionnaire.

Figure 5.11 shows an overview of the mean values of all the questionnaire items con-

cerning teachers' attitudes which were investigated on a �ve point scale from 1 (strongly

disagree) to 5 (strongly agree). These variables have been codi�ed using SPSS (Statisti-

cal Package for Social Sciences) in a way that the variables having mean values under 3

indicate language teachers' negative attitudes whereas the variables having mean values

greater than 3 indicate teachers' positive attitudes. Figure 5.11 shows the overall analysis

of the mean values based on teachers' attitudes.

Figure 5.11: A Comparison of the Mean Values Based on Teachers' Attitudes
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As it is evident from �gure 5.11 that all the variables have values greater than 3, which

indicates teachers' positive attitudes concerning culture and language learning. The blue

bar in the graph represents a split between positive and negative values.

The study has also analyzed the attitudes based on their relationship to learners'

native culture and the target language culture. The blue bars in �gure 5.12 indicate the

mean values based on the target language culture, whereas the green bars represent the

mean values based on learners' native culture. The orange bars in the above graph rep-

resent the category of attitudes based on culture in general such as `cultural information

is easier to remember'.

Figure 5.12: A Comparison of the Mean Values Based on their Relationship to Culture

Figure 5.12 shows that most of the mean values based on learners' native culture are
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greater than 4, which implies that teachers have very positive attitudes towards the learn-

ers' native culture. The reason behind the positive attitudes has been explained through

the demographic information about the population which reveals that the teachers and

the learners share the same cultural values (see section 5.3, Cultural Experience).

Figure 5.12 also shows that most of the mean values based on the target language

culture are greater than 3 and under 4 which implies teachers' positive attitudes towards

the role of culture.

The analysis of the mean values based on the target language culture and learners'

native culture reveals that teachers' have highly positive attitudes towards the learners'

native culture and positive attitudes towards the target language culture.

On the other hand, an overall analysis of the standard deviation values indicates vari-

ation among responses. Figure 5.13 shows the standard deviation values of all variables

based on teachers' attitudes.

Figure 5.13: A Comparison of the Standard Deviation Values
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A standard deviation value indicates the distance from the mean value. In other words

it indicates variation among responses. A variation among responses is important as it

helps in conducting the tests especially in a quantitative study. Figure 5.13 shows the

variation among responses, which implies that learners' responses vary on the scale from

1 (strongly disagree) to 5 (strongly agree).

5.6 Discussion

The purpose of this study was to examine teachers' attitudes towards the role of culture

for L2 learning. The analysis of the attitudes scale reveals teachers' positive attitudes

toward the role culture and L2 learning in Pakistan. The �ndings of the study are in line

with Griva and Chostelidou (2011), who investigated language teachers' conceptions and

attitudes towards multiculturalism (Griva and Chostelidou, 2011).

The analysis of teachers' attitudes reveals that teachers have positive attitudes towards

the role that culture plays in learners' comprehension with respect to L2 learning. Cul-

tural information facilitates learners' awareness of the target language culture. However,

learners modify the target language cultural meaning on the basis of prior knowledge.

One of the reasons is the in�uence of learners' native culture, where both learners and

teachers share the same cultural values (see section 5.3, Cultural In�uence). The second

reason is learners' native culture is part of their systemic knowledge. Systemic knowledge

relates to learners' cultural schema, which is part of learners' comprehension (see section

2.2.2, Cultural Schema).

One of the aims of the study was to investigate language teachers' attitudes towards

culture-related activities and tasks for L2 learning. The data show positive attitudes of

teachers concerning the use of culture-related activities. Culture-related activities are
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easier for learners for two reasons: shared knowledge and motivation. Learners that have

cultural knowledge are already familiar with the activities related to culture. As a re-

sult, they are motivated to perform them. On the basis of this shared knowledge and

self-motivation, the learners are able to remember culture-related information for longer

periods of time (see section 2.2.4, Culture and Memory).

The study also investigated teachers' attitudes concerning cultural tolerance. Findings

concerning teachers' attitudes on tolerance show teachers' positive attitudes. Teachers

showed a high positive attitude (81.5%) that language teaching should inform learners

that there are more than one ways of expressing things and viewing the world. Findings

concur closely with Berry and Kalin (1997); their research study reported respondents'

high positive attitudes concerning tolerance.

The data show language teachers' positive attitudes towards cross-cultural compari-

son. In this regard, teachers' awareness of another culture is of central importance. One

possible reason is that from the perspective of the language learning context in Pakistan,

teachers are the cultural mediators who introduce the target language culture to learners.

Learners in Pakistan have very few opportunities to be in direct contact with the target

language speakers. As a result, their awareness of the target language culture depends

upon teachers' awareness of it. Findings of the study are parallel with Bakers' research

survey (Baker, 2003). His qualitative research survey on teachers' beliefs showed teachers'

positive attitudes for cross-cultural learning.

Based on learners' cultural identity, teachers' beliefs show positive attitudes towards

the idea that cultural awareness of the target language helps learners to identify with the

target language community.
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Teachers' positive attitudes towards the use of learners' socio-cultural contexts indi-

cates the in�uence of learners' �rst culture in Pakistan. One possible reason is the cultural

distance between learners' �rst culture and the target language culture. This has been

explained through demographic information (see section 5.2), which reveals that learners

and teachers share the same cultural values and teachers have limited experience of the

target language culture.

5.7 Conclusion

The chapter presented the quantitative �ndings of the research questions: What atti-

tudes do the teachers have concerning the culture and language teaching in Pakistan?

Moreover, that study investigated the following dimension with respect to culture and

language teaching:

1. Culture and Comprehension

2. Culture-Related Tasks

3. Culture and Tolerance

4. Cross-Cultural Comparison

5. Culture and Identity

6. Learners' Social Contexts for Language Learning

The study concludes that teachers have positive attitudes towards the role of culture

in language teaching. The above-mentioned dimension relate to both learners' native
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culture and the target language culture.

The study on teachers' attitudes is important as it can help in designing or review-

ing the curriculum with respect to language and culture teaching. In the perspective of

sociocultural theory of learning teachers are mediators. They mediate between learners

and textbooks. Therefore, the study of their attitudes is helpful in curriculum designing

as well in second language learning.

The other aspect of the study is that it can be helpful in teachers' training espe-

cially for new teachers. Teachers' positive attitudes indicate that for cross-cultural teach-

ing/cultural awareness, teachers own awareness of culture is important. Therefore, the

present study is expected to help in the case of teachers' training as well.
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6.1 Overview

The present chapter starts with a short introduction to the qualitative study. Then, it

discusses sample and sampling techniques followed by coding methodology, which is based

on types of qualitative comments. After that categories based on qualitative comments

have been discussed. An outline of the qualitative study of teachers' beliefs has been

shown in �gure 6.1.

Figure 6.1: An Outline of the Qualitative Study Concerning Teachers' Comments
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6.2 Qualitative Research

Qualitative research is the method of choice when the research question requires an un-

derstanding of the processes, events and relationships in the context of social and cultural

situation (Ebrahim and Sullivan, 1995, p. 196).

The teachers' beliefs concerning culture and language teaching have been analyzed

qualitatively. Previously, the teachers' beliefs were analyzed quantitatively. The purpose

of making a qualitative analysis is to have more insight into the research study. �Qual-

itative research is useful for obtaining insight into situations and problems concerning

of which one may have little knowledge. This method is commonly used for providing

in-depth description of procedures, beliefs and knowledge" (Ebrahim and Sullivan, 1995,

p. 196).

6.3 Sample and Sampling

The present study is based on teachers' comments and is part of the research question-

naire concerning teachers, whose construction has been explained in detail in chapter 3

(see section 3.3). A total of 494 teachers responded to a survey questionnaire comprising

close-ended variables and an open-ended question. Out of the total survey respondents,

more than 40% of them gave their comments concerning culture and language teaching

in Pakistan. The data collection process followed convenient sampling method in order

to have more responses from language teachers.
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6.4 Coding Methodology

Coding refers to �classifying or categorizing individual pieces of data-coupled with some

kind of retrieval system� (Babbie, 2008, p.422). Coding methodology from the perspec-

tive of open-ended questions helps to analyze the data quantitatively. Martin (2009),

referring to open-ended questions explains:

Certaines réponses, notamment les réponses aux questions ouvertes, doivent être reco-

dées de manière à être exploitables dans une perspective quantitative (Martin, 2009, p. 49).

The language teachers' opinions were analyzed using Nvivo (version 7). First of all,

the cases with qualitative responses separated from other responses of the survey. The

cases were then carefully examined. The data coding was done in two phases. In the

�rst phase, all the readable comments were typed in Microsoft Word program. At this

stage, special attention was paid to typing errors or grammatical errors in order to keep

the data free from errors. In the second phase, the typed data were imported to Nvivo

software for coding and further analysis.

During the coding process all the comments were categorized based on themes. Many

language teachers expressed their views about multiple issues in their open-ended com-

ments. The comments with multiple themes were coded more than once with respect to

their relationship to more than one themes.

6.5 Types of Comments

The qualitative comments were analyzed in the perspective of cultural aspects, which can

prove helpful for language learning and teaching. The language teachers were requested
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to give their comments based on their practical knowledge, which they came across during

their language teaching experiences. The qualitative comments given by language teach-

ers point out multiple areas where the use of culture related materials proves helpful.

The language teachers based on their comments can be classi�ed into two major groups.

The �rst groups of teachers gave their comments but did not give reasons for the support

of their comments. However, the second group of teachers gave their comments along

with reasons to support their comments. A major number of comments belongs to the

second group that gave their comments along with the reasons to support them. Table

6.1 explains the types of comments given by language teachers.

Table 6.1: Types of Comments

Code No. Types of Comments Frequencies
C1 Cross-Culture Comparison 64

C2 Target Language Culture 60

C3 Native Cultural Aspects 74

C4 Culture and Technology 45

C5 Cultural Practices 22

C6 Culture-Related Material 35

C7 Culture and Comprehension 26

Total 326

The coding process also reveals that some of the elements overlap with more than one

category. However in the data analysis section special care has been taken to examine

them di�erently. The types of comments have also been represented with respect to their
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percent values as shown in �gure 6.2.

