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Abstract 
 

In this thesis, I present a study in which I investigate language-in-education policy and practices 

in four schools in Pakistan: School (A) and (B) are both fee-charging private English-medium 

schools, located in Karachi, with a wide margin between their fee structure. School (C) is a no-

tuition-fee, public sector Urdu-medium school, located in Quetta, north-west of Pakistan, 

andSchool (D) is also a no-tuition-fee Urdu-medium religious school in Karachi, locally known 

as a Dini Madrassah. The study aimed to address the following over-arching research questions:  

1) What is the relationship between the language-in-education policy of Pakistan and the 

everyday language practices found in its schools? 2) How do pupils, teachers and parents 

become socialized into the language practices of a school, in the classrooms, at school functions 

and in the social spaces in the school? 3) How are the languages of pupils, teachers and parents 

valued/legitimized or constrained by the schools’ overt and covert language practices? 4) Why is 

a particular discursive practice legitimized in some schools but not in others? 

 

Following the critical interpretive tradition of research on multilingual classroom discourse 

(Martin-Jones and Heller, 1996; Heller & Martin-Jones, 2001), I combined methods and 

perspectives mainly from post-structuralist theory (Bourdieu, 1991), critical ethnographic 

sociolinguistics (Heller, 2011), and sociolinguistics (Bakhtin, 1986; Gumperz, 1982). I gathered 

data using a number of different methods, mainly: observation, audio-recording, note-taking, 

interviews, photography and the use of a questionnaire. 

The findings of the study suggest that there is a mismatch between the language practices 

observed in these schools and language policy at the government level. The language practices of 

the research participants are more complex than they are assumed to be at the governmental 
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policy level and in findings of survey-based research on language-in-education in Pakistan. 

Research participants draw on a variety of languages at different times and in different spaces in 

schools depending on a number of factors. The study found that the stance of some of the 

research participants on the role of languages-in-education was ambivalent. Moreover, there was 

a mismatch between their views on the role of languages in education and their actual languages 

practices in school. The use of local languages for formal education was largely considered to be 

a problem in all four of the schools. There was also evidence of antipathy towards local 

languages and the participants in my study seemed to have accepted the argument that these 

languages need to be substantially developed if they are to be used for teaching and learning in 

formal schools. Access to full bilingualism and biliteracy in the language of the former colonial 

power and the national language seemed to be restricted to those attending School A. The 

students in School B and School C were provided with bilingual education in English and Urdu 

only in theory despite the fact that there is widespread demand for bilingual education, with the 

emphasis being on English in School B and on Urdu in School C. The linguistic repertoires of 

students were thus shaped in different ways in different types of schools and there was a 

significant relationship between the nature and prestige of the linguistic resources of 

individuals/groups and the formal education options available to them. Given the complex 

sociolinguistic realities in the country and actual discursive practices in schools, the home-school 

language gap does not appear to be the major problem. Instead, the institutionalized regulation of 

access to powerful languages seems to be shaping the chances of different groups of students, 

positioning them in different ways vis-à-vis the national political economy and the changing 

market demands for languages. Regarding the choice of particular languages as media of 

instruction, my study has shown that historical legacies, and also socioeconomic and political 
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interests, are the primary motivations. In turn, these choices have led to particular discursive 

practices in schools and those of particular ways of legitimizing and displaying school language 

policies.  

The findings also suggest that the display of languages in public signs in schools needs to 

be taken into account in investigating language policy, linguistic ideologies, hierarchies and 

power relations at micro, meso and macro levels. Such signs contribute to the construction of a 

sociolinguistic order in which standard varieties of English and Urdu dominate the public space. 

The orthographic aspects of languages on display index the socio-political and economic 

struggles embedded in the history of asymmetrical relations. There is also a mismatch between 

the spoken language practices observed in schools and the clearly defined boundaries between 

the languages on display. In addition, at a policy level, signs such as those photographed in the 

schools in this study misrepresent the multilingual makeup of Pakistani society by only 

displaying the officially-mandated languages. 

In short, this thesis primarily contributes to the field of LPP and bilingual education by 

showing how the study of languages on display, along with observation and analysis of everyday 

discursive practices in schools and classrooms, can be used to investigate language-in-education 

policy. It also shows how local situated language and signage practices index wider socio-

political relations across time and space. It also contributes to bilingual education by illustrating 

the complexity involved at the implementation site of bilingual education, showing the agency of 

the actors in appropriating/ negotiating/ resisting / rejecting policy at micro levels. 
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Chapter 1: Introduction  

Overview 

This chapter provides an outline of the study which examines the discursive practices of four 

schools in Pakistan, three of them private and one a government school. I have named these 

schools (SA), (SB), (SC) and (SD). While SA, SB and SD are private schools, SC is a 

government school of the type where a majority of the school going Pakistani children receives 

education.  I used an interdisciplinary research approach, combining methods and perspectives 

from post-structuralist theory, namely Bourdieu (1991), linguistic ethnography, Rampton (2007, 

2010, and 2012) and sociolinguistics, Gumperz (1982) and Bakhtin (1986). My main concern is 

to theorize the ways in which multilingual practices in schools and classrooms contribute to the 

reproduction and contestation of linguistic ideologies, language hierarchies and language policies 

in these settings. This is mainly achieved through observation and audio-recording of language 

practices in and outside the classroom and during school events, i.e., the morning assembly, a 

farewell party and parent-teachers meetings. Through discourse analysis of the audio-recorded 

texts, and the languages and images on display in school environments, I explored the 

relationship between them and institutional, community and wider socioeconomic arenas in 

Pakistan.   

This chapter comprises five sections. Section 1.1 presents the central argument and outlines 

the sociolinguistic context of the study ; in Section 1.2, I explain how I became involved by 

presenting the case of my current working place, Aga Khan University, as a way to contextualize 

the project; In Section 1.3, I outline the research questions set to be answered by this study 

followed by their rationale; in Section 1.4, I outline the nature and significance of the study and, 

finally, in Section 1.5, I delineate the structure of the thesis.  
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1.1 The Central Issue  

Statistical accounts on languages and literacies are inadequate as they assume the context of 

communication rather than investigating it, besides which they lack specificity and engagement 

with real-life communication. A complex study of languages and literacies requires an 

interdisciplinary approach and methods that investigate the context of communication and 

closely examine real-life language use in specific contexts.     

 I draw the central argument of this thesis from the tradition of a critical interpretive 

approach to language policy study. A closer examination of the discursive practices in specific 

settings helps us understand the processes of how language policy is interpreted and practiced at 

the local levels. The consequences of monolingual and bilingual policies for teachers and 

learners in different political and historical contexts are also brought out (Martin-Jones, 2011: 7).       

 

1.2 Thecontext for this study 

In order to situate my project in wider socio-political and socioeconomic contexts, it is important 

to present a brief picture of languages and education against the backdrop of poverty in Pakistan. 

In Chapter 5, I discuss in detail the reliability of Ethnologueand government data on languages in 

Pakistan. I use them here solely to present the macro context in which the study is situated.  

Ethnologue (2009) has seventy-two entries for Pakistan. Out of these, fourteen languages are 

shown to have more than one million first-language speakers. The number of speakers and their 

percentage of the population differ significantly: Western Punjabi, for instance, has 60.6 million 

speakers and is spoken by 38.3 percent of the population but there are also languages which have 

only a few hundred speakers such as Aer, Bhaya or Domaaki. Overall, it is claimed that 85 
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percent of the population speak fourteen languages and the remaining fifty-eight languages are 

shown to be spoken by 15 percent of the population.  

The key point to note is that Pakistan is a multilingual country like many others nations 

worldwide. Its multilingual population, however, is not served by a matching multilingual 

language-in-education policy. As a matter of fact, Pakistan’s language-in-education policy has 

many contradictions and ambiguities but since this is not directly relevant to my project I will not 

elaborate on my assertion.  But it merits mention that the current education policy (NEP, 

2009:28) stipulates that ‘The curriculum from Class I onward shall include English (as a 

subject), Urdu, one regional language, mathematics along with an integrated subject’ and 

‘English shall be employed as the medium of instruction for sciences and mathematics from 

Class IV onwards.’ However, it is important to note that while the policy (NEP, 2009:8) 

maintains that comprehensive school language guidelines should be developed in consultation 

with the provincial and local governments, it does not recognize the importance of the 

community, the school management/teachers and the pupils in the development and 

implementation of such a policy. Teacher training and curriculum revision is non-existent. Like 

all other previous language policies, the approach that has been adopted seems to be top-down 

with little evidence that local realities, experiences and knowledge have been recognized. 

Whether as a result of such a shortsighted policy or other factors, education outcomes are 

dismal: the officially stated overall literacy rate is 58 percent (PES, 2011-2012:8), of which 

69.5percent of males are literate and only 45.2percent of females attain this standard. The urban 

population with a literacy rate of 73.2percent has an edge over the rural population which has a 

literacy rate of 49.2percent. Furthermore, most people only receive elementary education. 
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A mere 18percent of girls and 24percent of boys are in secondary schools and just 5percent of 

the population in the age group of tertiary level of education is enrolled in a college or university.  

While the country’s dismal literacy rate, seen in the context of a monolingual language-

in-education policy for a multilingual population, is a reflection on the efficacy of such policies, 

a look at the buildings and spaces allocated for schooling tells a story about the state of public 

schools: 32.7 percent of elementary schools are without boundary walls; 36.6percent without 

drinking water; 35.4percent without toilet facilities; and 60percent without electricity. These 

statistics help us understand at a surface level why only 10percent of children out of roughly 

70percent enrolled in schools manage to finish their secondary education. 

In addition to this, it can be seen that 23percent of Pakistanis live below the poverty line 

of USD 1.25 per day. The 2010 Human Development Index has Pakistan in 125th position – out 

of a total of 169 countries. Shocking inequalities manifest in every sphere of life—the poorest 

10percent  of the population have access to 3.9percent  of the total national income while the 

richest 10percent  access 26.5percent  (Coleman, 2010:7). The state of the country can also be 

measured by the fact that since 2006, 35,000 civilians and 3500 security personnel have been 

killed in the ‘war on terror’ (ESP, 2010-11:219). 

 

1.3 Motivation for this study 

I believe it is important for me to explain how I became interested in studying the actual 

language use in concrete school settings and its social implications and why I chose to study it at 

three levels: classroom, institution and policy. 

http://stats.uis.unesco.org/unesco/TableViewer/document.aspx?ReportId=121&IF_Language=eng&BR_Country=5860&BR_Region=40535
http://hdrstats.undp.org/en/indicators/38906.html
http://hdrstats.undp.org/en/indicators/38906.html
http://hdrstats.undp.org/en/indicators/38906.html
http://hdr.undp.org/en/statistics/
http://finance.gov.pk/survey/chapter_11/Special Section_1.pdf
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I taught English language to GCSE ‘O’ and ‘A’ level students in three schools in Karachi 

for a period of ten years before being appointed  senior instructor at the Centre of English 

Language in the Aga Khan University (AKU), Karachi, Pakistan. I currently teach English in the 

School of Nursing at the AKU Karachi (Stadium Road Campus) which also houses a major 

medical college. Most students of the medical college have attended expensive private schools 

that offer ‘O’ and ‘A’ level education while those at the nursing school have studied in the so-

called English-medium private schools. Students of public sector schools where the majority of 

Pakistani children study rarely have the opportunity to enter this prestigious institution of higher 

education. 

Most students of the AKU medical college come from affluent Pakistani families living 

in all parts of Pakistan. Many of them have studied in select schools which endow them with the 

right ‘habitus’ (Bourdieu, 1991) valued by the transforming labor market of the country. As 

Coleman (2010:10) notes, such schools are extremely expensive and provide education for the 

children of a small and powerful elite. As Bourdieu explains, habitus is a set of dispositions that 

incline agents to act and react in certain ways; similarly the practices, perceptions and attitudes 

of medical college students are very regular and different from those studying in the School of 

Nursing. They seldom travel on public transport, often wear branded clothes and enjoy both local 

and Western music. They are socially recognized and respected and the majority of them 

eventually go to Western countries for further education. Their college does not have an English 

language support program because students  have considerable command over English and have 

also developed 'practical competence' (Bourdieu, 1991) which is valued by their institution and 

the outside market. Their parents either hold senior positions in multinational corporations or in 

public sector institutions in Pakistan. Themajority of them do not require any financial assistance 
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during the course of their degree program. In terms of linguistic resources, one can easily see that 

the students of the medical college are fluent bilinguals in English and Urdu. 

Compared to the medical college, the School of Nursing has a larger number of students 

who mostly hold Pakistani certificates of Matriculation and Intermediate and have studied in 

supposedly English-medium schools. They need an English language support program 

throughout their studies. They generally travel by public transport, listen to Urdu/ Hindi music, 

and many of them try to emulate students of the medical college in their attire. Their parents 

mostly work in the lower tier of public and private institutions in Pakistan.  After graduation, 

nursing students seek jobs in the local labor market. The majority of them receive financial 

assistance from the university for the completion of their degrees in nursing. To summarize, in 

the wider society, they enjoy lesser social, economic and political power in comparison to those 

who study at the medical college. 

With respect to public presentations, I noted on several occasions that students of the 

medical college delivered their presentations in English with ease, confidence and fluency which 

distinguished them from the majority of the nursing students whose presentations were often 

marked by tension and anxiety. It looked as if the nursing students were examining the 

grammatical correctness of each sentence before the actual delivery. No matter how hard they 

work on their texts/compositions, they fail to achieve the confidence and fluency levels of the 

students of AKU medical college. On campus, in classrooms, and at official programs, all 

students communicate either in English and/or Urdu. They do not communicate in the local 

languages. Those who visit the campus would perhaps think that Pakistan is a country in which 

only two languages are spoken—namely English and Urdu.  



7 

 

The fact that stands out is that the linguistic resources of these students are very different 

from an average public sector school-going student of Pakistan.  

While the student population of the AKU does reflect the larger picture of the linguistic, 

socio-economic and political inequality existing in Pakistani society, it simultaneously invites 

investigation into the role played by educational institutions in multilingual societies in terms of 

the production and distribution of valuable linguistic resources. While it points to the emergence 

of the global neo-liberal market economy which seems to have offered new opportunities for 

cosmopolitan, multilingual elites to acquire distinctive linguistic repertoires, it does agitate one 

to investigate the communication practices of learners and teachers and their role in the 

production and reproduction of linguistic inequalities.  

Although the case of AKU clearly suggests  marginalization of local literacies and 

languages by the normative ascendency of English and Urdu as the only legitimate languages of 

Pakistan, one needs to further explore the significance, experiences and contributions of local 

actors in order to understand how members of different speech communities develop culturally 

distinctive linguistic repertoires.  

While teaching in these institutions, I was part of everyday differential processes that lead 

to the construction of disparate social identities, roles and life chances of social actors in 

multilingual settings. I witnessed firsthand different communication practices and various 

linguistic resources in these institutions and the wider society. The institutions I worked for had 

an unequal distribution of linguistic resources, mainly English and Urdu. I lived through the 

complex processes of reproduction of the linguistic resources. I felt that in many ways these 

processes were socially stratifying and were creating linguistic disparities. In brief, I recognized 
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the central role of formal education in the construction of social categories, social relations and 

life chances of individuals and groups.   