Figure 6.2: Types of Comments

Figure 6.2 shows that the highest number of comments are related to learners' na-

tive culture (22.6%), cross-cultural comparison (19.6%), and the target language cul-

ture (18.4%). Another important category which has a reasonable number of comments

(13.4%) is related to the use of technology-based materials (such as the use of audio-visual

aids, the Internet, and the use of computer related activities) for cultural awareness.

The types of comments explained in table 6.1 have been further summarized keeping

in view the relationship between these types and have been limited to three main cate-

gories which have been shown in �gure 6.3. Figure 6.3 shows the relationship of di�erent

categories, which has been devised from the analysis of teachers' comments.
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Figure 6.3: Types of Comments

It is not possible to mention all the comments one by one along with their details.

However, the comments which carry more information have been included as examples

in the analysis.
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An example of how teachers' open-ended comments relate to di�erent categories is as

follows:

T1: If ESL teachers start teaching by introducing the target language (as many pub-

lished language teaching materials are developed based on introducing their own cultural

values due to the writers limited knowledge of foreign cultures), this as a result may create

cultural distance or a gap in understanding their own social and cultural values.

The above comment has been given by a teacher. Analysis of the comment reveals

that it belongs to two categories of comments. The relationship of the above comment

has been explained in �gure 6.4.

Figure 6.4: The Relationship of Teachers' Comments to Di�erent Categories.

Figure 6.4 shows that the above-mentioned comment relates to the category culture

and comprehension because it is related with learners understanding of the language

teaching materials. On the other hand, the comment is also linked to the category

culture-related materials because it is also related to the textbook materials. Moreover,

both the above two categories relate to the target language culture. The relationship of

the di�erent categories of the comments has been explained in �gure 6.3.
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Another example of the relationship of a single comment with more than one category

can be seen through the following comment given by a language teacher.

T2: Language teachers should opt for teaching materials which bring both the target

language culture and learners' native culture into harmony so that language learning can

be facilitated.

The above comment, on the one hand, is related to the category of comment named

culture-related materials, and, on the other hand, is linked to the category of comments

based on cross-cultural learning.

6.6 Comments Based on Cross-Cultural Comparison

The detailed analysis of comments reveals that teachers regard cross-cultural comparison

as a better way as compared to language teaching solely based on the target language

culture or learners' native culture. There is a reasonable number of examples (n=64/326)

in the comments, which support cross-cultural comparison for the sake of L2 learning and

teaching. Some of the comments also stress the need to have cultural exposure of both

cultures on the part of language teachers in Pakistan. For example, one of the teachers

states:

T3: Language teaching can be more e�ective if teachers get �rsthand knowledge of

both cultures by considerable exposure to both the learners' native culture and the target

language culture.

The comments concerning cross-cultural comparison also emphasize the use of tech-

nology for cross-cultural teaching (n=15/64). The following two comments given by
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language teachers supports this view:

T4: The use of technology is an easier way to be in connection with the target lan-

guage speakers.

T5: There should be enough variety of materials as plays, books, workshops and mul-

timedia in order to understand the culture and language of a speci�c country.

Teachers comments also highlight that cross-cultural learning is a way to �ll the gap

between the learners' native culture and the target language culture. Some of the exam-

ples are as follows:

T6: Cross-cultural learning should bring harmony between the target language culture

and learners' native culture.

T7: The learners should be taught their own culture as well as the culture of the target

language so that they may be able to use the language in both contexts easily and e�ectively.

Based on cross-cultural learning, one of the teachers proposed the idea of language

learning based on cultural exchange program.

T8: I think there should be inter cultural exchange programs which should help learn-

ers view the di�erent aspects of other cultures where learners can discover similarities and

di�erences. Students from the target cultures should be allowed to interact with learners

through the Internet.

In a nutshell, the comments based on cross-cultural comparison focus on the following



6.7. The Target Language Culture 267

points:

1. Teachers' exposure to the target language culture and the learners' native culture

2. The use of technology-based materials for cross-cultural learning, and

3. Language teaching based on cultural exchange programs

6.7 The Target Language Culture

The target language culture refers to the concept of focusing solely on the target language

cultural concepts both in textbooks and in the classroom. 18.4% of the totals comments

(n=60/326) are related to the target language cultural knowledge and advantages and

disadvantages concerning it. The comments concerning the target language culture have

been divided into two main categories: positive comments and negative comments.

Starting with the negative comments, teachers believe that the teaching materials,

solely based on the target language culture, are di�cult to teach because of cultural dis-

tance. Some examples of these comments are as follows:

T9: Many published language teaching materials are based on the target language cul-

tural values due to writers' limited knowledge of learners' native culture. This as a result

creates cultural distance or gap in understanding and interpreting the target language cul-

tural values.

T10: The textbooks which are solely based on the target language culture possess some

aspects which are contradictory to our religion.
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The other aspect concerning the target language culture expressed by the language

teachers was about cultural identity. One of the language teacher expressed as:

T11: The learners should be assured that they are not compelled to change their cul-

ture rather they are made of aware of it. Only then, they can learn a foreign language

and its culture.

This implies that teachers' believe that the focus on the target language culture only

is a threat to their identity. In this perspective a language teaching approach based on

cross-cultural teaching is a possible way to overcome this problem.

On the other hand, language teachers also explain the positive e�ects of the target

language cultural knowledge.

T12: The knowledge of the target language culture can bring ultimate cultural cohe-

sion as well as it can reduce the di�erences among di�erent cultures.

T13: Each language has an environment of its own, which is important to be con-

sidered. I think to teach the target language, we as teachers will have to learn the target

culture.

The above comments suggest fostering understanding between people and nations

especially in the perspective of language teachers. The quantitative study based on

teachers' attitudes also concludes that teachers' cross-cultural awareness is necessary for

culture and language teaching (see section 5.5.4).
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6.8 Learners' Native Culture

The analysis of the comments concerning the learners' native culture reveals that the lan-

guage teachers' comments are divided into three main themes: modi�cation, inclusion,

and motivation.

The idea of modi�cation concerns the culture-related materials with respect to text-

books and their authors. Examples based on the language teachers' comments concerning

the idea of modi�cation are as follows:

T14: The English language textbooks are being imported from the di�erent parts of

the world, i.e. mostly British and American textbooks. These textbooks promote their own

cultural and moral values. So the context of these books should be changed before they

reach the learners.

T15: Language teaching materials should be culturally sensitive and modi�ed accord-

ing to the Pakistani learners' needs.

The other concern that has been expressed by language teachers is the inclusion of

learners' native culture, especially the events related to their religion. The comments

which focus on materials concerning learners' native culture are as follows:

T16: We should include the culture-related materials, which depict the fundamental

and principal di�erences with that of other conventional materials. In Pakistan, learn-

ers should be exposed to feasible socio-cultural aspects so that learning should be facilitated.

T17: Include the values and ideas that are associated to our religion and are liberal
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as well.

The third aspect concerning learners' native culture is motivation. According to the

language teachers' comments, the learners' native culture is the source of motivation for

learners because they already understand it. Moreover, the knowledge of learners' native

culture is also helpful for cross-cultural comparison.

T18: It is important to present the Pakistani culture. In this way, the learners will

show their motivation and interest in learning. After that the learners can compare both

cultures.

The analysis of the comments also proposes to �ll the gap between the learners' �rst

culture and the target language culture by considering cross-cultural learning and teach-

ing methodologies, which should consider both the learners' �rst culture and the target

language culture. Moreover, teachers' exposure to both cultures is of central importance

in this respect.

The analysis of the comments based on learners' native culture reveals that the cul-

tural content in the textbooks is not representing the learners' sociocultural values. In

other words, the language teaching materials are not representative of their ZPD (Zone

of Proximal Development), which involves sociocultural aspects of the learners' �rst cul-

ture. The proposition here is to modify the language teaching materials in the light of

sociocultural theory of learning. Figure 6.5 shows L2 learning context in the light of

sociocultural theory of learning.
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Figure 6.5: Learning Learning Context in Pakistan

Figure 6.5 shows that L2 learning with respect to the zone of proximal development,

where the learners and the teachers lie in the same sociocultural context as compared to

the textbook authors. The quantitative study of the teachers' attitudes (see section 5.3)

reveals that the learners and the teachers in Pakistan share the same cultural values, and

not those of the textbook authors who are responsible for textbook materials.

Another proposition concerning the di�erence described in �gure 6.5 is that the text-

book authors should have awareness of learners' native culture in order to make the

language teaching materials appropriate with respect to their sociocultural context. In

this way the language teaching material based on cross-cultural learning can ful�ll the

purpose of cultural awareness and language learning.
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6.9 Culture and Technology

The use of technology refers to the Internet, multimedia, videos, �lms. for the sake of

language learning. A reasonable number (n=45/326) of comments are related to the use

of technology for culture and language teaching. The comments concerning the use of

technology are as follows:

T19: In our second language teaching and learning programs, videos are not shown.

Language teaching with the use of multimedia can present the exact model of English lan-

guage to learners.

T20: I facilitate an online collaborative project that involves students from di�erent

countries to share their ideas and have found it very important to learn about other cul-

tures.

T21: It is easier for learners to absorb information through audio-visual aids.

T22: ELT video tapes are a good source of cultural information.

The above comments based on the use of technology emphasize the importance of

learning through audio-visual materials and online programs. Moreover, the learners can

have cultural awareness through direct contact with native speakers of English through

online programs.

The study based on teachers' comments recommends that technology-based materials

should be used to promote intercultural understanding.
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6.10 Discussion

The qualitative study of the open-ended comments highlights the relationship between

culture and language learning in Pakistan. The study is in line with previous research

(Alptekin, 2002; Alred et al., 2003; Andrews, 2003; Baker, 2003; Yeh, 2011) that empha-

sizes the importance of cultural awareness for L2 learning.

Teachers' qualitative comments concerning cross-cultural learning re�ect teachers'

positive attitudes towards cross-cultural comparison. A possible reason is that the L2

learning context in Pakistan is dominated by learners' native culture. As a result, a

cross-cultural teaching based on learners' native culture, and the target culture is a way

to introduce both cultures to L2 learners. The qualitative comments also reveal that

for cross-cultural comparison, language teachers' considerable exposure to the target lan-

guage culture is of central importance. One possible reason for it is that it is impossible

for L2 learners in Pakistan to experience the target language culture directly. However,

in the case of teachers, the direct experience of culture is possible. The teachers' training

courses can include cultural exposure to the target language as an essential factor for

their training. The annual report concerning teaching and learning English in Pakistan

presented by the British Council also recommends �policy development on pre-service

teacher education and on in-service development� (Coleman, 2010). In that perspective,

the teachers in their comments emphasized considerable cultural exposure for themselves.

The study is in line with Yeh (2011)'s research work, which concludes that teachers' cross-

cultural experience for L2 learning is of central importance. Out of the di�erent categories

of the open-ended comments expressed in �gure 6.2, nearly 20% of the language teachers

support language learning and teaching based on cross-cultural experience. Therefore the

language teachers in Pakistan possess positive attitudes towards cross-cultural learning.

These results are also in line with the quantitative results based on the teachers' attitudes
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of the present study (see section 5.5.4).

The analysis of the qualitative comments also reveals that teachers have negative

attitudes towards the textbooks and culture-related materials that solely focus on the

target language culture. Nearly 19% (n=60/326) of the open-ended comments (see �gure

6.2) are based on the target language culture and support the view of modifying the

textbook materials in order to represent both the learners' native culture and the target

language culture. The possible reason for it which has been described earlier (see section

5.3, Cultural Experience) is that teachers and learners in Pakistan share the same cul-

tural values as compared to the textbook authors. The other possible reason is teachers'

limited experience of the target language culture (see section 5.3, Cultural Experience).

The study is in line with previous research (Ahmed and Narcy-Combes, 2011), which

explains that the textbook authors mainly focus on the target language culture due to

limited experience of learners' native culture. Bolitho (2012) also supports the same view

as �Classroom teaching, textbook and curriculum writing, and examination procedures

are, in a sense, a manifestation of the values, attitudes, beliefs, theories and experiences

of those who design and deliver these behaviors and artefacts� (Bolitho, 2012, p. 41).

Teachers' comments based on textbook materials also propose the idea of modi�cation,

inclusion, and motivation. Mansoor (2008), referring to language textbooks in Pakistan,

explains, �A critical look at the materials available for the teaching of English at college

and university levels reveals that most of them are imported or books of writers which are

meant to be used for student whose native language is English� (Mansoor, 2008, p. 3).

The study results concerning textbooks materials are also in line with Mansoor (2008)'s

research, who through her research study concludes the materials used for teaching En-

glish in Pakistan pose great di�culty to learners. They have great di�culty relating to

the foreign contexts, and e�ort should be made by the course designers or teachers to
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make them interesting and relative to learners' context.

The qualitative analysis of comments concerning learners' native culture also suggests

three important aspects: modi�cation, inclusion, and motivation. The analysis based on

the teachers' open-ended comments reveals that nearly 23% of the teachers' comments

are based on the learners' native culture which reveals teachers positive attitudes towards

the inclusion of learners' sociocultural aspects for L2 learning. Teachers believe that the

present language teaching strategies and culture-related materials need to be modi�ed

according to the learners' native cultural aspects. One possible reason is the language

learning context, where learners' culture is predominant. As a result, learners' are self-

motivated in their native cultural aspects. The other possible reason is learners' shared

knowledge about their native culture. This shared knowledge is also termed as �collec-

tive or cultural cognition� (Shari�an, 2008). The quantitative study concerning teachers'

attitudes also re�ects teachers' positive attitudes towards learners' native culture (see

section 5.5.2, Culture-Related Tasks).

The analysis of the qualitative comments reveals teachers' positive attitudes (n=45/326)

towards the use of technology. The teachers believe that the use of technology can im-

prove learners' understanding of the target language culture. In this perspective it has

also been termed as 'culture in digital form' which is helpful to teach `text and con-

text' through the use of technology (Kramsch and Andersen, 1999). The qualitative

study based on the teachers' comments suggests that language learning can be facilitated

through technology-based materials. One possible reason is that through the use of tech-

nology, learners can have access to the target language community. On the other hand, it

is also easier for teachers to explain the target language culture with the use of technology.

However, the quantitative study based on learners' formal and informal language
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learning reveals that learners rarely make use of technology-based materials for language

learning (see section 4.4, Formal Contexts). This also results in learners' lack of connec-

tion with the target language speakers and awareness about the target language culture.

The discussion based on teachers' attitudes with respect to the four main categories

of comments has been summed up in the following �gure on the characteristics of being

positive or negative.

Figure 6.6: Teachers' Attitudes on the basis of Open-Ended Comments

The qualitative study based on the above categories of open-ended comments suggests

that balance between the learners' native culture and the target language culture should
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be introduced in the curriculum and teaching materials. Kanu (2005) concerning the

language teaching situation in Pakistan expresses as:

Teaching and learning in schools (in Pakistan) is a way of circumventing the language

of instruction-English-which is a second or even a third language for learners and their

teachers who have to deal with not only culturally unfamiliar content/subject matter but

also the medium of instruction (Kanu, 2005, p. 504).

In this respect, language teaching based on cross-cultural comparison is useful as it

brings awareness of both cultures. Furthermore, the open-ended comments highlight the

role of teachers' cultural awareness and the inclusion of learners' sociocultural aspects as

language teaching materials.

6.11 Conclusion

The study based on teachers' open-ended comments leads to the conclusion that the

language teachers have positive attitudes towards cross-cultural comparison, learners'

native culture, and the use of technology-based materials for second language learning and

teaching. However, analysis of teachers' open-ended comments also reveals the language

teachers' negative attitudes towards language teaching materials which focus only on the

target language culture. This should be taken into account for the creation of teaching

materials.
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7.1 Summary of the Study

The research study has investigated the cultural factor in second language in the per-

spective of learning and teaching English in Pakistan. The objectives of the study were:

to investigate the role of culture in formal and informal contexts; investigate L2 teach-

ers' attitudes; and describe the relation of culture and language concerning L2 learning

in Pakistan. The study was mainly based on two research questions and followed both

the qualitative and quantitative research methods of inquiry. The study with respect to

its investigation has been summarized in �gure 7.1. Figure 7.1 is concerned with two



280 Chapter 7. Conclusion

research questions and the answers, which were found after following quantitative and

qualitative research methods.

(a) study 1

(b) Study 2

Figure 7.1: Summary of the Study
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7.1.1 The Role of Culture through Formal and Informal Contexts

The study reveals that the role of culture with respect to formal and informal contexts

varies from the perspective of L2 learning context in Pakistan. Formal contexts have been

investigated through classroom observation and questionnaire based on culture-related

activities in the classroom. Informal contexts have been investigated through focused

group interviews and the questionnaire based on a �ve-point frequency scale. Results

obtained through classroom observation and empirical data (questionnaire) reveal that

formal language learning contexts focus on the target language cultural aspects. On

the other hand, results based on empirical data concerning informal contexts reveal that

informal contexts are in�uenced by learners' socio-cultural aspects.

7.1.2 Teachers' Attitudes Based on Culture and Language Learn-

ing

The study concerning teachers' attitudes based on culture and language learning reveals

that teachers have positive attitudes towards the role of culture in second language learn-

ing. These attitudes have been further divided into sub-categories such as attitudes based

on culture and comprehension, culture and tolerance, cross-cultural comparison, cultural

identity and social contexts. The study discussed these attitudes in the light of some

factors. These were: cultural in�uence; language teachers' experience of working with

the native English speaking teachers; teachers' experience of teaching to the learners from

other cultures; learners' cultural schema; shared knowledge based on culture; teachers'

cultural competence for cross-cultural teaching; cultural identity; learners' socio-cultural

context. The overall range of these factors suggested that teachers had positive attitudes

concerning culture and language learning.
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7.2 Contribution of the Study

The study o�ers a number of important contributions. Firstly, the study relates language

and culture with respect to the L2 language learning context in Pakistan. Earlier studies

concerning culture and language learning in Pakistan have stressed the need to include

local culture (Cobussen, 2009; Mansoor, 2008; Shamim, 2008). Compared to previous

studies which discuss L2 teachers and L2 learners separately, the present study involves

both the L2 teachers and the L2 learners in Pakistan as teachers and learners are a major

factor in culture and language teaching.

Secondly, the present study has focused on the importance of both learners' native

culture and the target language culture. Results based on the present study highlight the

importance of both cultures.

Thirdly, the present study is a major contribution to teachers' awareness concerning

culture and language teaching. The study through its qualitative results also emphasizes

the need to include cultural awareness as part of their language training.

Fourthly, the present study has also highlighted the formal and informal language

learning contexts and their relationship to culture through empirical evidence. The �nd-

ings of the study are important as they will serve as a base for future in-depth exploration

of speci�c areas concerning L2 learning and teaching in Pakistan.

Moreover, the study is related to the use of heterogeneous as compared to homo-

geneous samples. The study includes language teachers from universities, colleges, and

schools as well as L2 learners from three main universities of Pakistan. So the evidence

provided in this study is based on a more diverse and heterogeneous sample.
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Sixthly, the study through analysis of its qualitative results highlights the areas of

immediate attention concerning L2 textbooks. The study also proposes the idea of mod-

i�cation, inclusion and motivation, which serve as a guideline for textbook designers.

7.3 Limitations of the Study

The results and the �ndings of the study should be considered in view of some limitations

which are as follows:

Firstly, the present study has used a cross-sectional research design. It is due to the

research that is related with certain attitudinal and behavioral variables concerning lan-

guage teachers and language learners.

Secondly, the research study has used convenient sampling method (study 1) and ran-

dom sampling method (study 2). Thus, the sample may not be a true representation of

the population.