 I consulted the existing local accounts of languages in Pakistan and discovered they had 

no answers to my questions. I found that these accounts had little data on real-life 

communication practices in education in Pakistan. Instead, I found static correlation orthodoxies 

between policy and practice, macro socioeconomic and political forces, dominant-subordinate, 

majority-minority relations without attending to the communicative practices in specific settings. 

I assume that there are many masked realities/ multiple causes /links in the linguistic 

landscape of Pakistan and the challenge is to determine how processes at different levels come 

together in everyday language practices in concrete settings in order to understand the 

mechanism through which linguistic inequalities are made to appear natural and taken-for-

granted.  

 

1.4 Research Questions 

The research questions formulated below were suggested by the book Voices of Authority: 

Education and Linguistic Difference edited by Heller and Martin-Jones (2001). It is important 

and relevant to highlight the post-structuralist perspectives encapsulated in the key word 

‘differences’. Heller and Martin-Jones (2001:4) explain the term ‘as a resource for constructing, 

leveling, contesting, and blurring boundaries in order to attempt to maintain, contest, or modify 

relations of power’. As the above quote shows ‘difference’ is central to human relations and can 

be used to shape the nature of the relationship between groups and communities. It also shows 

that institutions tend to play a key role in organizing the relations of ‘difference’. What is 

perhaps more important is to see how social actors understand and respond to ‘difference’ in 
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specific contexts. As Rampton (2006:19) states, this involves: ‘…looking closely at how people 

make sense of inequality and difference in their local situations, and how they interpret them.’ 

The study sets to answer the following research questions: 

 

1) What is the relationship between the language-in-education policy of Pakistan and the 

everyday language practices found in its schools?  

What are some of the common classroom interactional practices in schools?  

What are the ways in which pupils are categorized by their teachers? 

How are pupils’ categorizations tied to their ethnicity and class? 

 

2) How do pupils, teachers and parents become socialized into a school’s language practices 

in classrooms, at school functions and in the social spaces in the school?  

Under what conditions do we find strategies of collaboration or contestation? 

Under what conditions may these strategies be more or less successful?  

 

3) How are the languages of pupils, teachers and parents valued/legitimized or constrained 

by the schools’ overt and covert language practices?  

What counts as legitimate language and what does not in educational settings? 

What values are attributed to local languages and literacy in schools?   

What are the ways in which these processes unfold in daily life in schools? 

The key assumptions behind the questions outlined above are: A) studying the 

negotiation of meaning in and through interaction with a focus on learners, teachers and local 

community language in a specific context, B) social actors have multiple and alternative social 
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roles and identities available to them in everyday discursive practices. These assumptions are 

consonant with the general view of critical interpretive approaches to the study of language in 

bilingual and multilingual settings (Martin-Jones 2008), sociolinguistically informed approaches 

to the study of school processes ( Hornberger, 2003) and linguistic ethnography ( Rampton, 

2010, 2012). While I draw methods and perspectives from linguistic ethnography, 

sociolinguistics and post-structural theory, I view my study as ethnographic in perspective as 

opposed to ethnographic in nature per se.  

 In terms of the focus, there are a number of overarching research questions: RQ 1 

investigates the classroom interactional pattern and examines the link between the stated and the 

practiced language policy. As the questions are too broad to be answered fully within this study, 

I have sharpened their foci by adding sub-questions relating to specific issues that can be covered 

in this thesis. 

The focus of RQ2 shifts to the reactions/contributions of social actors to everyday discursive 

practices in the school. The empirical focus remains the micro discursive strategies/responses 

made by social actors in their everyday cycle of institutional life.  

RQ3 again is a question that seeks its answer through the study of policy decisions made at the 

level of the institution. The underlying assumption is that social actors occupying different 

positions in the institutional hierarchy possess agency, and they interpret and respond to policy in 

complex ways. The scope of the last question covers not only the now-and-here but also the 

consequences of everyday language practices on the lives of individuals. The rationale for each 

overarching question is presented below.      
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1) What is the relationship between the language-in-education policy of Pakistan and the 

everyday language practices found in its schools?  

Question (1) focuses on the actual language practices in a specific institutional setting. 

This will help us understand how actors in the institution position themselves with regard to 

official language-in-education policy and how their positioning is manifested in their language 

practices. It also helps us understand the interconnection between the micro, the meso and the 

macro levels of language-in-education policy, i.e., at the level of the people, community, 

institution and the wider socio-political and socio-historical dimensions of language-in-education 

policy of Pakistan. Bourdieu’s (1977: 650) theoretical perspective used in the study underscores 

the importance and relevance of looking closely at the discourse   beyond the immediate context 

to get a fuller understanding of the phenomenon as ‘the whole truth of the communicative 

relation is never fully present in the discourse, nor in the communicative relations itself…a 

genuine science of discourse must seek the truth within discourse but also outside it, in the  

social conditions of the production and reproduction of the producers and receivers and of their 

relationship.’   

 

2) How do pupils, teachers and parents become socialized into a school’s language practices 

in classroom, at school functions and in the social spaces in the school? 

Following this line of argument of looking within and outside the discourse, Question (2) 

investigates the micro level of the language policy within the classroom and within different 

social spaces in the school. This question will help us understand the processes through which 

institutions legitimize certain language ideologies. This will allow me to understand how 
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discursive spaces like classrooms become ‘… sites where day-in-day-out, participants struggle to 

reconcile themselves to each other, to their future, to political edicts and to the movements of 

history’ (Rampton, 2006:3). 

 

3) How are the languages of pupils, teachers and parents valued/legitimized or constrained 

by the schools’ overt and covert language practices? 

Question (3) examines both the stated and the unstated language practices in school. This 

question helps us understand the sources of motivation and the role of actors at the level of 

institutions in negotiating and interpreting the language-in-education policy. The study does not 

assume social actors as devoid of agency responding linearly under external pressure but as 

active agents who contribute to the policy in multiple and complex ways and whose behavior 

therefore needs to be studied rather than assumed.  Scholars working in the area (Corson 1999; 

Chick 1996; Canagarjah 1995; Hornberger, 1988, 1990; May 1997; Heller 1994, 1999, 2007;  

Heller and  Martin-Jones, 1996, 2001; Martin-Jones 2007,  Lin 1996, 2001; Lin and Martin 

2005) underscore the importance of agency and micro examination of  the ways social actors 

contribute to policy in their everyday lives in order to understand the difference between what is 

claimed and what is practiced. 

 

4) Why is a particular discursive practice legitimized in some schools but not in others? 

Question (4) aims at embedding the study in the larger socio-historical dimension for 

understanding the origins of parallel schooling systems in Pakistan and with those found in 

similar contexts. This focus helps us understand the power-play involved in the policy 
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development and implementation in Pakistan and in similar post-colonial contexts. The question 

will give us an insight into the hegemonic discourses and their implications in the lives of social 

actors. This will also help identify the reified communicative practices that construct linguistic 

and social inequalities amongst students. 

 

1.5 The Nature and Significance of this Study 

My investigation is a qualitative study combining methods and perspectives from linguistic 

ethnography ( Blommaert, 2007; Creese, 2008; Hymes, 1996, Rampton et al., 2004; Rampton, 

2007; Rampton, 2010) and critical interpretive approaches to the study of language in bilingual 

and multilingual education contexts ( Heller, 2011; Heller and Martin-Jones, 2001; Lin and 

Martin, 2005; Martin-Jones, 2007, and  sociolinguistics ( Gumperz,1982) . The approaches that I 

draw on share a fundamental assumption that ‘persons, encounters and institutions are 

profoundly interlinked, and a great deal of research is concerned with the nature and dynamics of 

these linkages- with varying degrees of friction and slippage, repertoires get used and developed 

in encounters, encounters enact institutions and institutions produce and regulate persons and 

their repertoires through the regimentation of encounters’ (Rampton, 2010:2). On the level of 

methods, the traditions I have worked within also recognize the importance of the ethnographic 

perspective in understanding the complexity of contemporary sociolinguistic dynamics, and the 

fine-grain multilayered analysis of a linguistic phenomenon.Linguistic analyses are not seen as 

linguistic per se but rather as a means of revealing the manifestations of ‘specific institutional 

regimes, the wider political economy and the global processes of cultural transformation at work 

in contemporary society’ (Martin- Jones, 2007:168). In line with post-structuralist thought on 
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language, they argue against a notion of language as connected to but distinct from society and 

culture, and for a view of language as one form of social practice in which importance is given to 

how language practices understood by speakers are tied to other forms of social and political 

saturation, notably the construction of nation and ethnicity. This means,as Heller puts it (2007: 2)   

 

…understanding language as a set of ideologically-defined resources and 

practices constructs language as a fundamentally social phenomenon. In this 

respect, it also reflexively constructs our analyses as a form of social action, and 

situates our disciplines (centrally, linguistics, anthropology and sociology, but 

also such disciplines as political science, education or history) within the modes 

of regulation and discursive regimes of our times. 

 

This study comes at an important time when the state language-in-education policy in 

Pakistan claims to have introduced English from grade one onwards in all public sector schools 

in order to ‘bridge the public-private divide’ (NEP, 2009: 25) and the British Council has made 

recommendations for policy and practice on language-in-education in Pakistan (Coleman and 

Capstick, 2012). Both these recent developments have succeeded in bringing language-in-

education issues into the country’s public domain. Like all official accounts, the context of 

communication has been assumed. There is little evidence of investigation into the real-life 

language practices in educational institutions of Pakistan. Languages in these official accounts 

have been treated as clearly bounded autonomous systems. Orthodox correlations between 

languages and identities have been established. In addition, little importance has been given to 
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indigenous experiences, realities and knowledge and social actors are assumed to be passive 

recipients of the language policy. 

Against this backdrop, I am reasonably confident that the current study will make 

meaningful contributions to the field of language policy and planning, bilingual education and 

language policy scholarship of Pakistan. From a theoretical point of view, the study also has the 

potential to make a methodological contribution to the field as the current study investigates the 

discursive practices of four research sites and includes the examination of oral and written forms 

of languages.  

 

1.6 Structure of the Thesis 

In order to avoid repetition of the themes for each of the four schools, the dissertation is 

organized thematically as opposed to case-wise. 

Following the introduction, the thesis is organized into three main parts: The 

interdisciplinary research context (Part I); historical, sociolinguistic and language-in-education 

scholarship in Pakistan (PartII):Everyday discursive practices in schools in Pakistan: Its purpose 

and value and Conclusion (Part III) 

In Part I, I review and discuss the relevant literature and conceptual frameworks 

informing this study. In Chapter 2, I review the field of LPP with an emphasis on empirical foci 

in different stages and strands of research tradition in language policy scholarship, and present 

the case for the theoretical framework that the current study draws on. In Chapter 3, I present, 

discuss and justify the selection of the post-structuralist theoretical framework and theorize the 

fundamental concepts that the study engages with: language, bilingualism and language use in 

multilingual settings, ethnolinguistic differences, education and legitimate language. I then 
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provide an overview of the sociolinguistically-informed ethnographic approaches to discourse 

and present the case for Critical Ethnographic Sociolinguistics (CES) that the current study 

draws on. 

Chapter 4 presents the sociolinguistic context of Pakistan and discusses the issue of 

reliability of theEthnologue and government census data followed by an examination of 

language-in-education scholarship in Pakistan with particular focus on the methods and analysis 

employed in these studies. I then examine the current trends in bilingual education and discuss 

the Linguistic Human Rights approach to bilingual education in Pakistan. 

Chapter 5 describes all of the four research sites. One of the research sites is situated in 

an affluent locality in Karachi while the next two sites are in underprivileged locations of the 

city. The fourth site, which is a public sector school, is also located in an underprivileged area 

but in a different province, some 1000 kilometers from Karachi. I particularly try to show the 

intersection of the political economy with the linguistic resources of the social actors in these 

research sites.Using Hornberger’s (1991) framework, I have also attempted to assess bilingual 

education in practice in my research sites. 

Chapter 6 outlines the research approach and methodological choices for the study. I first 

outline and justify my approach in this study, and then describe the selection of my research sites 

and issues related to accessing them. From there I proceed to discuss fieldwork procedures and 

how I conformed to ethical standards at all stages of this study. 

In Part II, the core of the study, I describe and analyze the everyday discursive practices 

found in my research sites. 

Chapter 7 discusses the socio-cultural values of local literacies and languages found in all 

the research sites. I discovered that local languages and literacies are not only marginalized but 
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there is clear evidence that these are held in contempt. Discursive practices including classroom 

practices differ widely in terms of language choice, human resources, academic material and 

material conditions. It was found that while there is a great desire for bilingual education using 

English and a local language, the state language-in-education policy shift of introducing English 

seems to be mere rhetorical as social actors were not seen conducting lessons in bilingual modes. 

As a result, a false appearance of English language teaching is created by teachers who are 

poorly-qualified and struggling to show competence, using rote learning as a strategy to save loss 

of face. 

Chapter 8 addresses the circumstances in which strategies of collaboration or contestation 

are found and the conditions in which these were more or less successful in the research sites.  I 

found that while social actors respond to policy in complex ways, there are sophisticated, 

systematic approaches to time and space management and dominant modes of teaching-learning 

which help to generate collaboration at the level of the classrooms.  Along with collaboration, 

contestation is also found in the midst of seemingly collaborative responses to the social order of 

the schools. In other words, I found overlaps in collaboration and contestation in relation to 

institutional regimes on behalf of students, teachers and the community. 

 

Chapter 9 discusses the question of legitimate language in multilingual schools. I found 

that legitimacy is largely created through language choice and through restricting spaces for turn-

taking. I also found that languages are legitimized on the basis of the position of the power elites 

on ideological, political and social issues as well as market demands for languages. I found that 

the new, multilingual cosmopolitan elites have organized themselves in strong institutions that 

endow their children with linguistic resources which in turn enable them to become a valuable 
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resource for both the national and international labor markets. The majority of children, parents 

and teachers seem to be trapped in old nationalistic and religious discourses associating local 

languages and literacies with religious fervor and nationalistic ideals. 

In Part III, I summarize the findings of the study and explore their implication for further 

research in the area of language policy and practices. I also point out some limitations of the 

current study and consider a few areas for further research.    
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Chapter-2: An overview of the empirical foci in Language Policy and Planning studies 

2.1 Introduction 

Emerging in the 1960s as a formal research discipline, Language Policy and Planning (LPP) has 

always been engaged in addressing a wide array of political, social and educational problems 

through a variety of theoretical frameworks and methods with diverse and changing empirical 

foci and preoccupations of the scholars involved Tollefson, (2008: 3), Ricento (2000:197). The 

shift from macro to micro level studies, and from descriptive to interpretive paradigms, can be 

attributed to the wider changing intellectual orientations in the social sciences, particularly the 

shift towards interactional/ discursive orientations and social constructionism. At the same time 

there has also been a growing dissatisfaction amongst scholars of LPP with the inadequacy of the 

early models and taxonomies to grapple with the questions of ideology, power and inequalities 

(Hornberger, 2006:27). The preoccupation with ideology, power and inequality—also known as a 

historical-structural or critical approach to LPP—remained in place until recently. It was felt that 

too much emphasis on ideology, power and inequality masks the agentive spaces and the active 

role social actors play in interpreting/ appropriating/ resisting policy in complex ways. Hence 

there was a clear shift of attention towards more anthropological and sociological approaches to 

LPP which reconceptualized the field as ‘agents, levels and processes’ and argued for 

ethnography as a method to ‘slice the onion’ (Hornberger and Johnson 2007:509). Examining 

language practices vis-à-vis policy documents became the central preoccupation of 

anthropological and sociological approaches to LPP (Johnson, 2009, 2010; Hornberger and 

Johnson, 2007; Ricento and Hornberger, 1996). The current trend in LPP seems to have moved 

towards taking practice as the ‘real policy’ (Spolsky, 2004) although there is ambiguity amongst 

scholars as to what actually constitutes practices and how these can be studied. For instance, in 
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one strand of research (Shohamy 2006) it is suggested that the study of entire mechanisms 

comprising rules and regulations, language tests, language in public spaces, language education, 

ideology, myth and coercion  leads the researcher to address the ‘de facto’ policy ( Shohamy, 

2006:59) with little methodological guidance . In another strand of research (Martin-Jones and 

Heller, 1996; Heller and Martin-Jones, 2001) there is a sharp focus on empirically studying the 

classroom discourse and linking it to the wider socio-political arena with relatively much less 

attention  to studying the available semiotic resources in the school environment. In the socio-

anthropological strand of LPP, policy documents are still considered very important in the 

analysis and interpretation of practices.   