Thirdly, the sample of the subject concerning both studies with respect to the popu-

lation size was fairly small. In order to investigate the role of culture in language learning

the study surveyed 494 language teachers for study 1 and 275 language learners for study

2.

Fourthly, the present study used the survey questionnaire largely with close-ended

questions. It is equally possible that the current study might not have touched some of

the culture and language relating areas, which might be explored with an open-ended

questionnaire or with another research tool.
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7.4 Recommendations of the Study

Based on the investigation concerning the cultural factor in L2 learning and teaching, the

study makes the following recommendations:

1. A language teaching and learning approach based on cross-cultural awareness should

be adopted with respect to the L2 language learning context in Pakistan in order

to �ll the gap between the target language culture and the learners' native culture.

2. The language teaching materials should be modi�ed keeping in view the learners'

native culture and the target language culture.

3. Teachers' exposure to the target language culture should be part of the teachers'

training so that they can have deep knowledge of the target language culture.

4. The language learning in Pakistan should make use of technology-based materials

for communication with the native speakers of the target language in order to have

cultural awareness of the target language culture.

7.5 Future Research Directions

The present study is unique in the sense that it investigates the culture and language

relationship in the language learning context in Pakistan. Based on previous research

and limitations of this study, future research concerning culture and language in Pak-

istan should keep the following recommendations in view:
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• Further research concerning the role of culture and language teaching should be

conducted by using qualitative research methods (interview, observations, focused

groups, etc.) in order to cross validate the present study �ndings. In-depth research

is needed to investigate language and culture learning and teaching in Pakistan.

• The present study was non-experimental and descriptive in nature. As a result,

the present study has not addressed the causality of relationships. Therefore, it is

recommended that a study based on experimental research investigate better the

cultural factor and language teaching in Pakistan.

• The redesigning and restructuring of English language learning in Pakistan should

take into account the socio-linguistic aspects of English in the Pakistani as well as

in the international context.

• There is also a need to investigate teachers' training in the dimension of cultural

awareness in Pakistan. Traditional training can be modi�ed keeping in view the

aspect of cultural awareness.

• The inclusion of culture in language learning and teaching poses many challenges

for education planners, material designers, and teachers of English. Therefore, it

is recommended to take into account all these relevant factors in future research

projects in Pakistan concerning culture and language learning. From this perspec-

tive, it is recommended that research concerning language and culture relationship

would be better conducted by a group of researchers rather than by an individual

keeping in view all the above-mentioned factors.
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Glossary

Attitudes

�Attitudes are formed as some kind of learning experience, which are often built up

more slowly� (Pages, 2012). �An attitude employs important role in determining people's

reaction to situations. Moreover, attitudes are positive or negative emotional reactions

toward a speci�c situation � (Al-Zaidiyeen et al., 2010, p. 213).

Culture

�Culture is the programming of the mind that distinguishes the members of one group

or category of people from others�(Hofstede and Hofstede, 2005, p. 4).. According to

Shari�an (2008, p. 11), �A cultural group is not a collection of a number of individuals

who live in a certain area but rather the people who more or less conceptualize experiences

in a similar fashion� .

Cultural Awareness

Cultural awareness is de�ned as �a conscious understanding of the role of culture that

it plays in language learning and communication (in both �rst and foreign language)�

(Baker, 2009, p. 71). According to Tomlinson and Masuhara (2004) cultural awareness is

�the information about the characteristics of other people's cultures, perceptions of our

own culture and people's culture� (p. 6).

Cultural Schema

�Schema is a technical term to describe how people process, organize and store information

in their minds� (Shen, 2009, p. 104). According to Nishida (1999, p. 754), �When a

person enters a familiar situation, a stock of knowledge of appropriate role he/she should
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play in the situation is retrieved. In other words, every interactant's social world is

usually constituted within a frame of familiar and pre-acquainted knowledge about various

situations. These various or pre-acquainted situations are called schema (or schemata)�.

Epistemology

Epistemology is concerned with �evaluating claims about how the world can be known

to us, and it is an examination of the means of obtaining knowledge of the social world�

(Hughes and Sharrock, 1997, p. 4). Demaiziere and Narcy-Combes (2007) view episte-

mology and epistemological position as;

L'épistémologie est la ré�exion sur la construction et la gestion du savoir dans un do-

maine donnée et dans son rapport avec les autres domaines de la ré�exion scineti�que...

L'épistémologie s'intéresse aussi la façon dont la connaissance se construit pour chaque

individu ; c'est alors que le mot �positionnement� prend son sens (Demaiziere and Narcy-

Combes, 2007, p. 4).

Formal Language Learning

Formal language learning is de�ned as �learning that occurs within an organized and

structured context, and that is designed as learning. It may lead to a formal recogni-

tion (diploma, certi�cate). Formal learning is intentional from the learner's perspective�

(Colardyn and Bjornavold, 2004, p. 71).

Informal Language Learning

Informal learning takes place through observation and direct participation in the com-

munication as learning is a process of discovery, which takes place spontaneously and au-

tomatically providing certain conditions� (Ellis, 1990, p. 2). (Colardyn and Bjornavold,

2004, p. 71) de�ne informal learning as �learning resulting from daily life activities re-

lated to work, family, or leisure. It is often referred to as experiential learning and can
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to a certain degree be understood as accidental learning. It is not structured in terms of

learning objectives, learning time and/or learning support. Typically, it does not lead to

certi�cation. Informal learning may be intentional but in most cases, it is non-intentional�

(Colardyn and Bjornavold, 2004, p. 71).

Interpretivism

Interpretivism is de�ned as , �there are no absolutes but all phenomenon can be studied

and interpreted in di�erent ways, mainly because people and situations di�er, and realities

are not abstract objects but dependent on inter-subjectivity between people� (Burgess

et al., 2006, p. 55). Interpretivism also accepts research which is not based on absolute

rules. It considers people and situations behind a phenomenon.

Mediation

Mediation refers to �hints, prompts, and leading questions that vary in their degree of

explicitness Poehner and Lantolf (2005, p. 15). Mediation is one of the important factors.

The fundamental concept of sociocultural theory is that �human mind is mediated through

interaction with other social beings.� (Lantolf, 2000, p. 1).

Multilingualism

At the individual level multilingualism refers to the speaker's competence to use two or

more languages. At the societal level the terms multilingualism refers to the use of two

or more languages in a speech community and it does not necessary imply that all the

speakers in that community are competent in more than one language (Gorter et al.,

2004, p. 6).
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Ontology

Ontology is based on philosophy of the study of existence. �Ontology is the study of

being. It is concerned with `what is' with the nature of existence, with the structure of

reality�(Crotty, 2003, p. 10).

Positivism

Positivism is an approach to science based on a belief on universal laws and insistence

of objectivity and neutrality. � One of the traits of this type of research is the quest for

objectivity and distance between the researcher and those studied, so that biases can be

avoided� (Zoghbor, 2011, p. 70).

Regulation

Regulation is one the factors related to sociocultural theory of learning. It deals with

two kinds of regulations: self-regulation and other-regulation. According to Zheng (2005),

�Self-regulation indicates the capacity for independent problem solving and other-regulation

refers to problem solving with the help of others� (Zheng, 2005, p. 124).

Social Cognitive Theory

Social cognitive theory is based on self and signi�cant others. The self refers the subject

and signi�cant self refers to other individuals. It is de�ned as �The self is relational or

even entangled with signi�cant others and that this has implications for self-de�nition,

self-evaluation, self-regulation, and, most broadly, for personality functioning, expressed

in relation to others� (Andersen and Chen, 2002, p. 619).
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Sociocultural Theory of Learning

Sociocultural theory of learning relates to language learning through social interaction.

According to Lantolf and Thorne (2007), �Developmental process takes place through

participation in cultural, linguistic, and historically formed settings such as family life

and peer group interaction, and in institutional contexts like schooling, organized sport

activities, and work places� (Lantolf and Thorne, 2007, p. 197).

Teachers' Cognitions

Teachers' cognitions refer to the teachers' beliefs, knowledge and attitudes (Borg, 2003).

Teachers' cognitions are part of teachers' experiences. According to Borg (2003, p. 99),

�Teachers' cognitions emerge constantly as a powerful in�uence on their language prac-

tices�.

Zone of Proximal Development

Zone of proximal develop is �the distance between the actual developmental level as

determined by independent problem solving and the level of potential development as

determined through problem solving under adult guidance or in collaboration with more

capable peers. (Vygotsky, 1978, p. 86).





Bibliography

Ahmed, F. and M. Narcy-Combes (2011). An analysis of textbooks from a cultural point

of view. TESOL Journal 5, 21�37. 224, 274

Al-Zaidiyeen, N., L. Mei, and F. Fook (2010). Teachers' attitudes and levels of technology

use in classrooms: The case of jordan schools. International Education Studies 3 (2),

211�225. 105, 146, 287

Aljaafreh, A. and J. Lantolf (1994). Negative feedback as regulation and second language

learning in the zone of proximal development. The Modern Language Journal 78 (4),

465�483. 89

Allan, M. (2011). Thought, word and deed: The roles of cognition, language and culture

in teaching and learning in ib world schools. International Baccalaureate Organization,

1�11. 26, 27

Allison, P. (2002). Missing data: Quantitative applications in the social sciences. British

Journal of Mathematical and Statistical Psychology 55, 193�196. 190

Alptekin, C. (1993). Target-language culture in e� materials. ELT Journal 47 (2), 136�

143. 43, 63, 147, 240

Alptekin, C. (2002). Towards intercultural communicative competence in elt. ELT journal

Oxford Univ Press 56, 57�64. 45, 46, 63, 146, 273

Alred, G., M. Byram, and M. Fleming (2003). Intercultural Experience and Education.