My aim in this chapter is to highlight the less explored area of LPP, namely the study of 

the dialectics between the language on display and the language practices. In addition, I present 

the case for the Critical Ethnographic Sociolinguistic approach proposed by Heller (2011) in 

addressing the complex role of social actors vis-à-vis the material conditions of their lives in 

interpreting, appropriating, negotiating, resisting, and collaborating with the language policy in 

their everyday institutional lives.  In order to achieve this aim I: (a) critically examine the 

existing comprehensive reviews on LPP proposed by Hornberger, (2006); Hornberger and 

Johnson, (2007), Johnson, (2009,2010); Ricento (2000, 2006a); Ricento and Hornberger, (1996), 

Tollefson, (1991, 2002a, 2008), Martin-Jones, (2011, 2007), (b) analyze the methods and 

emphases of key empirical studies in the second and third phases of LPP scholarship and show 

that the proposed area of investigation is relatively less explored in LPP and (c) discuss research 

on multilingualism in classrooms. I argue that it is through the examination of language display 

in institutions and its intersection with real-life language practices in different parts of the school, 

taken against the backdrop of the material conditions of social actors, that we can complement 
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our understanding of the ways in which the changing political economy, history, politics as well 

as language ideologies get played out.  We can explore the interstices in discursive practice to 

show the multiple causes or factors behind the unfolding of real-life discursive practices.  

Following Blommaert and Huang (2010), I argue that the display of signs [languages on 

display] is primarily a manifestation of material forces subject to, and reflective of, conditions of 

production and patterns of distribution. As a means of representing social reality, as actual social 

agents they have real effects in social life. Their investigation reveals the historical, ideological 

and political forces behind these manifestations and the role of actors in highlighting/ contesting 

such displays. 

I start out by reviewing and showing the major emphases in the fields, illustrating the 

changing empirical foci and examining key empirical studies. Then I offer my reflections on 

them. I  go on to focus on the less explored area, namely the examination of language on display 

in school environment, and its relation with the language practices of the social actors against the 

backdrop of their personal circumstances and the wider political economy.  

The chapter comprises three sections. In Sections 2.2, 2.3 and 2.4, I review and discuss 

the major emphases and empirical focuses in LPP scholarship by examining the reviews and 

pointing out the strengths and weaknesses of the first two stages of research in this area. As the 

current body of LPP research grows, mainly out of  a  concern for the inadequacy of critical 

approaches to the subject, I analyze key empirical studies of the critical approach to show the 

major preoccupations of the scholars  and the methods of investigation employed by them in the 

selected studies ; in Section 2.5, I examine the current trends in LPP in light of these reviews, 

and by analyzing key studies employing the socio-cultural approaches to LPP.  I show the less 
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explored areas of investigation covered in this study.  In Section 2.6, I present the case of Critical 

Ethnographic Sociolinguistics as being the most suitable approach for the current study and in 

Section 2.7, I outline the contribution that this study makes to the field. 

A survey of the general findings of the reviews mentioned above clearly show the diverse 

and changing foci of research in LPP: models, taxonomies and dichotomies were the major 

emphases in its first wave; engagement with the study of ideology, power and inequality emerges 

as the central preoccupation in the second wave whereas investigation of agency and ecology 

come out as key areas of concentration in the third phase. The study of language practices clearly 

comes out as the major concern or interest of investigation amongst LPP scholars. Ricento 

(2000) characterizes the field by identifying some of the most salient macro-sociopolitical 

processes, epistemological paradigms and strategic factors that have informed LPP. Based on 

them, he sees the first two phases as primarily responding to the practical needs of the newly 

independent states in Asia, Africa and the Middle East. In other words, the early phase was 

largely informed by decolonization as the macro sociopolitical event; structuralism was its 

guiding epistemology and offering practical solutions to what Fishman (1968:491) calls 

‘language problems of the developing nations’ was its pragmatic stance. The second movement 

was largely the outcome of the growing dissatisfaction of researchers with the failure or 

limitation of the first wave to develop explanatory accounts through descriptive models, its 

claims of neutrality/ scientificity/technicity and also its problem-solving stance. The focus of 

attention shifted to ideology, power and inequality in LPP and the paramount aim was to develop 

what Hornberger (2006:27) calls a ‘theoretically motivated LPP framework.’ In recent times, 

under the influence of critical and post-modern approaches, the emphasis moves beyond  power 

and inequality to agency, ecology and ideology while the previous models and taxonomies have 
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been built upon/refined or integrated into newer frameworks ( Hornberger, 2006: 24-41). I now 

go on to examine in detail the empirical foci in different stages of LPP, and also study the 

research on multilingualism in classrooms and schools under the headings of first, second and 

third wave  research paradigms in LPP. I do not imply here a lack of interaction/overlap between 

these phases of LPP.  In fact, all three waves complement one another as evidenced by the way in 

which scholars draw on the works of different phases of LPP. 

 

2.2 Early LPP scholarship: the era of models, taxonomies and frameworks. 

The pioneering works of Fishman (1968, 1972, 1974); Fishman, Ferguson and Das Gupta (1968) 

and Rubin and Jernudd (1971) responded to the socio-political demands of the times by devising 

concepts and models which led to the formation and development of LPP.  The major emphases 

of the works were to address practical, language-related problems of decolonized nations. For 

instance, Fishman (1968) proposed a typology identifying the language problems confronted by 

developing nations and proposed solutions. He noted that Western languages were constantly 

undergoing elaboration and codification and argued that such processes were even more 

necessary (and noticeable) in those new nations in which an indigenous language had been 

selected for some function above and beyond that with which it had been hitherto associated 

(Fishman, 1968: 218). As the politics of the times was dominated by nationalistic ideologies to 

unify public linguistic practices, the scholarship responded to it by offering conceptual 

frameworks and models. I concur with Ricento’s (2000: 202) and Hornberger's (2006:27) 

observations that scholars in the earlier period were concerned with status planning and issues 

related to standardization, graphization and modernization, and that in  the second phase a 
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number of scholars focused on the social, economic and political effects of language contact. In 

terms of empirical foci, the focus remained largely on the macro-level processes of countries and 

governments. Probably the best explication of the macro national-level focus of LPP research 

comes from Fishman who notes (1968: 213-214): 

The problems of developing nations differ largely in degree rather than in kind 

from those of most other nations since few nations, if any, are completely 

stabilized, unified and legitimized… a widespread problem of new nations is that 

their political boundaries correspond rather imperfectly to any pre-existing ethnic 

cultural unity. 

It was assumed that a successful language policy focusing on “nationalism” (Fishman, 

1968:215) would ultimately help form the new nationalism just as surely as a successful 

language policy focused on nationalism helped sustain the new nation. As a result, the dominant 

language planning activity was the creation of models: “corpus planning” and “status planning” 

(Kloss, 1969: 81), and “acquisition planning” (Cooper, 1989: 33).  

 In the current literature on LPP the above are often labeled as the “traditional approach” 

(Ricento 2006b: 12; Tollefson, 2002b:5), “neoclassical approach” ( Tollefson, 1991: 35); 

(Hornberger and Johnson, 2007:510,)  “ classical” ( Ricento, 2000:206) or “ presentist approach 

to language” (May, 2008: xiii). May interprets them as “decontextualized” and “ahistorical”, and 

“apolitical” (May, 2008: xiii). Blommaert (2008:2) thinks that such an approach takes “no 

account of human agency, political intervention, power and authority” in the formulation of 

policies. While it is true that the emphasis of early scholarship was not on agency and power 

relations, it seems difficult to accept that the works were “ahistorical, apolitical” (May, 2008: 
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xiii) in the light of my reading of Fishman (1968, 1972, 1974); Fishman, Ferguson and Das 

Gupta (1968); Rubin and Jernudd (1971) which I find deeply embroiled in the politics of their 

times. However, it is true that the empirical focus and the aims of the endeavors were 

macroscopic.  

In short, from the 1960s to the 1970s, language planning researchers had two major 

preoccupations: (1) devising conceptual frameworks and models, which continue to date in 

revised forms such as an integrative framework proposed by Hornberger (2006:29), and (2) 

orthographic, grammatical and lexical codification. As Tollefson notes (2008:3) ‘much of the 

early work focused attention on devising conceptual frameworks’ as we find in Einar Haugen’s 

(1966) language planning model and Heinz Kloss’s (1969) typology of multilingualism. As 

Ricento (2000: 198) notes, much attention in status planning centered on the selection of a 

national language for purposes of modernization and nation building, primarily because 

linguistic diversity was taken as an obstacle to national unity. 

 

2.2.1. Strengths and Limitations of Early LPP Scholarship 

The fundamental typologies and models such as status/corpus (Kloss, 1969), acquisition 

planning (Cooper, 1989) and Haugen’s (1966) model—selection, codification, implementation 

and elaboration—were developed in this phase to provide the basis for further development of 

the field. Studies in the relationship between structure and functions of languages in various 

domains, for instance (Fishman, 1968), were major contributors to the scholarship. As Tollefson 

(2008:5) puts it ‘the major achievement of early LPP research was an understanding of the 
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relationship between language structure and language function on the one hand, and various 

forms of social organization (ethnic groups, nation states) on the other.’  

The widespread dissatisfaction with the early scholarship of LPP (Tollefson, 1991, 2008; 

Ricento and Hornberger, 1996) was on account of the fact that it assumed a direct correlation 

between planning processes and their outcomes, ignoring the complex attitude and perspectives 

of communities, in particular, with regard to the processes. In the words of Tollefson (2008:4) ‘it 

ignored the complexity of sociopolitical systems, in which cause-effect relationships between 

policies and outcomes are highly complex and social groups often have covert and competing 

goals’.  The second major critique is that it while it  addressed the wider historical, social and 

political issues it ignored the micro level processes unfolding in everyday lives ( May, 2008: 

xiv). In addition, it is also critiqued on the negative outcomes of policy efforts in different parts 

of the world, particularly in Asia and Africa. As Hornberger and Johnson note, the wider 

consensus about early LPP is that ‘it has not satisfactorily accounted for language policy 

processes across national, institutional and interpersonal layers’ (Hornberger and Johnson, 2007: 

509). 

 

2.3 Critical-Historical research: The era of ideology, power and inequality 

 As shown above, there was an emergence of critiques questioning the descriptive models 

developed in the first wave and the need for new theoretical and empirical perspectives (Ricento, 

2000: 198; Hornberger, 2002, 2006; May, 2001). As Martin-Jones states (2011: 6) ‘new 

proposals were made for the developments of approaches which could take account of the ways 

in which language policies contributed to the reproduction of asymmetrical power in different 
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political and historical contexts.’ The main LPP research preoccupation shifted from solving 

national problems to examining the relations of power, ideology, politics and the history of 

different polities and institutions under the influence of critical theory and more specifically 

related to developments in sociolinguistics. This challenged autonomous linguistics as a viable 

paradigm for research in language acquisition, use and change, with direct relevance to 

developing models of language policy and planning (Ricento, 2000; 201). 

In many ways, the broader intellectual shift towards “critical perspectives”, “critical 

linguistics” and “progress in sociolinguistics” (Hornberger and Johnson 2007: 509; Ricento, 

2000:202; Ricento and Hornberger, 1996: 406; Tollefson, 2002) made LPP more 

interdisciplinary. It examined the issues of ideology, power, inequality and history. These 

preoccupations clearly manifest themselves in the key questions set by Tollefson in his 

pioneering work (2002) ‘How do language policies in school create inequalities among learners? 

How do language policies marginalize some students while granting privilege to others? How do 

language policies in education serve the interest of dominant groups within societies? How can 

linguistic minorities further their interests through attempts to change language policies in 

schools?’ (Tollefson, 2002: 4). Tollefson adds that these questions are at the heart of fundamental 

debates about the role of schools in society, the links between education and employment and 

conflicts between linguistic minorities and “mainstream populations.” 

What stands out in the above questions is the explicit concern with inequality, 

asymmetrical power relations and ideology. The questions also show very clearly that the 

proponent conceptualized the relationship between policy and individual/groups as linear and 

top-down. In these questions, LPP seems to appear as an oppressive process, and social actors as 

passive victims.   
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Tollefson, the pioneer of the critical perspective in LPP, calls this a “historical-structural 

approach” (1991: 31). He explains that the difference between the neo-classical and historical-

structural approaches is in the unit of analysis. While the former emphasizes the rational 

decisions of the individual, the latter underlines the origins of the costs and benefits confronting 

individuals. He argues that language policy should be seen as one mechanism by which interests 

of the dominant sociopolitical groups are maintained and the seeds of transformation are 

developed. For Tollefson, the primary goal of research and analysis is to discover the historical 

and structural pressures that lead to particular policies constraining all individual choices.  

 

2.3.1 Strengths and Limitations of Critical-Historical Approaches 

 I now analyze selected, key empirical or representative studies of the historical-structural 

approach in the area of language policies in education (Pennycook, 2002, Coulmas, 2002, 

Sonntag, 2002). Pennycook (2002) looks at the colonial language policy in Hong Kong and 

shows the intersection of language policy with the discursive construction of Hong Kong- 

Chinese as politically passive. He draws on perspectives from Foucault’s notion of 

governmentality, docile bodies and language policy as cultural politics and operationalizes these 

concepts. He argues that in language policy the issue is not so much one of mapping out the 

formal policies that promote or restrict the use of certain languages but about how debates 

around language, culture and education produce particular discursive regimes (Pennycook, 2002: 

92). After analyzing the competing discourses found in different reports and research findings in 

Hong Kong, Pennycook argues that the study of the relationship between language policy and 

broader political concerns needs to move away from an understanding of language policy as 
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imposition or denial of particular languages. This is necessary if one is to view policy in terms of 

governmentality by relating the complex relationships amongst language policy, cultural politics, 

curriculum, educational practices and the modes of surveillance of the liberal state (Pennycook, 

2002: 108). The central point Pennycook makes is that a ‘postmodern approach to language 

policy and planning requires a rethinking of our social, economic and political categories in 

favour of a more localized understanding of modes of governmentality’ (2002: 71).  In other 

words Pennycook offers a new perspective on LPP research by drawing attention away from a 

view of the state as an international actor that seeks to impose its will on the people and instead 

pointing to the much more localized and often contradictory employment of power (2002:65). 

Coulmas (2002: 203) investigates the language policy in modern Japanese education. 