Multilingual Matters Ltd. 146, 273

Altay, I. F. (2005). Developing cultural awareness. Journal of Language and Linguistic

Studies Volume 1 (2), 170�182. 26, 57, 82, 102, 144, 147



294 Bibliography

Alvesson, M. and J. Sandberg (2011). Generating research questions through problema-

tization. Academy of Management Review 36 (2), 247�271. 138

Andersen, S. and S. Chen (2002). The relational self: an interpersonal social-cognitive

theory. Psychological review 109 (4), 619. xii, 107, 108, 109, 290

Andrews, S. (2003). Teacher language awareness and the professional knowledge base of

the l2 teacher. Language Awareness Taylor and Francis 12 (2), 81�95. 273

Andridge, R. and R. Little (2010). A review of hot deck imputation for survey non-

response. International Statistical Review 78 (1), 40�64. 191

Appleby, R., K. Copley, S. Sithirajvongsa, and A. Pennycook (2002). Language in devel-

opment constrained: Three contexts. Tesol Quarterly 36 (3), 323�346. 122, 123

Arnett, J. (2002). The psychology of globalization. American Psychologist: American

Psychological Association 57 (10), 774�783. 51, 53

Arva, V. and P. Medgyes (2000). Native and non-native teachers in the classroom. System;

Elsevier 28 (3), 355�372. 93, 94

Ashraf, H. (2006). A Study of English Language Learning as an Element A�ecting the

Social Capital of the People of Pakistan. Ph. D. thesis, Faculty of Advanced Integrated

Research and Research National University of Modern Languages Isamabad, Pakistan.

121, 144

Atay, D. (2009). Re�ections on the cultural dimension of language teaching. 5 (3-4),

222�236�. 147

Babbie, E. (2008). The Basics of Social Research. Wadsworth Pub Co. 8, 169, 260



Bibliography 295

Baker, W. (2003). Should culture be an overt component of e� instruction outside of

english speaking countries? the thai context. Asian EFL Journal 5 (4), 1�25. 102, 104,

254, 273

Baker, W. (2009). Intercultural awareness and intercultural communication through En-

glish: an investigation of Thai English language users in higher education. Ph. D.

thesis, University of Southampton. xi, 50, 51, 54, 55, 56, 58, 287

Bandilla, W. (2002). Web surveys: An appropriate mode of data collection for the social

sciences. Online social sciences , 1�6. 181

Batstone, R. (2002). Contexts of engagement: a discourse perspective on intake and

pushed output. System; Elsevier 30 (1), 1�14. 69, 144

Beamer, L. (1995). A schemata model for intercultural encounters and case study: The

emperor and the envoy. 32 (2), 141�. xi, 43, 44

Beaud, S. and F. Weber (2003). Guide de l'Enquete de Terrain: produire et analyser des

donnees ethnographiques. La decouverte. 7, 8

Beckner, C., R. Blythe, J. Bybee, M. Christiansen, W. Croft, N. Ellis, J. Holland, J. Ke,

D. Larsen Freeman, and T. Schoenemann (2009). Language is a complex adaptive

system: Position paper. 59, 1�26�. 75, 76, 144

Benoit, R. and B. Haugh (2001). Team teaching tips for foreign language teachers. The

Internet TESL Journal 7 (10). 104

Berk, M. and S. Andersen (2000). The impact of past relationships on interpersonal be-

havior: Behavioral con�rmation in the social�cognitive process of transference. Journal

of Personality and Social Psychology 79 (4), 546. 107, 108

Berry, J. and R. Kalin (1997). Diversity and equity in the canadian forces. DTIC

Document . 54, 254



296 Bibliography

Beycioglu, K., N. Ozer, and C. T. Ugurlu (2010). Teachers' views on educational research.

Teaching and Teacher Education 26 (4), 1088�1093. 147, 177

Bolitho, R. (2012). Projects and programmes: Contemporary experience in elt change

engagement. British Council London UK , 32�47. xii, 64, 132, 133, 274

Borg, S. (2003). Teacher cognition in language teaching: A review of research on what

language teachers think, know, believe, and do. Language Teaching 36 (02), 81�109.

xii, 95, 96, 97, 234, 291

Borg, S. (2006). The distinctive characteristics of foreign language teachers. Language

Teaching Research 10 (1), 3�31. 94, 95

Borg, S. (2009a). English language teachers' conceptions of research. Applied Linguis-

tics 30 (3), 358�388. 92

Borg, S. (2009b). Introducing language teacher cognition. Retrieved on September 12,

2011. 96

Botvinick, M. and D. Plaut (2006). Short-term memory for serial order: A recurrent

neural network model. Psychological review 113 (2), 201�216. 48

Bourdieu, P. and J. Thompson (1991). Language and symbolic power. Harvard Univ Pr.

131

Bredella, L. (2003). What does it mean to be intercultural. Intercultural experience and

education, 225�239. 58

Brown, J. (2001). Using surveys in language programs. Cambridge Univ Pr. 162, 163

Burgess, H., S. Sieminski, and L. Arthur (2006). Achieving your doctorate in education.

Sage Publications Ltd. 8, 10, 11, 289



Bibliography 297

Byram, M. (1997). Teaching and assessing intercultural communicative competence. Mul-

tilingual Matters Ltd. 55, 63

Byram, M. and A. Feng (2004). Culture and language learning: teaching, research and

scholarship. 37 (03), 149�168�. 26

Byram, M. and C. Morgan (1994). Teaching-and-learning language-and-culture, Volume

100. Multilingual matters. 63

Canagarajah, A. (1999). Interrogating the �native speaker fallacy�: Non-linguistic roots,

non-pedagogical results. Non-native educators in English language teaching , 77�92. 63

Chaiklin, S. (2003). The zone of proximal development in vygotsky's analysis of learning

and instruction. Vygotsky's educational theory in cultural context , 39�64. 85, 86

Chang, H. (2002). School education and cultural transmission: a case study of one

elementary school's indigenous education in taiwan. pp. �. 26, 27, 70, 144

Chang, W.-W. (2009). Schema adjustment in cross-cultural encounters: A study of

expatriate international aid service workers. 33 (1), 57�68�. 43, 44

Chiba, R. and H. Matsuura (2004). Diverse attitudes toward teaching communicative

english in japan: Native vs nonnative beliefs. pp. 97�118. 60

Clouet, R. (2005). Between one's own culture and the target language culture: the

language teacher as an intercultural mediator. Porta Linguarium 5, 53�62. 62, 65

Cobussen, T. (2009). English education in pakistan. Intercultural Communication, 1�71.

282

Cohen, L., L. Manion, K. Morrison, and K. Morrison (2007). Research Methods in Edu-

cation. Psychology Press. 167, 184, 185, 196



298 Bibliography

Colardyn, D. and J. Bjornavold (2004). Validation of formal, non-formal and infor-

mal learning: policy and practices in eu member states1. European journal of educa-

tion 39 (1), 69�89. 68, 288, 289

Coleman, H. (2010). Teaching and learning in pakistan: The role of language in education.

British Council . xvii, 121, 124, 125, 126, 273

Coleman, H. and T. Capstick (2012). Language in education in pakistan: Recommenda-

tions for policy and practice. British Council , 1�190. 117, 127

Collentine, J. and B. F. Freed (2004). Leaning context and its e�ects on seocnd langauge

acquisition. Cambridge University Press , 153�171. 69, 144

Collins, D. (2003). Pretesting survey instruments: an overview of cognitive methods.

Quality of Life Research 12 (3), 229�238. 170

Collins, T. (2005). English class on the air: mobile language learning with cell phones. In

Advanced Learning Technologies, 2005. ICALT 2005. Fifth IEEE International Con-

ference on, pp. 402�403. 81, 82, 144

Cook, H. (2001). Why can't learners of japenese as a foreign language distinguish polite

from impolite speech styles? Pragmatics in language teaching , 80�102. 72, 144

Cook, V. (1999). Going beyond the native speaker in language teaching. TESOL quar-

terly 33 (2), 185�209. 59, 60

Cortazzi, M. and L. Jin (1999). Cultural mirrors: Materials and methods in the e�

classroom. Culture in second language teaching and learning , 196�219. xi, xii, 62, 63,

64, 73, 74, 144

Cowan, N. (2001). The magical number 4 in short-term memory: A reconsideration of

mental storage capacity. Behavioral and brain sciences 24 (01), 87�114. 48



Bibliography 299

Cowan, N. (2008). What are the di�erences between long-term, short-term, and working

memory? Progress in brain research 169, 323�338. 48

Crotty, M. (2003). The foundations of social research: Meaning and perspective in the

research process. Sage Publications Limited. xi, 5, 6, 10, 290

Crystal, D. (2003). English as a global language. Cambridge Univ Pr. xii, 80, 111, 119

Czaja, R. (1998). Questionnaire pretesting comes of age. Marketing Bulletin-Department

of Marketing Massey University 9, 52�66. 169, 170

De Singly, F. (2009). L'enquete et ses methodes: le questionnaire, Volume 128. Nathan.

170, 171

De Vaus, D. (2002). Surveys in Social Research, Volume Fifth Edition. Routledge London.

181

Demaiziere, F. and J. Narcy-Combes (2007). Du positionnement epistemologique aux

donnees de terrain. Les Cahiers de l'Acedle (4), 1�20. 6, 288

Derin, A., C. Zeynep, E. Pinar, G. Ozlem, and K. G. Gokce (2009). Turkish e� teachers'

opinions on intercultural approach in foreign language education. Procedia - Social and

Behavioral Sciences 1 (1), 1611�1616. 102, 106, 146

Dey, I. (2005). Qualitative data analysis: A user-friendly guide. Routledge. 13

Donato, R. and D. McCormick (1994). A sociocultural perspective on language learning

strategies: The role of mediation. The Modern Language Journal 78 (4), 453�464. 88

Dornyei, Z. (2007). Research Methods in Applied Linguistics. Oxford University Press.

13, 19, 20, 163, 167, 180, 192, 193, 194



300 Bibliography

Dornyei, Z. and T. Taguchi (2003). Questionnaires in Second Language Research: Con-

struction, administration, and processing, Volume 6. Taylor & Francis. 148, 150, 181,

183, 194, 195, 196

Eaton, S. and H. Ainsworth (2010). Formal, non-formal and informal learning: The

case of literacy, essential skills and language learning in Canada. Eaton International

Consulting Inc. 68, 69

Ebrahim, G. and K. Sullivan (1995). Qualitative Research Field in Social Science: Mother

and child health research methods. Book-Aid. 19, 259

Ellis, E. (2006). Language learning experience as a contributor to esol teacher cognition.