Like Pennycook, he analyzes the discourse of three main policy documents concerning language 

and education from the Meiji era (1868-1911) until the end of the twentieth century which he 

labels as language and modernization, language and empire, and language and democracy. 

Coulmas’s (2002) findings however differ from the major trend of the times because he shows 

how democracy, the demands of the economy and empowerment of the resident minority 

succeeded in changing the language policy from centrist to more liberal orientations (Coulmas, 

2002:221). There is clear evidence of the resistance to, and reinterpretation of, the top-down 

policy. 

Discourse analysis of policy documents is also pursued by Sonntag (2002) in her 

investigation of minority politics in north India. In her focused case studies of (1) Nepali 

speakers in the Darjeeling area of West Bengal and (2) Urdu speakers in Uttar Pradesh, she 

examines the relationship between the symbolic politics of language and the practical, 

pedagogical import of minority language use in education in north India. Her findings clearly 
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show that the conflict over Urdu is more intense and potentially explosive, with greater 

ramifications for liberal democracy in India as a whole. The imagined states seem to be the main 

actor impacting significantly on the practical import of minority language use, particularly in 

education (Sonntag, 2002: 176). 

The strength of these studies lies in the fact that the scholars are extremely plausible in 

their claims of power inequality, and the role of ideology and history shown through an in-depth 

discourse analysis of policy in specific times and spaces. The dominant research methods 

employed by the scholars are questionnaires, interviews and document analysis. The other 

strength I find in these works is the fact that the scholars carry out an extensive survey of 

historical evidence and policy pronouncements and examine them closely.  

However, the examination also shows that the main empirical focus of scholars still 

remains the macro domain of LPP.  While their in-depth analysis of the competing ideological 

discourses found in policy documents and socio-political histories clearly point to the 

asymmetrical power relations embedded in history and ideology, the epistemologies they adopt 

do not allow one to see the phenomena through the eyes of the local actors. The indigenous 

experiences of ideology, power and inequality is missing. My observations match those of 

Johnson, (2009, 2010); Hornberger and Johnson, (2007), and Ricento and Hornberger, (1996). 

Johnson (2009:155) states that critical language policy approaches have enriched our 

conceptualization of language policy but by focusing primarily on the power invested in policy, 

they obfuscate  agency and perpetuate the reification of policy as necessarily monolithic.  In like 

vein, Hornberger and Johnson (2007: 510), Canagarajah (2005) and Pennycook (2002)  observe 

that recent critical work in language planning and policy shows an [over] emphasis on the 

hegemonic power of policies which obfuscates the potentially agentive role of local educators as 
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they interpret and implement policies. As Martin-Jones (2011:6) observes about critical language 

policy studies ‘the empirical focus was still on the macro level processes.’ Perhaps another very 

obvious point is that critical scholarship does not seem to engage with real people and the actual 

ways in which languages are used in specific institutions.  

 

2.4 Ethnography of Language Policy: The era of agency and ecology  

Following Hornberger (2006:34), I divide this section under the headings of agency, ecology and 

ideology. In order to remain brief, I only analyze the key empirical studies showing particularly 

the agency of social actors under the heading of agency and briefly touch on the major emphases 

of ecological framework and studies in which ideology has been microscopically examined.  

 

2.4.1 Agency 

I have shown the weaknesses of the theoretical frameworks and the sets of methods employed by 

critical-historical approaches in grappling with the complex ways in which social actors 

interpret, appropriate, collaborate or contest policy in their everyday lives. I now show how this 

gap was overcome by a number of influential studies—Hornberger ( 2002), Hornberger, (2005); 

Hornberger and Johnson, (2007); Johnson, (2009)—which  underlined the strength  of 

ethnography as a method to capture the subtle reinterpretation of policy at different levels. The 

central assumption behind the socio-anthropological approach is what Ricento and Hornberger 

observe as (1996: 417): ‘policy change as they [language policies] move down through 

administrative levels.’ Insights also get reflected in the notion of ‘opening and filling up 
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implementational and ideological spaces’ proposed by Hornberger (2005). Hornberger (2005: 

605) explains that the notion of opening and filling up implementation spaces for multilingual 

education was originally inspired by Chick’s (2001, 2003) suggestion that the emergence of 

alternative multicultural discourses that he observed amongst teachers in South Africa was 

enabled by the ideological spaces opened up by new multilingual language policies. The key 

assumption behind opening and filling up implementational and ideological spaces was the 

active role or agency of social actors as policy makers (Hornberger, 2005). The field of LPP was 

reconceptualized as layers that can be seen by the use of an ‘onion’ as a metaphor—“Unpeeling 

the onion” (Ricento and Hornberger, 1996) and “slicing the onion” (Hornberger and Johnson, 

2007)—signifying the importance of investigating agents, levels and processes that permeate and 

interact with each other in multiple and complex ways (Ricento and Hornberger, 1996: 419). In 

the layers of planning and policy, the classroom practitioner is placed at the centre of the onion 

and seen as an “unwitting reproducer of social reality” and a “primary language policymaker” 

(1996: 418); the outermost layer of the onion is the broad language policy objectives articulated 

in legislation or high court rulings at the national level and the intermediate layers comprise 

situated contexts such as schools, businesses, institutions and interpersonal interactions (Ricento 

and Hornberger, 1996:409). The key insight in layers of language policy is that each layer 

comprises competing discourses that create tensions and ambiguities in policy formation 

(Ricento and Hornberger, 1996: 409) and that LPP processes interact across layers. The 

ethnography of language policy took into account the spoken and written language practices in 

specific settings and linked them with the national policy and influential socioeconomic changes 

at the global level. For instance, Johnson (2009) looked at language policy and bilingual 

education in the School District of Philadelphia. The ethnographic data for the project comes 
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from a multi-sited ethnography: participant-observation, field-notes compiled in a Spanish-

English dual language classroom, teacher meetings and language policy meetings. For the sake 

of data triangulation, multiple formal and informal interviews were conducted with teachers, 

administrators and Pennsylvania state and federal policy makers. The data was then compared 

with critical discourse analysis of federal, state and local language policy and discourse 

(Johnson, 2009: 143). What emerges clearly from the data is the conception of interconnected 

layers of language policy comprising diverse/competing discourse capable of modifying and 

interpreting policy in different ways. In the words of Johnson: ‘language policy is an 

interconnected process generated and negotiated through policy text and discourse’ (Johnson, 

2009: 156). In like vein, the methods employed by Hornberger and Johnson (2007) in their study 

of the role of two intermediary agencies in policy interpretation and implementation in two 

different contexts: the School District of Philadelphia and the Andean regional graduate program 

in bilingual intercultural education in Cochabamba, Bolivia show more or less similar approach 

and methods. In their long-term ethnography work in each context, researchers present excerpts 

from spoken and written discourse. The methods employed in the ethnography include 

participant observation, recorded interviews, recording naturally occurring conversation, 

historical legal analysis and textual analyses (Hornberger and Johnson, 2007:513). The key 

identified actors are the administrators that seem to have played a vital role in interpreting Title 

III of the No Child Left Behind Act and two students in the case of Andean regional graduate 

program in bilingual intercultural education in Cochabamba, Bolivia. The selected actors were 

interviewed and their views were interpreted in the backdrop of the discourse analysis of the 

policy document. While the analysis clearly illustrates the links between the micro-macro policy 

and the significant role played by actors in interpreting and/or modifying the policy at their end, 
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the study does not engage with the unfolding of the phenomena in the actual discursive practices 

in specific settings.   

One of the implications of reconceptualizing the field through socio-anthropological 

approaches is the clear shift in the empirical focus from the macro to the micro levels and 

exploring the intersection of the micro with different layers of policy. Analyzing the data against 

the backdrop of policy documents and investigating the role of actors remain the salient features 

of this strand of research. 

 

2.4.2 Ecology 

Since the 1990s, greater attention has been given to language loss, and revitalization has been 

seen largely through the paradigm of the ecology of language proposed by Haugen in 1970. This 

led to the establishment of a unified branch of linguistics in 1990 (Fill and Muhlhausler, 2001: 

1). As explained by Fill and Muhlhausler (2001: 159), the central premise of the ecology-of-

language paradigm is that linguistic diversity is a resource whose value has been widely 

underestimated and that linguistic diversity should not be seen as a problem but as an essential 

resource, and that there is an urgent need to reverse policies and practices that currently threaten 

thousands of small languages (2001:159). In LPP research, the concepts of the ecology of 

language or ecolinguistics have been drawn on in different ways by Hornberger in her works 

(1997, 2003), and by Phillipson (1992) and Skutnabb-Kangas (2000). The latter draws on the 

concepts of ecolinguistics by invoking the terms ‘linguistic imperialism’ and ‘linguicism’ as 

shorthand for a multitude of activities, ideologies and structural relationships between the global 

North and South, arguing that, in the former British and American colonies, social and economic 
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progress is thwarted for those who do not learn English, the language of modernity (Ricento, 

2000:204). 

Quite apart from the major critiques on the linguistic human rights paradigm by Davies, 

(1996) Edwards, (2001) and Brutt-Griffler, (2002b), even those scholars who are sympathetic 

with this paradigm argue that linguistic imperialism and linguicism models are ‘too deterministic 

and monolithic in their assumption and conclusions’ (Ricento, 2000: 204).  

 

2.5 Current trends in LPP research: Synthesis and broadening of the empirical foci of LPP 

Thus far I have shown that the LPP empirical foci have been shifting from macro level to micro 

level investigations of key identified events, mostly in classrooms. I have also shown that the 

emphases in LPP have shifted from politics and inequality to agency and ecology. While these 

shifts are prominent in the literature surveyed above, through a process of periodization I do not 

intend to bracket them to particular decades as recent studies show parallel developments in 

socio-anthropological approaches to LPP,  research in multilingual classrooms, the linguistic-

human rights paradigm and the ecological paradigm. The emphases on ideology, agency, 

inequality and the intersection of the broader socio-political conditions with economic realities 

are also being shown in current work. In this section, I particularly focus on the revised 

‘Continua of Biliteracy’ (Hornberger and Skilton-Sylvester, 2003) originally proposed by 

Hornberger, (1989) as this model is perhaps the most unified framework synthesizing key 

research findings on multilingualism and literacy of the past several decades (Hornberger, 2003: 

xii). Apart from the synthesis of research feeding into the Continua, I also look at a synthesis of 
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major approaches to LPP such as ecology, new literacy, bilingualism and bilingual education 

policy.  

 

2.5.1 Continua of Biliteracy 

The updated version of the Continua (Hornberger and Skilton-Sylvestor, 2003) has added a 

critical dimension. The matrix of Continua now shows both the traditionally powerful and less 

powerful ends in all the sub-continua of context, development, content and media of biliteracy. 

According to the authors, the power weighting does not imply fixed power but refers to the 

traditional weighting observed in schools across the globe. As Hornberger and Skilton-Sylvestor 

(2003: 325) point out, the purpose of labeling the continuum is not to reify power but to 

emphasize that such labeling can be transformed through critical reflexivity that allows learners 

to see themselves as agents who control or resist power in their everyday practices.   

What is perhaps more relevant for me here is the epistemological shift that the new 

Continua of biliteracy framework seems to have proposed.  I examine research by Basu (2003) as 

one of the studies that has employed the Continua as a framework. 

Drawing on two sets of the Continua of biliteracy—biliterate media and biliterate 

content— Basu (2003) analyses two bilingual schools in New Delhi to investigate the reasons for 

different proficiency levels in Hindi and English amongst students of two schools run by the 

public administration: Sarvodaya KanyaVidyalsaya (SKV) and Nagar Nigam BalVidyalays 

(NNBV). These schools are organized on the basis of the medium of instruction. In the former, 

there are two sections:  in the Hindi-medium section, all subjects are taught in Hindi with 



 

37 

English taught as a second language while in the English-medium section science, mathematics 

and English are taught in English whereas social studies and Hindi are taught through Hindi.   

The home language of most SKV children is Hindi. Their fathers are public sector 

employees and most of them have had at least a secondary level school education while their 

mothers are in the majority illiterate (2003:292).  

The other school, Nagar Nigam BalVidyalays (NNBV), offers education from nursery to 

class 5 in a medium that is ‘totally Hindi’ (2003: 393). Parents of most of the children in this 

school work as domestic workers. The children of NNBV mostly speak some dialect of Hindi at 

home which is not taught to them in school.  

The problem Basu addresses is that while NNBV students are not taught through their L1 

(dialect of Hindi) in school, they are more proficient in Hindi as compared to students of SKV 

whose home language and the language of instruction at school is the same, i.e., Hindi. Despite 

the language similarity in the two domains, i.e., home and school, the positive transfer between 

Hindi and English is not evident amongst the students of NNBV. Basu finds  that the children of 

NNBV are very close to the similar structure (between dialect and Hindi) and successive 

exposure ends (as they start learning Hindi after the age of three) which helps children of NNBV 

acquire the L2, i.e., Hindi and the dissimilarity between English and Hindi is a cause for low 

proficiency in English of NNBV students. Her ethnographic investigation revealed that in the 

case of poor proficiency of SKV students in their L2, i.e., English, it is not only their being 

positioned on higher or lower points on similarity/dissimilarity continua that is significant but 

also that the macro-micro contexts in which language acquisition takes place which include 

home environment, fluency of teachers, involvement of the parents, poverty, difficult textbooks 
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and corporal punishment. Interpreting the situation with the sub-continua: majority vs. minority, 

decontextualized vs. contextualized, the findings show that NNBV students are able to master 

Hindi because in addition to  their being exposed to Hindi in school, Hindi is the majority 

language in Delhi. Hence these students get ample exposure to it outside the school whereas 

English is a majority and minority language, the former because of its prestige and latter because 

it is only spoken by a small segment of the population. In other words, limited proficiency of 

SKV students in English is also linked to the status of the languages in the wider society. 

While the study clearly showed how the use of sub-continua of media and content could 

help identify multiple causes at both micro- and- macro levels leading to asymmetrical linguistic 

relationships, the data collection scheme did not encompass real life discursive practices in and 

outside classrooms which could help show how social actors make use of the choices available to 

them in their interactions. As a result, I tend to concur with Cummin’s observation that the 

Continua needs to add a sub-continuum of ‘actors of biliteracy’ (Cummins, 2003: viii) to account 

for the ways in which social actors make use of the choices available to them.  