Language learning 10 (1), 1�25. 96, 98

Ellis, R. (1990). Instructed second language acquisition: Learning in the classroom. Wiley-

Blackwell. 67, 68, 69, 144, 162, 227, 288

Ellis, R. (2005). Principles of instructed language learning. System; Elsevier 33 (2),

209�224. 71, 72, 144

Fishman, J. (1972). The sociology of language: An interdisciplinary social science ap-

proach to language in society. pp. �. 114

Foundation, W. (2012, 7, April). Wikipedia free encyclopedia. 114

Fowler, F. (1995). Improving Survey Questions: Design and Evaluation, Volume 38. Sage

Publications, Inc. 184

Fraenkel, J., N. Wallen, and H. Hyun (2008). How to Design and Evaluate Research in

Education. McGraw-Hill New York. 179, 196



Bibliography 301

Freeman, D. (2002). The hidden side of the work: Teacher knowledge and learning to

teach. a perspective from north american educational research on teacher education in

english language teaching. Language Teaching 35 (01), 1�13. 92, 93

Freeman, D. and K. Graves (2004). Examining language teachers' teaching knowledge.

Collaborative conversations among language teacher educators 13, 87�104. 92

Fuhong, T. (2004). Cultural schema and reading comprehension. Nankai Univer-

sity 5 (10), 1�9. 46, 176

Gao, Y., Y. Li, and W. Li (2002). E� learning and self-identity construction: Three cases

of chinese college english majors. Asian Journal of English Language Teaching 12 (0).

51

Ghazi, S. R., S. Shahzad, and R. Ali (2009). Family social norms leading to gender

disparity. Abasyn Journal of Social Sciences 3, 87�100. 135, 136

Gonen, S. and S. Saglam (2012). Teaching culture in the � classroom: Teachers' per-

spectives. International Journal of Global Education 1 (3), 26�46. 1, 2, 23, 27, 106,

146

Gorter, D., J. Cenoz, and P. Nunes (2004). Bene�ts of linguistic diversity and multilin-

gualism. sustainability, Diversity Eurodiv , 1�45. 112, 289

Gri�ee, D. T. (2012). An Introduction to Second Language Research Methods: Design

and Data. Library of Congress Cataloging-in-Publication Data. 163, 181

Griva, E. and D. Chostelidou (2011). English language teachers' conceptions and at-

titudes to multilingual development in education. Procedia -Social and Behavioral

Sciences 15 (0), 1780�1785. 106, 146, 253

Gu, M. (2010). Identities constructed in di�erence: English language learners in china.

Journal of Pragmatics 42 (1), 139�152. 51, 52



302 Bibliography

Guilherme, M. (2002). Critical citizens for an intercultural world: Foreign language

education as cultural politics, Volume 3. Multilingual Matters Limited. 55

Guk, I. and D. Kellogg (2007). The zpd and whole class teaching: Teacher-led and

student-led interactional mediation of tasks. Language Teaching Research 11 (3), 281�

299. 225

Harmer, J. (2003). Popular culture, methods, and context. ELT Journal 57 (3), 288�294.

92

Hayes, D. (2009). Non-native english-speaking teachers, context and english language

teaching. System; Elsevier 37 (1), 1�11. 91

Hayes, D. (2012). Planning for success: Culture, engagement and power in english lan-

gauge education innovation. British Council 2012 , 47�61. 132, 133, 134

Hismanoglu, S. (2010). Attitudes of l2 teachers towards internet-based foreign language

teaching. Procedia-Social and Behavioral Sciences 3, 106�111. 102

Hofstede, G. and G. Hofstede (2005). Cultures in organizations: software of the mind.

Cultures Consequences , 373�421. xi, 39, 40, 287

Hughes, J. and W. Sharrock (1997). The philosophy of social research. pp. 1�8. 4, 6, 9,

288

Ilieva, R. (2001). Living with ambiguity: Toward culture exploration in adult second-

language classrooms. TESL Canada Journal 19 (1), 01�16. 47

Intermedia (2010). Newsprint in pakistan: Independent but underutilized. The Interme-

dia Knowldedge Center. 128, 136, 137, 226

Jan, F. (2010). Language policy in pakistan. Culture and Communication Consulting ,

1�9. 130, 131



Bibliography 303

Jenkins, J. (2007). English as a lingua franca. on-demand course, World Englished and

Miscommunication. 52, 53

Johnson, K. (2006). The sociocultural turn and its challenges for second language teacher

education. Tesol Quarterly , 235�257. 233

Judd, E. L., L. Tan, and H. J. Walberg (2003). Teaching additional languages. Successful

Schooling , 85. 128

Kachru, B. (1998). English as an asian language. Links and Letters 5, 89�108. 28, 63

Kachru, B. (2005). Asian Englishes: beyond the canon. Hong Kong Univ Pr. 28

Kachru, B. (2006). World englishes and culture wars. The handbook of world Englishes ,

1�30. 28, 62, 63

Kachru, Y. and L. Smith (2008). Cultures, contexts and world Englishes, Volume 10.

Lawrence Erlbaum. 28, 63

Kanno, Y. and B. Norton (2003). Imagined communities and educational possibilities:

Introduction. 2 (4), 241�249�. 52

Kanu, Y. (2005). Tensions and dilemmas of cross-cultural transfer of knowledge: post-

structural/postcolonial re�ections on an innovative teacher education in pakistan.

25 (5), 493�513�. 135, 277

Kao, P. (2010). Examining second language learning: Taking a sociocultural stance.

Annual Review of Education, Communication and Language Sciences 7 (1), 113�131.

83, 86, 88, 89, 144

Karabinar, S. and C. Guler (2012). The attitudes of e� teachers towards teaching culture

and their classroom practices. Journal of Educational andÂ Â Social Research 2, 113�

126. 105, 106, 146



304 Bibliography

Kemp, C. (2009). De�ning multilingualism. The Exploration of Multilingualism. Ams-

terdam: John Benjamins , 11�26. 112, 114

Khan, B. (2012a). Statistical information unit. Technical report, Higher Education

Comission Pakistan. xii, 120

Khan, G. (2012b). Population Statabilization: The Case for Pakistan. Ministery of

Population Welfare Islamabad. 163

Kozulin, A. (2003). Psychological tools and mediated learning. Vygotsky's Educational

Theory in Cultural Context , 15�38. xii, 84, 144

Kramsch, C. (2000). Context and culture in language teaching. Oxford University Press.

63, 65, 77

Kramsch, C. (2004). Social discursive constructions of self in l2 learning. Sociocultural

theory and second language learning . 70

Kramsch, C. and R. Andersen (1999). Teaching text and context through multimedia.

Language Learning and Technology 2 (2), 31�42. 51, 53, 81, 275

Kramsch, C. and S. Thorne (2002). Foreign language learning as global communicative

practice. Globalization and language teaching , 83�100. 81

Kramsch, C. and H. Widdowson (1998). Language and culture. Oxford University Press,

USA. 26, 39, 41, 43, 53, 63

Lantolf, J. (2000). Introducing sociocultural theory. Sociocultural theory and second

language learning , 1�26. 87, 88, 289

Lantolf, J. and K. Johnson (2007). Extending �rth and wagner's (1997) ontological

perspective to l2 classroom praxis and teacher education. The Modern Language Jour-

nal 91 (5), 877�892. 91, 144



Bibliography 305

Lantolf, J. and S. Thorne (2007). Sociocultural theory and second language learning.

Theories in second language acquisition: An introduction, 201�224. 81, 82, 83, 85, 88,

291

Larson-Hall, J. (2009). A Guide to Doing Statistics in Second Language Research Using

SPSS. Taylor & Francis. 194, 195

Lazaraton, A. (2003). Incidental displays of cultural knowledge in the nonnative-english-

speaking teachers classroom. Tesol Quarterly 37 (2), 213�245. 102

Lee, C. (2009). A case study of using synchronous computer-mediated communication

system for spoken English teaching and learning based on sociocultural theory and com-

municative language teaching approach curriculum. Ph. D. thesis, Ohio University.

89

Leung, W. (2001). How to design a questionnaire. 9, 187�9�. 181

Liddicoat, A. and C. Crozet (1997). Teaching language, teaching culture. Australian

Review of Applied Linguistics , 1�23. 24, 245

Liu, M., Z. Moore, L. Graham, and S. Lee (2002). A look at the research on computer-

based technology use in second language learning: A review of the literature from

1990-2000. 34 (3), 250�273�. 81, 144

Locke, K. and K. Golden-Biddle (1997). Constructing opportunities for contribu-

tion: Structuring intertextual coherence and problematizing in organizational studies.

Academy of Management Journal , 1023�1062. xii, 138, 139, 140

Luk, J. and A. Lin (2006). Classroom Interactions as Cross-Cultural Encounters: Native

Speakers in EFL Lessons. Lawrence Erlbaum Associates. 10 Industrial Avenue, Mah-

wah, NJ, 07430. Tel: 800-926-6579; Fax: 201-760-3735; e-mail: orders@ erlbaum. com;

Web site: http://www. erlbaum. com. 50



306 Bibliography

Mackey, A. and S. Gass (2005). Second language research: Methodology and design.

Lawrence Erlbaum. 194

Malhotra, N. (2006). Questionnaire design and scale development. The Handbook of

Marketing Research Uses Misuses and Future Advances , 83�94. 162

Malik, Z. (2009). Pakistan education statistics 2008-2009. Technical report, Islamabad.

232

Mann, S. (2005). The language teacher's development. Language Teaching 38 (03), 103�

118. 102, 103, 104

Mansoor, S. (2008). Culture and teaching of english as a second language for pakistani

students. Agha Khan University Karachi, Pakistan, 1�12. 23, 28, 102, 274, 282

Martin, O. (2009). L'Enquete et ses Methodes; L'Analyse de Donnees Quantitatives.

Collin, Armand. 260

Mckay, S. (2005). 'Sociolinguistics and second language learning' Handbook of research

in second language teaching and learning. Lawrence Erlbaum. 112, 115, 116, 119

McKay, S. (2006). Researching Second Language Classrooms. Routledge. 184, 185, 231

Medgyes, P. (1999). The Non-Native Teacher. Macmillan London 2nd Edition. 65

Medgyes, P. (2001). When the teacher is a non-native speaker. pp. 429�442�. 59, 60, 61

Merriam-Webster (2012). Merriam-webster: An encyclopaedia britannica company. 174

M.H., K., M. Atai, and H. Ahmadi (2007). Content schemata, linguistic simpli�cation,

and e� readers' comprehension and recall. Reading in a Foreign Language 19 (1), 1�15.

176



Bibliography 307

Miller, M., R. Linn, and N. Gronlund (2008). Measurement and Assessment in Teaching,

Volume 67. Merrill/Pearson Upper Saddle River, NJ. 196

Mitchell, R. and F. Myles (2004). Second language learning theories. Arnold Publishers:

Oxford University Press. 86, 144

Munn, P. and E. Drever (1999). Using Questionnaires in Small-Scale Research. A Teach-

ers' Guide. ERIC. 148

Murray, D. E. and M. A. Christison (2012). Understanding innovation in english language

education: Contexts and issues. British Council London UK , 61�75. 134

Naresh, M. and B. David (2007). Marketing Research: An Applied Orientation, Volume

Volume|. Pearson Education Limited. 169, 179, 182, 184

Ndura, E. (2004). Esl and cultural bias: An analysis of elementary through high school

textbooks in the western united states of america. Language, Culture and Curricu-

lum 17 (2), 143�153. 48

Nisbett, R., K. Peng, I. Choi, and A. Norenzayan (2001). Culture and systems of thought:

Holistic versus analytic cognition. 108 (2), 291�. 43, 44

Nishida, H. (1999). A cognitive approach to intercultural communication based on schema

theory. 23 (5), 753�777�. 42, 49, 287

Northernlowa, U. o. (2012). Information technology services. 214

Norton, B. (2006). Identity as a sociocultural construct in second language research. pp.

22�33�. 53

Norton, B. and F. Kamal (2003). The imagined communities of english language learners

in a pakistani school. 2 (4), 301�317�. 51, 53



308 Bibliography

Oppenheim, A. (2000). Questionnaire design, interviewing and attitude measurement.

Pinter Pub Ltd. 190

Pages, V. (2012). Vs pages comparing the di�erence between things. 174, 287

Paige, R., H. Jorstad, L. Siaya, F. Klein, and J. Colby (2003). Culture learning in

language education. pp. 173�. 41

Palfreyman, D. (2006). Social context and resources for language learning. 34 (3), 352�

370�. 80, 81, 144, 225

Pallant, J. (2007). SPSS Survival Manual, Volume 4th edition. McGraw-Hill, Allen &

Unwin. 189, 192, 193, 218

Panzarasa, P. and N. Jennings (2006). Collective cognition and emergence in multi-agent

systems. pp. 401�408�. 78, 79, 144

Parasuraman, A., V. Zeithaml, and L. Berry (1988). Servqual. Journal of retailing 64 (1),

12�37. 181

Pedro, R, P. and V. Jennifer, A (2003). Mediation in cognitive socialization. Vygotsky's

Educational Theory in Cultural Context , 371�393. xii, 86, 87

Pinnock, H. (2009). Language and education: The missing link. Reading: CfBT Education

Trust and Save the Children. 127

Pinon, R. and J. Haydon (2010). The bene�ts of the english language for individuals and

societies: Quantitative indicators from cameroon, nigeria, rwanda, bangladesh and

pakistan. Technical report, Euromonitor International: Making the Global Market.

xii, 118, 121, 122, 124, 125

Poehner, M. and J. Lantolf (2005). Dynamic assessment in the language classroom.

Language Teaching Research 9 (3), 233�265. 87, 289



Bibliography 309

Policy, N. E. (2009). Ministry of education, government of pakistan. Technical report.

131, 132

Power, T. and P. Shrestha (2009). Is there a role for mobile technologies in open and

distance language learning? an exploration in the context of bangladesh. pp. �. 82,

144

PsychWiki (2012). Psychwiki knowledge base professional development. 189

Qu, Y. (2010). Culture understanding in foreign language teaching. English Language

Teaching 3 (4), 58�61. 100, 102

Rahman, T. (2003). Language-teaching and power in pakistan. Pakistani languages and

society: problems and prospects , 1�18. 26, 117, 208

Rahman, T. (2005). Passports to privilege: The english-medium schools in pakistan.

Peace and Democracy in South Asia, 24�44. 26, 124

Rahman, T. (2006). Language policy, multilingualism and language vitality in pakistan.

175, 73�. 124, 130, 131

Reeves, J. (2009). A sociocultural perspective on esol teachers' linguistic knowledge for

teaching. Linguistics and Education 20 (2), 109�125. 91

Richards, J. (1996). Teachers' maxims in language teaching. Tesol Quarterly 30 (2),

281�296. 178

Richards, L. (2009). Handling qualitative data: A practical guide. Sage Publications

Limited. 19

Ross, K. (2005). Sample design for educational survey research. Pergamon Press Oxford.

205



310 Bibliography

Ryan, S. (2009). Language learning motivation within the context of globalisation: An

l2 self within an imagined global community. Critical Inquiry in Language Studies: An

International Journal 3 (1), 23�45. 51, 52, 53

Sandberg, J. and M. Alvesson (2011). Ways of constructing research questions: gap-

spotting or problematization? Organization 18 (1), 23�44. xii, 139, 140, 141, 142

Saniei, A. (2012). Developing cultural awareness in language instructional materials.

International Proceeding of Economic Development and Research 33, 10�15. 91

Sarwar, M., A. Shah, H. Alam, and S. Hussian (2012). Usefulness and liking of english

language as perceived by university students in pakistan. Archives Des Sciences 65 (3).

114

Schi�man, H. (2003). Bilingualism in south asia: Friend or foe? In Proceedings of the

4th International Symposium on Bilingualism, Temple: Arisona State University, pp.

�. xii, 115

Schoier, G. (2008). On partial nonresponse situations: the hot deck imputation method.

Bulletin of the International Statistical Institute 59. 191

Schutt, R. (2011). Investigating the social world: The process and practice of research.

Sage Publications, Incorporated. 20, 21

Schweisfurth, M. (2011). Learner-centred education in developing country contexts: From

solution to problem? International Journal of Educational Development 31 (5), 425 �

432. 96

Scott, J. and M. Schoenberg (2010). Memory and learning: The forgetful patient. The

Little Black Book of Neuropsychology: A Syndrome-Based Approach. xi, 48, 49



Bibliography 311

Shah, J. (2003). Automatic for the people: how representations of signi�cant others

implicitly a�ect goal pursuit. Journal of Personality and Social Psychology; Journal of

Personality and Social Psychology 84 (4), 661. 108

Shamim, F. (2007). English as the language for development in pakistan: Issues, chal-

lenges and possible solutions. pp. 97�118�. 26, 114, 119, 123, 124, 128

Shamim, F. (2008). Trends, issues and challenges in english language education in pak-

istan. 28 (3), 235�249�. 282

Shari�an, F. (2008). Distributed, emergent cultural cognition, conceptualisation, and

language. 2, 109�136�. 11, 39, 77, 78, 79, 144, 275, 287

Shari�an, F. (2009). On collective cognition and language. pp. 163�. 75, 78, 144

Shen, Y. (2009). An exploration of schema theory in intensive reading. 1 (2), P104�. 42,

100, 287

Smith, A. F. and G. Strong (2009). Adult Language Learners: Context and Innovation.

ERIC. 165

Sowden, C. (2007). Culture and the good teacher in the english language classroom. ELT

journal 61 (4), 304�310. 93

Symeonidou, S. and H. Phtiaka (2009). Using teachers' prior knowledge, attitudes and

beliefs to develop in-service teacher education courses for inclusion. 25 (4), 543�550�.

102, 104

Tapanes, M. A., G. G. Smith, and J. A. White (2009). Cultural diversity in online learn-

ing: A study of the perceived e�ects of dissonance in levels of individualism/collectivism

and tolerance of ambiguity. 12 (1), 26�34�. 40



312 Bibliography

Timmis, I. (2002). Native speaker norms and international english: a classroom view.

ELT journal 56 (3), 240�249. 60

Tissot, P. (2004). Terminology of vocational training policy. O�ce for O�cial Publ. of

the European Communities. 80, 144

Tomlinson, B. (2001). Seeing more between the lines. The Guardian Weekly, Learning

English June 13, 21�35. 54

Tomlinson, B. and H. Masuhara (2004). Developing cultural awareness integrating culture

into a language course. Modern English Teacher 13 (1), 5�12�. 54, 55, 102, 103, 287

Tomlinson, B. and Stempleski (1993). Cultural awareness. Oxford University Press . 55

Tsay, R., D. Pena, and A. Pankratz (2000). Outliers in multivariate time series. 87 (4),

789�804�. 193

Tsui, A. (2003). Understanding Expertise in Teaching. Cambridge University Press. 93

Tudor, I. (2003). Learning to live with complexity: towards an ecological perspective on

language teaching. 31 (1), 1�12�. 91

Vygotsky, L. (1978). Mind in society. Harvard University Press . 85, 291

Wang, J. (2011). Culture di�erences and english teaching. 4 (2), p223�. 99, 100

Weedon, C. (1997). Feminist practice and poststructuralist theory. Wiley-Blackwell. 50,

51

Williams, A. (2003). How to write and analyse a questionnaire. Journal of Orthodon-

tics 30 (3), 245�252�. 185

Williams, M. and R. Burden (2009). Psychology for Language Teachers: A Social Con-

structivist Approach. Cambridge Univ Press. 88



Bibliography 313

Yang, S. (2010). The in�uence of schema and cultural di�erence on l1 and l2 reading.