 

2.5.2 Broadening the empirical foci 

The recent work of Shohamy (2006) has broadened the empirical focus by offering a critical 

examination of the policy mechanisms or policy devices which encompass rules and regulations, 

language education, language tests, language in public space, ideology, myths, propaganda and 

coercion (Shohamy, 2006: 58). These mechanisms sit between ideologies and de facto language 

policies. Her key argument is that “language policy falls in the midst of… manipulations and 

battles, between language ideology and practice” (p. xv). She explains that the “real” or de facto 
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language policy is formulated through a variety of additional devices or mechanisms, beyond the 

official policies that are included in language policy and language laws. While the notion of 

mechanism or policy devices seems to offer a broader and multifaceted examination of LPP, the 

methodological guidelines for their study are few in number. Also, it is not clear whether policy 

devices should be seen separately or as being interrelated. If there exists some kind of 

relationship, one wonders how to empirically establish the links between them. While Shohamy 

recognizes the agency of the individual in appropriating, resisting, ignoring or changing policy, it 

remains largely a top-down examination of LP. However, her invitation to take into account the 

linguistic display found in workplaces, schools, stores, public signs, labels and advertisement has 

not been addressed in LPP and research in multilingual classrooms. Drawing on Landry and 

Bourhis’ (1997) notion of linguistic landscape, Shohamy (2006:110) argues that the public space 

is a mechanism that uses symbolic messages ‘to [establish] the legitimacy, relevance, priority 

and standards of languages and the people and groups they represent.’ In other words, the 

languages on display act as a mechanism to convert ideology into practice. As stated above, 

while it certainly amounts to broadening the empirical foci of LPP research, Shohamy does not 

indicate how languages on display can be investigated vis-à-vis the language practices found in a 

specific context. The current study makes an attempt to examine the relationship between the 

languages on display and the everyday language practices found in different social spaces and 

events in schools. In addition, the study particularly focuses and problematizes the role actors 

play in interpreting, appropriating, collaborating or contesting language policy. I completely 

attest to Cummin’s (2003: x) observation that while educators may work in oppressive 

conditions, they never lose the choices in the way they structure the pattern of interactions in the 

classroom. Hence, the investigation of social actors should not be viewed as dichotomous: 
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collaborating or contesting but rather looking for situated behavior in a particular space, time and 

situation with the inclusion of micro, meso and macro policy levels and socioeconomic, political, 

religious factors surrounding them.       

 

2.6 A proposed Critical Ethnographic Sociolinguistics 

To start with, Heller (2011) builds her argument for critical ethnographic sociolinguistics by 

saying that what ‘in the here and now is not’, may not be separated and assumed as constant 

from the larger schemes of social categorization and that the ‘now and the here is shifting and 

shiftable’. In other words, ‘the here and now’ is connected/linked to wider schemes of social 

categorization and social stratification and to assume it is constant can at best be an orthodoxy. 

By implication, the investigation of situated micro discourses may not be seen as an end in itself 

but rather as a means to explore the interconnectivity in discursive patterns. In other words, the 

key idea here is that by following the trajectories of conversation and of conversational 

participants, it is possible to empirically record the interconnectedness of different discourses in 

a discursive space. Therefore, it becomes important to look beyond the local and contingent 

discourses that develop over time and across space which then means looking at the 

interconnectivity of discourses and not assuming them to be constant (see Chapter 3 for details 

discussion on CES). 

Secondly, Heller argues that material conditions constrain how we make sense of things. 

Social action is tied to social structuration (Giddens, 1976) and as researchers we need to 

proceed by understanding both action and structuration to be social processes unfolding over 

time and across space, rather than conceptually and empirically distinct realms of micro- and 

macro-social phenomena. By implication, an investigation of the political economy of the social 

actors, institutions and their intersections with discursive practices is something which CES 
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promises to contribute to the existing ways of understanding languages in specific settings. In 

short, it is a materialistic approach in which language is seen as a form of capital that is 

unequally distributed and elements of which have different values in a market in which people 

participate. 

Thirdly, while CES underscores the primacy of material conditions and unfolding of 

discourse over time and space, it also acknowledges agentive spaces and the power of structures. 

The prime focus in CES is the material base/motivation for social action as seen or 

conceptualized through the notions of resource, discursive space and trajectory (Heller, 2011). 

While these notions are constantly shifting and shiftable and are very plausible in the current 

context of neoliberal economies, such ideas remain largely programmatic. In other words, Heller 

has not offered adequate methodological guidance for those who wish to study empirically the 

interconnections between political economy and real- life discursive practices.  

 

2.7 The contribution of the current study 

The current study attempts to show the interconnectivity of different discourses by broadening 

the empirical foci. It not only takes into account the microscopic examination of the classroom 

discourse but also identifies and examines other key events in the schools’ processes such as 

morning assembly and parent- teacher meetings. As has been shown in the survey of the 

literature above, scholars in LPP and research in multilingual classrooms have invariably given 

less attention to the dynamics between the social semiotics in the school environment and the 

discursive practices found in different social spaces in the school. There has also been relatively 

less attention given to the material conditions of the social actors and the broader political 

economy in shaping the actual language practices. This study will attempt to redress these 

problems/correct this imbalance.  
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Chapter 3: Post-structuralist theoretical framework and the approach of critical 
ethnographic sociolinguistics 

 

3.1 Introduction 

The aim of this chapter is to present, discuss and justify the selection of a post-structuralist 

theoretical framework and the approach of critical ethnographic sociolinguistics (CES) that the 

current study draws on. I achieve this aim by theorizing the fundamental concepts that the study 

engages with and reviewing the sociolinguistically-informed approaches to discourse as a way to 

present the case of CES. 

The main argument I pursue is that the selection of the framework and the approach is 

motivated by their relevance to the nature of inquiry and the research questions that this study 

seeks to address. 

I organize this chapter into three sections. In section 3.2, I discuss globalization and 

language teaching; in section 3.3 I present the post-structuralist perspective. In section 3.4, I 

theorize the fundamental concepts that the study engages with. In section 3.5, I present and 

discuss the sociolinguistically-informed approaches to discourse as a way to introduce and justify 

the selection of critical ethnographic sociolinguistics.    

The chapter begins with an introduction to globalization and its implication for language 

education, particularly English language education and ‘ bilingual education, conceptualized as 

national language with English (3.2) followed by a brief introduction to post-structuralist 

perspectives (3.3); it then theorizes the fundamental concepts that the study engages with: 

language, bilingualism and language use in multilingual settings (3.4), ethnolinguistic 

differences (3.4.1), education (3.4.2), legitimate language (3.4.3) and justification for using 
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Bourdieu’s theoretical framework (3.4.4). Section 3.5 then presents and discusses 

sociolinguistically-informed approaches to discourse, dealing in turn with critical ethnographic 

sociolinguistics, the reconceptualization of policy as practice (Spolsky (2007) and critical 

interpretive approaches to language practices in multilingual classrooms. This is followed by the 

justification for the selection of critical ethnographic sociolinguistics as the approach adopted for 

the current study (Section 3.6).  

 

3.2 Globalization and Language Education  

Recent studies in globalization and language education (Block and Cameron, 2002) tell us that  

globalization seems to have weakened the nation-state as an economic and political entity, 

however, the empirical evidence of language pedagogy from Japan (Kubota, 2002); England ( 

Harris, Leung and Rampton, 2002) and Canada (Heller, 2002)  suggests that the nation state 

clearly continues to exert significant influence in many areas of its inhabitants’ experience, 

including their experiences as users and learners of languages. While the findings of the research 

by the authors listed above show us, in three national settings (Japan, England and Canada) that 

national differences, particular histories and socio-economic and political processes are 

important contributors to the varying outcomes, they also illustrate that globalization has shifted 

the conditions under which language learning takes place and that some of the most significant 

changes are ‘economic’ ( Block and Cameron, 2002:5). The shift from an economy primarily 

based on manufacturing to a service-based economy in many of the countries of the global north 

and west seems to have changed not only the language choice and motivations of people for 

learning languages but has transformed the traditional ways of framing languages; language 
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education as a means of constructing a sense of national and cultural identity is now contested 

with new ways of framing languages and bilingual education as ‘commodities’ (Heller, 2002, 

2003, 2006) and ‘skills’ (Cameron, 2002) which are of value within the new globalized 

communicative order created by the internet. 

Probably the best example of the commodification of languages and bilingualism and its 

implication comes from Heller’s (2002, 2003 and 2006) work in which she has focused on both 

public and private sectors in Canada. These in-depth ethnographic studies show clearly that the 

demand for commodified bilingualism in Standard English and French forces people to view and 

acquire languages for largely socio-economic advantages as opposed to hallmark of authentic 

community promoted by the ideology of nation-state. While the demand for commodified 

bilingualism is on the rise, its distribution is unequal. In the words of Heller ‘ double 

monolingualism’- understood as multilingualism- is not equally distributed, hence, giving rise to 

‘new bilingual, even multilingual elite that marginalizes both those bilinguals whose linguistics 

resources do not conform to new norms and those who are simply monolinguals’ (2006:5)   

  The implication of globalization for language education, particularly English language 

education and bilingual education are both diverse and complex. In practice,  we see 

marketization of English language education and commodified bilingualism in which only 

English and the state-mandated language become  valuable resources or ‘skills’ (Cameron, 2002) 

valued by international corporate agencies. For instance, Krishnaswamy and Krishnaswamy 

(2006) report the differential values and framing of languages in India. In their words ‘Only 

effective communication skills in English- both spoken and written - have a market value. All 

multinational companies, corporations and outsourcing centers ask for competence in 

communication skills and everyday use of English’. The quote is reflective of the part of the 
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larger phenomenon, what Cameron (2002) calls ‘the global ideology of effective communication’ 

in which specific genre and style of speech is validated by the global organizations and corporate 

capitalists.  

The marketization of English and a particular selected national language is also reported from 

Japan. Kubota (2002) discusses the impact of globalization on language teaching in Japan. 

Kubota (2002: 27) observes that language learning and teaching in Japan has been influenced by 

the discourse of Kokusaika (internationization), the aim of which was to ‘understand people and 

culture in the international communities through various social, cultural and educational 

opportunities’ (p.16). Interestingly, this author explains that the essentialization involved in the 

discourse of Kokusaika blends both Anglicization and nationalisms: (1) ‘foreign language’ is 

‘English’; (2) the model for English should be standard North American or British varieties; (3) 

learning English leads to ‘international/intercultural understanding; (4) national identity is 

fostered through learning English and the construction of national identity is based on 

essentialized images of Japanese language and culture. Kubota (2002:28) observes that despite a 

prominent increase in the ethnic and linguistic diversity in Japan, language education pays 

insufficient attention to it. 

In short, the above review reveals that bilingual education in these settings is often 

conceptualized as the coexistence of a national language with English. The trend has transformed 

the language choice, motivation and rationale for teaching and learning languages. The ideology 

of nation-state seemed to have given way to new forms of social organization in which there is 

an increasing role of international agencies and global corporate organizations in validatating a 

specific set of languages. Three major consequences flow from these changing social/ economic 

conditions: (1) there is a wide-spread commodification of English and national languages; (2) the 
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rise of an elite class that possess the right set of valued bilingual resources; and (3) increasingly 

asymmetrical power relations between social groups with different language resources. 

 

3.3 Post-Structuralist Perspectives 

Although there may not be a simple definition of post-structuralism, its central tenet lies in its 

skeptical and critical stance towards reified notions, concepts and knowledge. Pennycook (2001: 

134) describes post-structuralism as a ‘philosophical questioning of many of the foundational 

concepts of received canons of knowledge’. By implication, knowledge is not a neutral, objective 

phenomenon to be accepted without problematizing it. Instead, it is constituted socially and 

culturally, and mediated through discursive practices. As a result, assumed established notions, 

ideas and categories are brought under empirical scrutiny, which reveals that they are produced, 

reproduced, sustained and transformed largely through discursive practices manifested in 

everyday interactions. In my view, the critical engagement with reified ideas and notions is one 

key idea behind post-structuralist thought. To highlight the ‘tacit presuppositions’ behind the 

efficacy of legitimate language in multilingual settings is one of the main aims of interpretive 

and critical paradigms in sociolinguistics.  

 In the following paragraphs, I briefly unpack my assumptions about language, 

bilingualism, language use in multilingual settings, ethnolinguistic differences and education. 
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3.4 Language, Multilingualism and Language Use in Linguistically-Diverse Settings 

The works of Martin-Jones and Heller (1996); Heller and Martin-Jones (2001) led me to 

reconceptualize language, bilingualism and language use in multilingual settings from a neutral, 

essentialist or static (and thus unproblematic) concept to a ‘resource and terrain’ perspective  that 

views the classroom as an arena for the  struggle over the reproduction of social difference and 

social inequality. I see language and bilingualism as socially, culturally and historically 

contingent. Connected to my reconceptualization of language and bilingualism, I see linguistic 

practices as central to struggles over controlling the production and distribution of resources and 

over legitimizing relations of power (Heller and Martin-Jones, 2001: 2). In other words, the 

issues of multilingual education are not the issues of linguistic proficiency per se; they are about 

debates over controlling resources. Based on my firsthand experiences of being an English 

language teacher in a post-colonial context, I agree with Heller and Martin-Jones’ observation 

that by exercising control over linguistic resources, educational institutions (and the dominant 

social groups who organise and control them) regulate access to other resources and legitimize 

the social order that permits them to do so by masking (that is naturalizing) their ability to do so.   

 

3.4.1 Ethnolinguistic Difference  

I view ethnolinguistic differences as largely socio-political differences. They are constructed and 

sustained mainly through legitimizing certain linguistic practices in multilingual settings. In 

many contexts they function as a smokescreen hiding politico-economic inequalities among 

different groups. As Heller and Martin-Jones (2001) note, ‘Difference is a resource for 



48 

constructing, leveling, contesting and blurring boundaries in order to maintain, contest, or 

modify relations of power’. 

 Although the usual explanation of ethnolinguistic difference sees it in terms of a cultural 

differences model, I do not find the explanation adequate because they do not take into account 

the ways in which institutionally organized relations of power constrain what happens in 

interaction and also the fact that difference may not be the result of separate experience. I hold 

that differences are primarily the result of socially constructed boundaries.  

 

3.4.2 Education 

Following Bourdieu and Passeron (1977), cited in Heller and Martin-Jones (2001:6), I 

understand education as a ‘key site because of its possibilities for the construction and 

application of processes of symbolic domination’. The authors explain that symbolic domination 

works because ‘it masks its concrete sources’ and ‘appears not to work by convincing all 

participants in an activity that the rules defined by one group are natural, normal, universal and 

objective, and that it is in everyone’s interest to accept those rules’ (Ibid). Bourdieu and 

Passeron’s view of education destabilizes the traditional notion of education as an objective 

egalitarian practice. It also throws light on its potential for appropriating certain discourses and 

giving the impression of neutrality—a common- sense covering up of the processes of 

development of differential power among actors. It also shows that the power of education lies 

not only in the construction and application of symbolic domination but also in its capacity to 

make things appear not to work and work at the same time. It works because it hides the actual 

reasons of domination and as it hides the actual reasons, it seems not to work.  As Heller and 
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Martin-Jones (2001:6) rightly maintain: ‘One of the objectives of education is to construct 

hegemonic discourses and to ensure their acceptance’ i.e. to convince participants that the 

discursive practice in educational settings is ‘ normal’, ‘universal and objective’ and is in the 

interest of all. In reality education systems often serve the interests of dominant groups. In this 

sense, education is deeply connected to the social and political order of institutions and 

communities.    

 

3.4.3 Legitimate Language 

Bourdieu (1977) formulates the notion of legitimate language in the economics of linguistic 

exchange:  

…we can state the characteristics which legitimate discourse must fulfill, the tacit 

presuppositions of its efficacy: it is uttered by a legitimate speaker, i.e. by the appropriate 

person, as opposed to the imposter (religious language/priest, poetry/poet etc.); it is 

uttered in a legitimate situation, i.e. on the appropriate market (as opposed to insane 

discourse, e.g. a surrealist poem read in the Stock Exchange) and addressed to a 

legitimate receiver; it is formulated in the legitimate phonological and syntactic forms 

(what linguists call grammaticalness), except when transgressing these norms is part of 

the legitimate definition of the legitimate producer (p. 650). 