3 (4), p175�. 49

Yeh, H.-c. (2011). E� teachers' challenges and dilemmas in transferring theories and

practices cross-culturally. Asia Paci�c Education Review 12 (1), 97�104. 273

Yule, G. (2010). The study of language. Cambridge Univ Pr. 43

Zarate, G. (2004). Cultural mediation in language learning and teaching. Council of

Europe. 14, 27, 46, 227

Zheng, X. (2005). Learning theories and second language learning. CELEA 28, 120�127.

83, 86, 89, 144, 290

Zikri, M. (2010). Redirecting a curriculum development project in egypt. British Council

London, UK , 201�209. 64

Zoghbor, W. (2011). The E�ectiveness of the Lingua Franca Core (LFC) in Improving

the Perceived Intelligibility and Perceived Comprehensibility of Arab Learners at Post-

Secondary Level. Ph. D. thesis, University of Leicester. 9, 290





Appendix A

Appendix-A

A.1 Questionnaire A

Thank you very much for taking interest in this questionnaire. Before you start, here is
some information you should know.
The questionnaire is intended to know how formal and informal contexts help learners
to learn a second language. Formal contexts refer to the instructed language learning or
classroom learning, whereas informal contexts refer to the learning outside the language
classroom. It is assured that the information you provide will be kept con�dential. It
is also anticipated that the information collected through questionnaire will improve our
understanding of language learning in regard of formal contexts and informal contexts.

If you have any question regarding the questionnaire, you may contact me at ahmad-
fasih33@gmail.com. You can also ask for key research �ndings through the same email
address.
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No Formal Language Learning A
lw
ay
s

O
ft
en

S
om

et
im

es

R
ar
el
y

N
ev
er

Q1 How often do you participate in the classroom?
Q2 How often do you come across in spoken English in the

classroom?
Q3 How often you come across written English in the class-

room?
Q4 How often do you come across listening materials in the

classroom?
Q5 How often do you practice language learning activities

on computer in the classroom?
Q6 How often do you work in group or pairs to complete

the activities in the classroom?
Q7 How often do you are able to complete activity or task

on your own?

No Informal Language Learning A
lw
ay
s

O
ft
en

S
om

et
im

es

R
ar
el
y

N
ev
er

Q8 How often do you read English newspaper?
Q9 How often do you watch English programs on TV?
Q10 How often you try to remember the English words, which

you �nd through advertisement?
Q11 How often do you watch English �lms?
Q12 How often do you consult English websites?
Q13 How often do you send e-mails in English to other people

(friends & family)
Q14 How often do you send SMS in English to other people

(i.e friends & family)?
Q15 How often do you communicate with the native speakers

of English?
Q16 How often do you communicate in English with your

family members?
Q17 How often do you communicate in English with your

friends?
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A.2 The Cultural Factor in Second Language Learning

and Teaching

Your opinion counts!

I am a PhD scholar at the University of Nantes, France. For my doctoral thesis, I
am conducting a study on 'The Role of Cultural Factor in Second Language Teaching'.
Your participation will be appreciated in this study. Your precious opinions and precise
answers will have positive impacts on my study.

The purpose of this study is to explore the role of culture in English language learning
in Pakistan. The term culture is used to represent the shared practices of people in a
society. In this sense, culture encompasses traditions, festivals, rituals, behaviors, and
attitudes as well. It is also termed as collective cognition.

English language learners in Pakistan interact with two types of cultures, especially
through the language textbook; the learners' native culture and the target language cul-
ture (i.e. the culture where English is spoken as the �rst language). The aforementioned
aspect of culture leads learners to express themselves easily as they already have famil-
iarity with their native culture. On the other hand, they are not familiar with the target
language culture. Therefore, awareness about the target language culture exposes them
to understand the life, thought and literature of people who belong to it. The present
questionnaire is intended to investigate the role of both these cultural aspects.

The survey consists of two parts. The �rst part is about the teachers' teaching ex-
periences, whereas the second part is about culture and language teaching, which rates
your responses on a 1-5 scale. Please read each statement carefully and choose the best
option. It will not take more than 15 minutes to complete.
It is assured that the information you provide will be kept con�dential and will be used
only for research. If you have any queries related to the questionnaire you may contact
me on the address provided at the end.

Thank you in advance for your cooperation.
Fasih Ahmed
PhD Scholar, University of Nantes.
University of Nantes, France.
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A.3 Questionnaire B

Thank you very much for taking time to consider completing the questionnaire. It is
anticipated that the questionnaire will not take more than 10 minutes to complete. The
questionnaire concerns the cultural factor in second language teaching. The �rst part is
about teachers' language teaching experiences, whereas the second part is about teachers'
beliefs concerning culture and language teaching. You are requested to respond to the
questions. It is assured that the information you provide will be kept con�dential.

Demographic Information

How old are you?

20-25
26-35
36-45
More than 45

What is your gender?
Male
Female

What is your teaching experience?
1-5 years
6-10 years
More than 10
years

Where were you educated for the �rst 16 years?
In Pakistan
In a country
where English
is the �rst
language.
Others

You are presently teaching language in a

University
College
School
Other

Have you been working with a native English speaking teacher as
a colleague?
Yes No
If yes, then how long have you been working with a native English speaking
teacher as a colleague?
Less than one year 1 year 1-3 years
Have you been teaching in a country other than Pakistan?
Yes No
If yes, then how long have you been teaching abroad?
Less than one year 1 year More than one

year
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How many languages can you speak? Please write the language names below.

Please indicate your opinion about each statement by choosing the options which in-
dicates your feelings best. You are requested to choose the options according to the scale
indicate in the box.

No S
tr
on
gl
y
D
is
ag
re
e

D
is
ag
re
e

N
eu
tr
al

A
gr
ee

S
tr
on
gl
y
A
gr
ee

Q1 The relevant cultural information helps learners to reach
at the deeper meanings of concepts.

Q2 Language learners modify the target language cultural
meaning on the basis of their prior knowledge.

Q3 Cultural knowledge is easier to remember.
Q4 Understanding a language involves certain features of

the culture associated with it.
Q5 Meaning attached to di�erent values may vary across

di�erent cultures.
Q6 If the learners lack cultural information, they may not

be able to understand a concept.
Q7 Cultural information strengthens learners' understand-

ing of the target language culture.
Q8 The learners can comprehend the text better, if it is

related to their own culture.
Q9 Cultural knowledge gives an insight into the life of peo-

ple, who belong to it.
Q10 Culture speci�c tasks and activities are easier to practice

because of shared knowledge among learners.
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No S
tr
on
gl
y
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is
ag
re
e

D
is
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re
e
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eu
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gl
y
A
gr
ee

Q11 Learners, being familiar of their cultural events, are self-
motivated to practice them.

Q12 Second language learners �nd it easier to write about
culturally relevant themes.

Q13 Learning about a culture is to develop tolerance among
learners.

Q14 Learning about a culture should inform learners to ex-
press things in di�erent ways.

Q15 Learning about a culture is possible, if the teachers are
conscious of cultural di�erences.

Q16 Language teachers should compare learners' own culture
and the target language culture.

Q17 Language teachers can develop learners' cultural views
by involving them in interaction with another culture.

Q18 The target language cultural knowledge helps learners
to identify with the target language community.

Q19 Learning a language makes use of the social contexts in
which it is learnt.

Q20 Language teaching may require di�erent strategies in
a classroom, where the learners are from multicultural
backgrounds.

What is your experience of language teaching? What are your suggestion
concerning culture and language teaching in Pakistan?
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B.1 Results Regarding the Questionnaire Based on For-

mal Contexts and Informal Contexts
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B.2 Results Concerning Teachers' Attitudes
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B.3 Missing Value Patterns Study 1
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B.4 Missing Value Patterns Study 2
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C.1 Reiability Scale Cocerning Learning contexts
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C.1.1 The Coe�cient of Cronbach's Alpha Concerning Formal

Contexts and Informal Contexts
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C.2 Reiability Scale Concering Teachers' Attitudes
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C.2.1 The Coe�cient of Cronbach's Alpha Concerning Teachers

Attitudes
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C.3 Classroom Observation Sheet
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C.4 Classroom Observation Sheet along with Results
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C.5 Names of the Universities O�ering Language Learn-

ing Courses in Pakistan

¶ National University of Modern Languages

· International Islamic University, Islamabad

¸ Punjab University Lahore, Pakistan

¹ BZH University, Multan

º University of Lahore

» Islamia University Bahawalpur

¼ Foundation University

½ Allama Iqbal Open University

¾ Air University Pakistan

C.5.1 Names of the Universities Selected on Random Basis for

Research Study

¶ National University of Modern Languages (Islamabad Campus, Lahore Campus,
Faisalabad Campus, Karachi Campus)

· International Islamic University, Islamabad

¸ Air University
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C.6 Pakistan Education Statistics
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C.7 Names of the Participants for Focused Group In-

terviews Based on Teachers' Attitudes



358 Appendix C. Appendix-C

C.8 Gender wise Enrollment at Universities 2001-2004
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C.9 Gender wise Enrollment at Universities 2010-2011
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C.10 Examples of Culture-Related Activities

Activity 1: Reading Comprehension
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Activity 2: Discussion

Discuss in groups your traditional foods in comparison to fast foods.

Activity 3: Discussion

Content: A video based on Christmas preparations

Watch the following video based on the event of family preparations at Christmas and
compare it with family preparations which your make on Eid Day.

Activity 4: Writing

Describe in your own words, the event of Basant with the help of the vocabulary and the
image given below:

Table C.1: Vocabulary

Arrival of Spring Flowers
Flying kites Music
Colorful dresses Traditional dishes
Kit shops Open places and rooftops
String(Doors) Glass coated doors
Advantages and disadvan-
tages

Risk of life

Fun and enjoyment Power failure and distur-
bance
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Identity, 50
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Informal Language Learning, 68
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Intercultural Awareness, 58
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Observation, 167
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Qualitative Research, 20
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Random Sampling, 163
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Research Paradigm, 8
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