Bourdieu points out the key elements of legitimate language i.e. legitimate speakers, 

legitimate situations, legitimate receivers, legitimate linguistic forms and the market. What is 

perhaps a key phrase in the quote is that of 'tacit presupposition’ which often goes unchallenged 

and plays an important role in making a certain language legitimate and others illegitimate. The 
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quote also shows the importance of going beyond the analysis of internal linguistics, to see its 

link in the social norms and power relationships that endow the speaker and listener with 

legitimacy. Bourdieu (1979:650) mentions that the search for such presuppositions should start 

with schools, ‘…. starting with schools, which impose the legitimate forms of discourse and the 

idea that a discourse should be recognized if and only if it conforms to the legitimate norms’.  

Bourdieu (1991: 45) elucidates the notion of legitimate language in a larger context thus:  

to speak of the language, without further specification, as linguists do, is tacitly to accept 

the official definition of the official language of a political unit. This language is the one 

which, within the territorial limits of that unit, imposes itself on the whole population as 

the only legitimate language….. produced by authors who have the authority to write, 

fixed and codified by grammarians and teachers who are also charged with the task of 

inculcating its mastery, the language is a code, in the sense of a cipher enabling 

equivalence to be established between sounds and meanings, but also in the sense of 

systems of norms regulating linguistic norms.  

In the quote above, Bourdieu highlights the ways in which a language is made legitimate. 

It is done in a top-down manner - ‘imposed’ - and people are invested with power to make 

language legitimate by performing certain tasks such as codifying and writing grammar. While 

Bourdieu does highlight the importance of ideology and political power invested in legitimizing 

certain discourses, he downplays the significant roles played by actors occupying different social 

positions in interpreting top-down policy in their own interests with respect to their everyday 

institutional lives. By implication it is not the particular form of language which is legitimate but 

the existence of an institution which defines the conditions (place, time, agents) that must be 
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fulfilled for the language to be called legitimate. Despite this shortcoming, in my view one of the 

strengths of the framework is its potential in theorizing discursive practices in multilingual 

settings. 

 

3.4.4 Justification for using Bourdieu’s theoretical framework  

My research questions are primarily social questions as outlined in chapter 1. They deal with 

everyday communication practices in specific institutions. The implicit consideration behind 

them is that (1) everyday communication is more consequential than previously imagined 

(Berger and Luckman 1966; Giddens 1976, 1984 cited in Rampton, 2012:1); (2) social actors are 

never powerless, they have choices in the ways they structure the pattern of interactions in 

specific social spaces and events (Cummins, 2003); (3) power lies in each of us and our 

immediate personal and social relations, as well as in institutional formations (Street, 1996:13); 

(4) at the ontological level, my research questions subscribe to the view that reality is more 

fragmented, less coherent and less predictable than we used to think ( Rampton, 2012: 1). 

The key question that this thesis aims to address is how and why certain discursive 

practices are legitimized while others are not. In order to answer my research questions, I have 

chosen to use the concept of legitimate language to investigate the role of language in 

multilingual educational contexts because this idea allows me to not only examine how certain 

discursive practices are considered normal, taken-for-granted, objective and neutral, but also the 

development of power relationships among social actors occupying different social positions in 

society. The notion also helps me examine the presuppositions and rationales for making certain 

discursive practices legitimate. The concept of legitimate language primarily allows me to find 
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ways of ‘mapping micro and macro relations’ (Pennycook, 2001:5). I have selected the concept 

of legitimate language also because I think this will not give my work an appearance that Corson 

(2000:415) describes as 'exclusive and inward looking'. As I have examined studies employing 

this framework, I am quite certain about its comprehensibility for academics in Pakistan. The 

third rationale is that Bourdieu's theoretical model looks at the different types of relations to the 

world that different social groups possess. These relations are embedded in different sets of 

dispositions and attitudes towards the material world and towards other people, which means that 

many of these relations go well beyond "what can be said in natural language”’ (Corson, 

2000:412). Corson explains that linguistic investigation can be more meaningful and complete 

by addressing the wider context of socio-economic and political issues that affect it. I find it the 

most appropriate model to guide my work because it helps me address the socio-political issues 

that impact language-in-education. In fact, according to Robbins (Robbins,1999:427), 

'Bourdieu's main objection was to the way in which linguists and then anthropology had 

generated conceptual systems that had lost touch with the phenomena which they purported to 

explain. In other words, Bourdieu's framework stresses knowledge construction through the 

primary experiences of real people.  

The other alternative models that I have reviewed do not allow me the scope and breadth 

of examining issues which are important for my work; such as wider socio-economic inequality, 

the legitimization of particular languages in schools as well as their relationship with wider 

economic and social aspects. Corson (2000:417) argues that in theorizing literacy education, we 

are stepping resolutely into the ontological minefield that is the real world of human social 

interaction—a world that includes, at the very least, the needs, values and interests of the 

students receiving that literacy education. Corson explains that if we confine ourselves to 
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working from an epistemology that has its roots only in linguistics, rather than from all the other 

areas mentioned above (and more), then we risk trampling on the needs, values, and interests of 

the very students we hope to serve. What Corson emphasizes here again is the need for 

interdisciplinarity as an approach to addressing the issues facing real people. In other words, 

Corson is arguing for an open system of knowledge creation in which the researcher does not 

lose touch with the real people in situations that in this context comprise teachers, parents and 

school managers. 

In short, the post-structuralist viewpoint allows me to shift my focus from discovering an 

objective reality or ‘truth’ to examine its constitution at the intersection of socio-economic and 

political arenas. I do not see a one-to-one relationship between social categories, social 

inequality and interaction in education. Instead, these relations are mediated and produced in 

institutions that are fundamentally about producing and distributing different kinds of resources. 

While I draw on Bourdieu’s theoretical framework, I am aware of its limitations in terms 

of seeing power as mainly negative and oppressive. While it is concerned with the relationships 

between everyday practices and socio-historical and economic conditions which shape them, 

there is little accounting for how these day- to- day practices come about (Street, 1996; Heller, 

1999) address this shortcoming by taking an interdisciplinary approach discussed in section 3.5. 

In this next section, I provide a brief overview of the empirical foci and methods employed in 

sociolinguistically-informed approaches to discourse as a way to contextualize my discussion on 

the selection of critical ethnographic sociolinguistics as an approach.   
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3.5.2 Sociolinguistically-informed approaches to discourse 

Hornberger (1995) traces the intersecting influences of different kinds of interpretive work 

(ethnography of communication, interactional sociolinguistics and sociolinguistic micro-

ethnography) on research in multilingual classrooms. Hornberger (1995: 245) calls these 

different kind of approaches ‘sociolinguistically- informed approaches’. 

  Whereas interactional sociolinguistics, ethnography of communication and 

microethnography share the common assumption that “the meaning, structure and use of 

languages are socially and culturally situated and relative”, (Hornberger, 1995:240) they differ in 

terms of their focuses and methods. Interactional sociolinguistics investigates the actual process 

of communicative interaction, primarily in instances of inter-ethnic communication, while the 

ethnography of communication focuses on the description of the components of communicative 

events and the interpretations of their meaning to participants within a particular culture. 

Microethnography focuses on “particular cultural scenes within the key institutional settings” 

(Hornberger, 1995:243). Methodologically, interactional sociolinguistics makes greater use of 

audio-recorded verbal interaction for analysis, and an important aspect of its methodology is to 

play back to the participant these recordings and elicit a joint interpretation of what was 

happening in a particular interaction. The ethnography of communication discovers a relevant 

frame or contexts, identifies the items which contrast within it and determines the dimensions of 

contrast for the items within the set so defined (Hymes, 1968: 103). Perhaps more importantly, it 

looks for levels of analysis for uncovering both the frames or context and the items within the 

frames from smaller to larger. Microethnography combines ‘participation observation’ with 

detailed analysis of audiovisual records of naturally occurring interaction in key scenes in 

people’s lives’ (Erickson and Mohatt, 1982:137) 
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 While the approaches outlined above differ in terms of empirical foci and methods, they 

share a common interest or emphasis on close and rich analysis of discourse in context 

(Hornberger, 1995: 236). The examination remains focused on situated discourse and the 

analysis is informed by critical perspectives on the role of discourse in reproducing or creating 

alternatives to dominant social structures and ideologies. They explore ways in which different 

languages or language varieties are ratified by use in schools and what, if any,  are the 

consequences for the speakers of different languages; for their learning and educational 

opportunities and for the future of certain languages 

 

3.5.1 Conceptualizing Critical Ethnographic Sociolinguistics (CES) 

Describing what ‘critical’ means, Heller (2011: 11) notes that ‘the concern for what social 

process means for social difference and social inequality is at the heart of what I mean by 

critical’ .  In other words, understanding social processes is the subject matter of CES. She notes 

that describing, understanding and explaining the relations of social difference and social 

inequality is what being ‘critical’ means.   

The conception of ethnography in CES is about discovering how language works as a 

situated social practice and how it is tied to social organization especially to current political 

economy. CES argues that while the description of what is going on is an important ethnographic 

commitment, it should not stop there. It should explain ‘why things happen the way they do’ 

(Heller, 2011:42). Drawing on Giddens (1984), Heller (2011) argues that there is no such thing as 

a bounded whole. There are only processes which link together across space and time. There are 

boundaries which are socially constructed, and need to be described and analyzed. 
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CES examines what actors do with linguistic resources that circulate through social 

spaces and networks. It particularly examines how mobilizing linguistic resources is part of the 

other form of social action contributing to the construction of linguistic ideologies. In this view 

of sociolinguistics, language is not an autonomous system and ethnolinguistic categories are not 

natural and they are not based on immutable cultural differences among groups. Such a view of 

sociolinguistics primarily focuses on the examination of the daily processes and practices. In 

other words, the function of the sociolinguistics is to link agency and structuration empirically. 

(Heller, 2011:49) 

 

3.5 Language Practices as Policy 

As shown in chapter two, the dominant analytical approach in the socio-anthropological study of 

LPP was to examine language practices in comparison with the policy documents. However, it 

was suggested by Spolsky (2004, 2007) that practices themselves constitute policy. As Spolsky 

notes (2007:3) ‘they [practices] constitute a policy to the extent that they are regular and 

predictable…describing them is the task of a sociolinguistic study’ (2007:3). By implication 

policy lies within practices which adds a new dimension in LPP research. In order to study 

practices, Spolsky proposes a model (2004, 2007, 2008) that takes into account the “explicit and 

observable effort by someone or some group named as ‘managers’” (2007:5) as well as the 

practices of individuals.  As Spolsky notes (2008:4), ‘language policy has three interrelated but 

independently describable components—practice, beliefs, and management’. 

His model draws on Fishman’s (1972) generalizations of the domain and proposes three 

interrelated but independently describable components of LPP: practice, beliefs (or ideology) and 
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management.  Spolsky (2004, 2007, 2008) informs us that there are two main underlying 

assumptions behind the model: A) policy is essentially a social phenomenon; B) language policy 

has three interrelated but independently described components: practices, beliefs and 

management. 

The key argument by Spolsky (2007:1-14 2009: 1-9) is that each domain has its own 

policy with features controlled internally, and also by others under the influence or control of 

external forces, and that the regular choices made by an individual are determined by his or her 

understanding of the language choices appropriate to the domain. In other words, all three 

components account for language choices. In Spolsky’s view, the strongest of the three 

components is the language practices because without this there is no available model of 

language to learn.  As a result, we note that the preoccupation with the study of language 

practices takes primacy in recent LPP endeavors. Spolsky and Shohamy (2000:1) elucidate the 

concept of practice which they describe as ‘the implicit rules that seem to underlie the language 

of a defined community.’ In the words of Spolsky and Shohamy, ‘it is necessary to distinguish 

between the language practices of a speech community—its habitual pattern of selecting among 

the varieties that make up its linguistic repertoire and any specific effort to modify or influence 

that practice by the formulation of specific language policies.’ The quote clearly shows that 

deducing the implicit rules governing the language choice is the central task of LPP and the 

guiding questions for policy research are ‘Who plans What, for Whom, Why and How’ ( Spolsky  

and Shohamy, 2000:5).  
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3.5.3. Critical Interpretive Approaches to Multilin gual Classroom Interaction 

The focus on examining classroom interactional practices and exploring their links with 

the wider socioeconomic arena has been the hallmark of studies commonly known as the critical 

interpretive research in multilingual classrooms, established by a series of influential 

publications by Martin-Jones and Heller (1996), Heller and Martin-Jones (2001) and Martin-

Jones (2007). It is important to highlight the difference between the two strands of research, i.e., 

the approach proposed by Spolsky (2004, 2007) and Shohamy(2006) and the one by Martin- 

Jones and  Heller (1996) and Heller and Martin-Jones(2001) 

Bonacina (2010) notes that one of the major differences between the study of language 

practice proposed by Spolsky and Shohamy and that by Heller and Martin-Jones is that  while 

the former accounts for language choice patterns with regard to policy within the interaction by 

‘deducible, implicit rules that seem to underlie the language use of a defined community’ 

(Spolsky and Shohamy, 2000:2) the latter accounts for language choice outside the interaction 

with a clear emphasis on exploring links between micro and macro policy. Other than this, there 

is also dissimilarity between the two in their theoretical and methodological perspectives. The 

former is rooted in an ecological model proposed by Haugen (1983: 27) and the seminal works 

of Fishman (1972) which correlate social structures and situations with linguistic repertoires. On 

the other hand, the latter explicitly draws on ethnography of communication (Hymes, 1974), 

ethnomethodology and conversation analysis (Garfinkel, 1972; Sacks et al., 1974), interactional 

sociolinguistics (Gumperz, 1982) and micro-ethnography (Erickson & Shultz, 1982), and uses a 

post-structuralist framework, namely Bourdieu (1991), to inform the studies. 
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I now analyze some recent empirical studies in the tradition of critical interpretive 

classroom research to show the emphases and the less explored areas in this tradition. 

For example, Martin’s (2005) study of two classrooms in two rural schools shows how 

teachers and learners implement a macro language policy in two micro contexts situated in North 

Borneo (East Malaysia).  The communities living here are a minority in Malaysia and the 

languages of wider communication in the area are Kelabit and Saben.  ‘The study purposefully 

gives emphasis to the actual language practices in the schools, as many studies that purport to 

consider policy and practice together actually give pre-eminence to the former and neglect the 

latter’ ( Martin, 2005: 94). Classroom language practices in two rural Malaysian schools were 

audio-recorded, transcribed and analyzed through critical discourse analysis, and intersections 

between the interactional practices of the classrooms and the wider policy context were explored 

with national and global levels as well as the local one. The findings show that there existed a 

tension in both local and national contexts. In education and literacy (including electronic 

literacy), English and Malay predominate whereas the languages of ethnic Kelabit and Saben are 

relegated to also-rans (Martin, 2005: 94)  

More or less the same approach is followed in   Li Wei and Martin, (2009), Rashka et al, 

(2009), Tien, (2009) and Li Wei and Wu, (2009). For instance, Rashka et al. (2009) focus on 

code switching as a strategy employed by teachers in their EFL classrooms in two commercial 

bushibans or cram schools in Taipei. Two classes, one from each cram school, were selected for 

detailed observation followed by detailed interviews with teachers and students. The transcribed 

material was then analyzed for patterns of code switching. The findings of Rashka et al show that 

the constraints on code switching seem to be managed by a policy dictated by external forces and 

its value is not acknowledged. While the links between code switching found in the classrooms, 
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institutional policy and larger commercial ELT discourse of English-only is clearly illustrated, 

the study seems to restrict itself to the investigation of classrooms and interviews with social 

actors. Hence, it does not offer a comprehensive account of code switching and its significance in 

the society at large.  

The preoccupation with classroom interactional patterns and language practice with little 

attention to languages written in the school environment can be seen in two doctoral research 

projects reviewed here: Bonacina (2010) and Chimbutane (2009). 

Bonacina (2010) looks at the monolingual educational program for newly arrived migrant 

children in France. Drawing on Spolsky’s (2004) conceptualization of policy as text at the level 

of “language management”, discourse at the level of “language belief” and practice at the level 

of “practices”, Bonacina argues that language policy can be interactionally constructed in 

practice, hence she prefers to call it a ‘practiced language policy’ (2012: 217) and uses 

conversation analysis to operationalize the idea in a set of audio-recorded data.  The study 

reveals the policy within the practice by showing that speakers draw on a set of implicit rules 

that they have deduced from their observation of patterns of language use (Bonacina, 2012: 230). 

The empirical focus remains on a close study of real-life interaction in classrooms, and 

interaction by itself is taken as policy as opposed to a policy document or competing discourses 

of policy. 

Chimbutane (2009) looks at the purpose and value attributed to bilingual education by 

participants in two schools in Mozambique. Drawing on epistemic perspectives of linguistic 

ethnography and critical, interpretive approaches to bilingual education, he focuses on the 

analysis of the relationships between discourse practices in bilingual classrooms and 
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institutional, local and societal discourses on multilingualism and multiculturalism. The account 

draws  on a combination of different data sources and analytical perspectives such as participant 

observation of the classrooms, and interviews with different stakeholders followed by discourse 

analysis of the audio-recorded discursive practices. The key epistemological site remains mainly 

the classroom discourse.  

While these studies in classrooms in multilingual schools have given practical examples 

of linking practices with policy in different contexts, their examination of classroom discourses 

do not take into account other potential sources of language and semiotic practices and  in the 

school environment. Moreover, the work of Bonaciana (2010) does not tend to give importance 

to material conditions of the social actors and the role of the wider political economy that shapes 

the responses of social actors to language practices in complex ways. 

  

3.5.4 Ideologies indexed in everyday classroom language practices 

I need to briefly mention here a body of scholarship whose preoccupation was with ideology. 

This preoccupation was either on the basis of context, i.e., schools, the work place, the courts, 

etc. or of topic, i.e., education, accent discrimination, research methodology , etc. (Ricento, 

2000: 205). This body of scholarship is exemplified in the works of researchers such as 

Canagarajah, (2000); Jaffe, (1999), Davis, (1999); Freeman, (1998, 2004); Ricento and 

Hornberger, (1996). According to Ricento (2000: 204), these scholars, often associated with 

postmodern theoretical approaches have offered more nuanced, contextualized and historical 

descriptions of events and practices.’ Hornberger (2006:34) notes that these contributions called 

for greater attention to the role of human agency and in particular bottom-up agency in LPP.  As 
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Ricento observes (2000:205) ‘in this approach individual agency—and not impersonal 

ideological forces—is the locus of analysis’ which goes to show the scholars do not assume 

social actors as passive recipients of policy. The works of Canagarjah (1995, 2000), Heller 

(1999) and Jaffe (1999) could be taken as the most representative of this approach to LPP where 

ideologies have been shown in the everyday language practices in Jaffna, French Ontario and in 

Corsican classrooms.  

 

3.6 Justification for the selection of the approach adopted in this study 

The principal justification for the selection of CES is that it allows me to answer my research 

questions that do not assume permanence of traditional discourses, roles of actors and policy. I 

find CES particularly useful as it is focused on examining the political economy and its link with 

the everyday discursive practices in multilingual settings.  It does not consider the investigation 

of situated microdiscourses as an end itself but rather as a means to explore the interconnectivity 

in discursive patterns. Perhaps more importantly, it rightly argues that the- now- and- the- here is 

shifting and shiftable. In my study, I find a clear shift in multilingual urban elites’ orientation 

towards languages concurrent with the rise of global enterprise in Pakistani society. They seem to 

give little importance to old nationalistic discourses and sentimental associations with languages. 

I see the urban elites as taking an extremely materialistic view of languages with the changing 

labor market conditions in Pakistan. In short, while CES as an approach shares the basic 

principles and methods with other sociolinguistically informed approaches to discourse, its 

explicit emphasis on taking a materialist approach to the problems of languages in institutions is 

its niche and the central reason for its selection in the current study.  
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Chapter 4: Pakistan: Sociolinguistic profile and overview of colonial and post-colonial 

language-in-education policy and research. 

Overview 

The existing accounts on the history and current language-in-education policies in Pakistan given 

by the government (National Education Policy, 2009), international bodies and independent 

researchers in the country are mostly based on large- scale, survey-based research methods. 

These accounts show pervasive inequalities in education in Pakistan in terms of differentiated 

available options of education for different ethnolinguistic groups in the country. They bring out 

variant material conditions, student-teacher ratios, gender literacy rates and professional 

qualifications of teachers. In short, differences are shown in terms of ‘context, development, 

content and media’ (Hornberger, 1989).  

I argue these are superficial accounts primarily because of the explanatory limitations in 

large- scale, survey-based research methods. They lack specificity and they do not engage with 

everyday language/literacy practices in institutions. As a result, they fail to capture the 

indigenous experiences, meanings and cultural variations. Perhaps more importantly, they take 

the complex role of social actors in languages/literacy practices for granted.  

The aim of this chapter is to engage critically with the major perspectives and empirical 

studies on the historical development of language-in-education policy in Pakistan. In order to 

achieve the aim, I review selected studies on colonial and post-colonial language-in-education 

policies with a particular focus on the methods employed in these studies. To limit the length of 

this chapter, I will not consider the scholarship produced in the former East Pakistan, the present 

day Bangladesh. 
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I organize the chapter into three sections:  In Section 4.1, I present the location, demography and 

sociolinguistic profile of Pakistan followed by a discussion on the sociolinguistic profile of 

Pakistan. In Section 4.2, I examine the research methods and analyses of selected works on 

colonial language-in-education policy within India: Viswanathan (1989), Phillipson (1992), 

Pennycook (1994), Brutt-Griffler (2000) and relate them to the recent scholarship on language 

policy in education of British India and post-colonial Pakistan: Annamalai (2005), Durrani 

(2012), Mohanty (2006) Khubchandani (2008). In Section 4.3, I closely analyze the research 

methods, in particular the survey tools in selected key empirical studies on language policy, in 

post-colonial Pakistan. 

 

4.1 Location and Demography  

Pakistan, officially the Islamic Republic of Pakistan, borders the Arabian Sea, between India on 

the east,  Iran and Afghanistan on the west and China in the north (see Map 1 in Appendix 1). 

The country has a total area of 796,096 square kilometers and a population of 176 million 

(in 2011) according to the Population Census Organization (PCO), a body of the government of 

Pakistan. The PCO- estimated population of Pakistan differs from the estimates given by 

international agencies such as The World Bank (185 million) and the United Nations 

Development Programme (164.6 million). Pakistan comprises seven administrative units: 

Khyber Pakhtunkhwa, Punjab, Sindh, Balochistan, Azad Kashmir, Gilgit-Baltistan and Federally 

Administered Tribal Areas (FATA) (PCO, 2011). The capital is Islamabad. 
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4.1.1 Sociolinguistic Profile of Pakistan 

As stated in chapter 1, the sixteenth edition of Ethnologue, Lewis, (2009) lists seventy-two 

languages for Pakistan. I now discuss the reliability of Ethnologue data in the context of 

Pakistan. Out of seventy-two entries for languages in Pakistan, twenty-five entries have no 

source of information at all. Particularly, the following Pakistani languages are reported from 

published sources: Aer , Goaria , Ghera , Gurgula , Jandavra , Sindhi Bhil , Parkari Koli , Bhaya , 

Vaghri . In fact many of them are reported in an unpublished report by Jaffery (1999). This 

means there might be many more languages in Pakistan that are not documented in Ethnologue.   

For the entries which have source-years, the distribution of entries over the decades is as 

follows: seven entries in 1980s, thirty-seven in 1990s, twenty in 2000 whereas eight are marked 

‘no estimate available’. The earliest entry is dated 1981 while the latest with just one entry was 

made in 2007, thus reflecting the obsoleteness of the data. 

The evidence of field work is largely restricted to northern Pakistan and is dated: 

Languages of Kohistan (Rensch, Decker and Hallberg, 1992); languages of the Northern Area 

(Backstrom and Radloff, 1992); Hindko and Gujari (Rensch, Decker and Hallberg, 1992); 

Pashto, (Waneci, Ormuri, Hallberg, 1992), and languages of Chitral, Decker (1992).  

The remaining complex sociolinguistic data of the country seem to have been inferred 

from published sources. In addition, I found inconsistencies between the data and the source of 

information. For the entry relating to Bagri, the given source date is 2011. This was, an SIL 

study carried out in Rajisthan, Punjab and Haryana in India whereas the data shown has been 

carried forward from the previous editions of Ethnologue. This is one of many such cases where 

there is a mismatch between the source data and the data presented. Some of the following 
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entries can be taken as further evidence of this: Eastern Balochi, Balti , Bateri  and Brahui . I also 

found inconsistency in the number of sources for entries that have sources. Out of forty-seven 

entries with sources, seventeen have a single source of information, nine have two sources and 

the remaining twenty-one have a range of sources from three to fifteen.  

The examination above raises questions on the validity of Ethnologue data. The poor 

reliability of Ethnologue data also has been documented by Cambell and Grondona (2008),  

Hammarstrom (2005, 2012), and Blench & Dendo (2000). The common observations about 

Ethnologue are that the information is dated; there is strong evidence of over- and under-

reporting, inconsistencies in information and an extremely weak system of classification. More 

serious issues raised in these reviews relate to the definition of language used by Ethnologue, and 

the unacknowledged complexity involved in the implementation of the laid- out criteria for 

distinguishing between language and dialect.    

Of relevance to me here is the estimated population of speakers of first languages in 

Pakistan shown in Ethnologue. The primary source of these figures is Pakistan’s national census 

which quite clearly is not conducted on a regular basis; the latest data available is from the 

census of 2001. The other aspect is that the questionnaire used in the census for gathering data is 

not accessible to the public at any forum as a result of which it is difficult to determine whether 

the tool had a section on languages or not. Assuming it did have a section on languages, it still 

remains necessary to examine the manner in which  questions were worded, asked, interpreted 

and filled out as these have an impact on the results particularly in a context where the claimed 

rate of literacy is about 57 percent (Economic Survey of Pakistan, 2010:145). The poor 

infrastructure and volatile political conditions make the administration of the tool challenging. 

As I had no access to the tool, I conducted informal discussions with two senior residents to 
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understand their lived experiences vis-à-vis their participation in the national census of Pakistan. 

[Ahmed and Ali, 10 August, 2012]. The respondents confirmed that the national census survey 

contains a single question on the mother tongue. However, they also pointed out that in many 

cases the mother tongue is assessed/inferred from the ethnicities of people. The respondents 

reported that the political interference of government, political groups, bureaucracy and gender 

issues (men reporting on behalf of women) raises serious questions on the validity of such 

claims. Both the respondents share the view that as the allocation of national resources and 

assembly membership at the national and provincial levels are mainly decided on the basis of 

population, the national survey in Pakistan has often become a political exercise and may not be 

treated as valid. Perhaps a very telling case about the validity of the Pakistani national census is 

the gap in population estimates reported by government and international agencies. For the year 

2010, the gap in the population estimates of the government and international agencies was 

sixteen million. The government of Pakistan reported population estimates (Government of 

Pakistan) as 169 million whereas UN population estimates for Pakistan in the same year was 185 

million. Furthermore, the number of Urdu speakers (7.57 million) has not changed from the first 

census of the year 1951 (Source: Census 1951) to 2001 (Source: Census 2001).  

 

4.1.2 Discussion on the sociolinguistic profile of Pakistan 

The available sociolinguistic profiles of Pakistan (Rahman, 2010; Mansoor, 2003; Coleman and 

Capstick, 2012) have largely made use of national census data and have taken into consideration 

the reported number of speakers as the sole criteria for labeling languages as major or minor. In 

other words, following the logic of numeracy without attending to internal variations in the 

languages, as well as regional and social variations in them, languages are categorized as major 
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and minor languages. The census data are often misused by charged political factions to provoke 

ethnic violence in the country. To take an example, Coleman and Capstick (2012: 13) note that 

‘for complex historical reasons, the national language of Pakistan is the mother tongue of a small 

minority of the population’.  Urdu may or may not be rightly claimed as the mother tongue of 7.5 

percent of the Pakistani population, considering its diffusion in Pakistani society particularly 

within its urban and educated classes. Also, considering the rich tradition of Urdu literature 

produced in the Punjab and the everyday use of Urdu by people of that province, it would be no 

surprise if Urdu is claimed as the mother tongue of a large number of urban families in the 

Punjab and elsewhere in the country. Apart from objectifying the very notion of mother tongue, 

discourse on the language and number of speakers is deeply entrenched in the works of scholars 

in Pakistan. It tends to assume a one-to-one link between two entities:  ‘language’ and ‘people’: 

both of them are said to possess similarity and homogeneity. By this logic we are forced to 

believe that all speakers of Punjabi speak Punjabi, no matter whether they identify themselves 

with this language or not. Whether or not the language has undergone changes in recent decades, 

the experts still identify them with Punjabi. As a result, ‘crucial differences within the group of 

speakers [are], like in language, obliterated: the group of speakers could in some way or another 

be qualified as “speakers of language X”, even if their internal differences were so massive and 

fundamental that any reference to commonness and sharedness would be empirically 

unsustainable’ (Hymes 1968; Rampton 1998 cited in Blommaert, 2005: 391). Contrary to the 

‘idealized notion of language and society’ (Blommaert, 2005: 391), we are informed by the rich 

research tradition of ethnographic sociolinguistic paradigms that the use of languages vary along 

different social parameters and that linguistic repertoire of the people are ‘truncated’ 

(Blommaert, 2011).  
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On the contrary, English is still shown as a bounded entity in the official rhetoric 

claiming it as the official language of Pakistan with a promise of replacing it with Urdu in the 

next fifteen years (Article 25, Constitution of Pakistan, 1973). The academic discourse around 

English language has also seen it and other languages portrayed as what Blommaert (2005: 391) 

calls ‘monolithic, uniform and homogenistic’. Describing the role of English in Pakistan, 

Coleman and Capstick (2012:15) note that ‘it is the language of government, the military and 

higher education. It is the language of power and prestige of an elite class that has dominated the 

country since independence’. Similar idealized notions of English come from other scholars such 

as Rahman (2002) who notes that ‘it [English] is the most empowering language in Pakistan’. 

Apart from essentializing tendencies, which obscure important processes of change that 

languages register when they come in contact with other languages, such scholarship remains 

restricted to seeing languages as permanent objects without internal differences. It can be argued 

that while English may have been the language of colonizers, it has mixed with local languages 

and must have emerged with new characteristics, i.e., it must have registered changes and 

variations in the use of these varieties. Unfortunately scholarly works on English language in 

Pakistan have not moved beyond the rhetoric that English is the language of power spoken by 

imaginary elites.  

 To sum up, accounts of the existing sociolinguistic profile of Pakistan is based on very 

dated and essentialised sources of information. It relies on folk conceptions of languages, 

ignoring important processes of language change, prestige, variety, register, stylistics, generic, 

and channel-related variety.  

I now will examine the perspectives on colonial language-in-education policy with a focus on the 

methods of investigation and then link the findings with recent scholarship.  
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4.2 Colonial Language Policy 

Viswanathan (1989) offers the most comprehensive account of the adoption of the content of 

English literary education to the administrative and political imperatives of British rule. She 

explores the relationship between institutionalization of English in India and the exercise of 

colonial power manifested in the process of curricular selection. Drawing on Gramsci’s (n.d.) 

writings on the relations of culture and power, Viswanathan’s central argument is that the 

introduction of English in the Indian curriculum is the manifestation or representation of 

embattled responses to historical and political pressure and tensions between the East India 

Company and the English parliament, between parliament and missionaries, and between the 

East India Company and the Indian elite classes (Viswanathan, 1989:10). Based on an in-depth 

examination of archival sources of British India’s educational policies, she explains that certain 

humanistic functions were attributed to English literature and that it was largely turned into an 

ideological instrument in which it was linked with ‘proper development of character’ or 

‘civilizing the natives’ (p.24). The aim was focused on ‘raising’ the Indians to the intellectual 

level of the British which then helped constitute the power asymmetry between the colonizer and 

the colonized. Viswanathan (1989) claims that the primary motive was to control and dominate, 

whether it was the Orientalist faction arguing for training British administrators and civil 

servants, learning the local languages and cultures or Anglicist factions advocating the spread of 

English language and culture.  

While the historical accounts and arguments presented in the work appear plausible in the 

face of strong documentary evidence, the researcher’s focus was on examining the textual 

manifestation of curriculum changes.  
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Phillipson’s (1992) account of language-in-education policy in India is quite dated now; 

however, it is still the popular account of colonial education policy in Pakistan. For instance 

Mustafa (2011) draws her arguments from Phillipson (1992) who weaves grand narratives of 

imaginary core and peripheral countries resting on the assumptions that English learning has 

served the interests of the receiving countries and the donors and which then has contributed to 

perpetuate North-South inequality (Phillipson, 1992:1). The complex colonial educational 

language policy and practices have been simplified and linked to abstract imperialistic designs of 

imaginary core countries. The core countries are shown as perpetrators and the periphery 

countries as innocent victims. The evidence for such links has been largely gathered from the 

idiosyncratic interpretations of the works of other scholars and reports of different agencies. At 

best, the work offers some insight into colonial language-in-education policy of India with little 

empirical evidence.  

Pennycook (1994) adds a valuable metaphor: that of a ‘swinging pendulum’  (Pennycook, 

1994:78) to signify the fact that both the Anglicist and Orientalist factions of the colonial regime 

were two sides of the colonial coin with a common denominator of control and domination of the 

local population. He rightly suggests that the British language-in-education policy should not be 

seen as the victory of one camp over the other but that there were competing discourses that 

operated/existed in British educational polices for its colonies. Drawing on historical accounts, 

policy documents and particularly the work of Viswanathan (1989), he argues that colonial 

education policies were significant not only because of the spread of English that they brought 

about but also because of the increase in studies of English that they produced (Pennycook, 

2004: 6). The key method employed by the researcher is the discourse analysis of written 

documents, Macaulay’s minute of 2 February 1835, reports produced by different governmental 
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organizations and other empirical studies on colonial language policy in India and elsewhere. 

The conclusion he draws is that educational policies of the British in colonial times must be seen 

in the context of the economic and political interests of colonialism and as part of the shifting 

discourses on colonialism (1994:82).  

Brutt-Griffler (2002) shows the inadequacy of the theory of linguistic imperialism 

(Phillipson, 1992) in accounting for the complex linguistic processes by which English has 

spread and argues that the locus of language is the speech community rather than geographical 

territory ( Brutt-Griffler, 2002:11). She rightly asserts that the specific school community should 

be seen as one unit of analysis for the investigation of language policy and practices. It is a 

groundbreaking study for the field of language policy of colonial times in which Brutt-Griffler 

(2002) critiques the use of purported political jargons such as imperialism, colonialism, neo-

colonialism and underscores the importance of taking into account the agency of locals. Drawing 

on Hornberger (1997), Brutt-Griffler states that social actors should be seen as ‘active shapers’ 

(Brutt-Griffler, 2002:63) and she argues for the recognition of bottom-up language policy as 

well.  

The author employs to discourse analysis of educational policies, commission reports and 

presents the statistical overview of education in Asia focusing on the comparative number of 

students in vernacular- and English-medium schools in Ceylon, the Federated Malay States and 

the Unfederated Malay States; she also examines the total number of vernacular- and English-

medium schools along with the varying percentages of different ethnic groups (Brutt-Griffler, 

2002: 191-195) 
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 I now discuss the common threads in the literature surveyed above in the light of more 

recent reviews and accounts on language-in-educational policy of British colonial rule in India 

Annamalai (2005), Durrani (2012), Mohanty (2006), Khubchandani (2008), and Ramanathan 

(1993). 

From the literature review presented above, it will be clear that the language-in-education 

policy of British India was largely a ‘contested terrain’ (Brutt-Griffler, 2002:62) with multiple 

perspectives and interpretations ranging from an imperialistic design plus a civilizing mission to 

fulfilling the economic purposes of the colonial empire. However, the common perspective and 

interpretation is that British colonial education policy, though using different strategies in 

response to the economic and socio-political challenges of the time, had control and domination 

at its heart. Creating differential access through differential institutionalization of languages 

seems to have been the major strategy adopted in British India. As Khubchadani (2008: 371) 

notes, in actual terms, three patterns of education emerged in British rule: (1) the vernacular 

medium in rural areas for primary education; (2) the English medium in urban centers for 

education of the elite; and (3) the two-tier medium: the vernacular for primary education and 

English medium for the advanced stages in towns. The implications of these differential 

educational pathways with variant distribution of linguistic resources in them is very well 

captured by Ramanathan (1993) in her  ethnography of English teaching and the textbook in 

state-mandated vernacular- and English-medium schools. The findings show that the divergent 

English instruction in these settings contributes to the construction of two different kinds of 

student populations with implication for unequal distribution of linguistic resources and, in turn, 

social goods. A more or less similar social implication of language policy in the Pakistani 

context is documented by Durrani (2012:37). She argues that as access to English was 
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differential in colonial times leading to social division, the current Pakistani education system 

perpetuates this division between English-medium education for the elite and Urdu-medium for 

the rest. 

The second important thematic thread in the survey of literature is the top-down manner 

of British language-in-education policy implementation where the key actors are the colonial 

administrators, the British parliament and the upper class of the Indian population; little evidence 

of locally-informed language policy is found in British India. It can be argued that the manner of 

formulation of language policy and its implementation has not changed much over the years. As 

Durrani (2012:38) notes,  current Pakistani scholars and policymakers continue to pursue a top-

down education policy that fails to account for locally- informed communicative practice. 

The survey of literature also shows the monolingual assumptions behind the language-in-

education policy of British India where only a few languages were selected for formal schooling 

under the regime and the remaining local languages were regarded as deficient. It is important to 

note here that the legacy of monolingual language-in-education still sways the language policy 

landscape of both India and Pakistan. Mohanty (2006) reports that education in India largely 

remains monolingual as he notes (2006: 279) ‘On the whole, education in India is only 

superficially multilingual and it remains monolingual at an underlying level’. Durrani (2012: 37) 

reports that despite the rhetoric at the policy level of the strengths of multilingual education, key 

social actors such as teachers are ‘hesitant’ to recognize the use of multiple codes in education.  

The analysis of the survey above shows scholars’ preoccupation with the economic and 

socio-political struggle involved in the use of English for educational purposes. It shows that the 

differential institutionalization of languages led to the creation of linguistic and social hierarchy 
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in colonial and post-colonial India and Pakistan. Writing about the state of English in Indian 

education system and its social implications, Annamali (2005: 35) reports that English actually 

reproduced inequality not only in terms of language per se but also by its varieties. Annamali 

explains that there are several varieties of English in India with a few that are privileged, the 

mastery of which ensures social and economic distinction. Similarly, multiple varieties of 

English have been reported in Pakistan (Rahman, 1991; Baumgardner, 1993; Mahboob, 2009). 

However, the social implications of the use of these varieties are less explored. 

 In this section, I have shown that major accounts on the language-in-education policy of 

British India are largely constructed on the basis of archival sources and policy documents since 

these are the sources that are generally used in historical accounts. I have also shown that the 

colonial language policy is probably best described as ‘contested terrain’ (Brutt-Griffler, 2002: 

62) with a multiplicity of interpretations. I have also explored some common grounds in these 

accounts and have shown their resonances in some recent works. In the next section, I present an 

in-depth analysis of the key empirical studies specifically focusing on language- in-education 

policy in post-colonial Pakistan.   

 

4.3 Key empirical studies on the role of languages in education in Pakistan: descriptive 

studies  

Mansoor (1993, 2004, 2005, 2009) and Rahman (1999, 2002, 2004) are the key empirical studies 

in the area of language-in-education policy (LIEP) in Pakistan. As I show below in my 

examination of these and a few other recent works (Shamim, 2011, and Coleman and Capstick 

2012), Mansoor takes a descriptive approach to LIEP, drawing on survey work while Rahman 
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takes a critical approach. In the review below, I focus particularly on the methods, analysis and 

findings of these studies. 

Mansoor (2009) examines the role of regional languages of Pakistan in higher education. 

The aim of the study is to highlight issues and concerns for language planning in higher 

education. This is then achieved through investigating the differences in students’, parents’ and 

teachers’ language attitudes and language use which are measured by using a questionnaire, 

conducting interviews and documentary analysis. The questionnaire is not made available in the 

report. As the study intended to capture ‘real-world enquiry’ (2009: 35), it involves students 

(N=2163), teachers (N=121) and parents (N=63) from all the provincial capital cities in Pakistan 

through the use of multi-stage cluster sampling with stratification. Using  univariate analysis, the 

following trends are shown: 

1. percentage distributions of available materials in different mediums;  

2. students’ competency in speaking and writing in their mother tongue;  

3. language use by students in different domains and gender;  

4. reasons for learning English;  

5. teachers’ and parents’ recommendations for medium of instruction at various levels of 

education.  

The results show that a majority of students from the private sector received English 

medium of instruction teaching whereas the majority of students from the public sector received 

Urdu medium of instruction at different levels of schooling. The regional languages are seen as 

deficient for educational purposes because of the lack of material produced in scientific and 

technical subjects. In terms of the language competence of students, the results show that there is 
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a wide range of levels of spoken and written proficiency amongst students, teachers and parents 

in their mother tongue. However, students’ high written proficiency in mother tongues is 

reported to be very low. Significant associations are made in language use and gender in the 

family domain: males reported most use of the mother tongue and regional languages as 

compared to females. In terms of language attitude, an overwhelming number of participants 

showed a highly positive attitude towards, and a preference for, English. The motivational 

orientation to learn English is found to be mainly in its being instrumental for getting jobs or 

studying abroad. The study also illustrates the language shift from mother tongues to national 

language i.e. Urdu among speakers of Punjabi and Sindhi languages.  

In her earlier study, Mansoor (1993) reports on Pakistani university students as 

positively- oriented towards English mainly for instrumental reasons. The result was later 

confirmed by her doctoral work (2003). Her PhD study involves 2136 students. The data 

collection involves the use of a bilingual survey questionnaire in English and Urdu for teachers 

and parents, and unstructured interviews and individual and group interviews. A short English 

language proficiency test comprising reading, comprehension, vocabulary and structure was 

adapted from IELTS and the Michigan English Test of English Language Proficiency which was 

administered to assess and correlate the respondents’ educational background and their level of 

English. This was complemented with document analysis of the Constitution of Pakistan, 

educational reports and policy documents from different eras and economic survey reports 

produced by government of Pakistan.  

About the aims of the survey, Mansoor notes (2005: 166), ‘great care was taken to get a 

representative sample’. The quantitative data was analyzed through the use of statistical tests and 

the document analysis mainly focused on content analysis through working out the frequency of 
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issues explored as found in the documents. The qualitative data for the study comes from audio-

recording of interviews with educational ministers, policy makers, teachers, administrators, 

parents and students and their views were presented verbatim. The classroom language of 

instruction was also measured through the use of questionnaires, while group interviews were 

conducted to ascertain the medium of instruction in classrooms. This data was then analyzed in 

the light of current language- in- education policy documents. The researcher asserted in the light 

of the results that the policy has led to a situation where students neither have sufficient material 

in Urdu, nor the required language proficiency in English and that this situation is perpetuating 

the existing divide between private and public sector students as a result of the differentiated 

medium of instruction for them (Mansoor, 2005: 348). Importantly however, the actual 

language/literacy practices in this study were not taken into account.  In other words, the context 

of communication was assumed. 

 

4.3.1 The Critical Approach to Language Policy Study in Pakistan 

Rahman, through a series of substantive works  (1990, 1996, 1999 2002, 2004a, 2004b, 2010a, 

2010b, 2011) illustrates the politics of languages in reifying inequality, power differentials vis-à-

vis the role of ideology, and the continuity of historical discourses in constructing/sustaining the 

asymmetrical relations of power in different ethnolinguistic groups in Pakistan. However, I have 

selected his works on LIEP (2002, 2004a) for review as they are more relevant to my project.  

Rahman (2002) primarily aims to connect language-learning with language, ideology and 

power among the Muslims of Pakistan and north India. The second aim of the work, as Rahman 

notes, is to offer ‘a comprehensive study of what language-teaching policies were adopted and 
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how the people responded to them’ (Rahman, 2002: 24). It is important to point out the key 

assumptions of the author about how language policy works and about the question of power, 

ideology and worldview. These assumptions are clearly manifested in the form of questions he 

sets to answer in this study: “Does the state have an ideological aim when it enforces the 

teaching of certain languages, through certain prescribed books in educational institutions?”, 

“Does English bring Pakistanis in contact with the Western world view?”, “Is it in the interest of 

the West that this should happen?”, “If so, is that why British Council and the American Centre 

make efforts to teach English to Pakistanis?” (Rahman, 2002: 22). 

Suffice to say that the questions have strong resonances of Phillipson’s theory of 

linguistic imperialism (1992) and Skuttnabb-Kangas’ (1989) notion of linguicism as discussed in 

section 5.2.  

In order to determine the ideological content, the language textbooks from grade 1 to X 

was  analyzed by Rahman (2002) with reference to Islam, Pakistani nationalism and militancy. 

The frequency of these words is then expressed as percentages of total number of lessons at 

different level of schooling, language and province-wise.  The varying percentages for the use of 

these words are interpreted by the author as “ideological content” (Rahman, 2002: 518), in 

different languages, taught to school students in different provinces. The author then links them 

to the design of an imagined state. In his words ‘the state uses the motivational power of religion, 

patriotism and romanticized history to create a Pakistani identity which supersedes kinship, 

regional or ethnic identity’ (Rahman, 2002: 519). 
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 This analysis is complemented by the findings of a questionnaire administered to 1519 

students in different urban locations. The available questionnaire is in English. However, the 

author mentions the use of an Urdu version of the questionnaire as well. 

As stated above, the key tool for the data collection is the questionnaire structured into 

two parts titled ‘Questionnaire on Language-teaching and Ideology’. In the absence of general 

instructions, and the aims and objectives of the tool, there seems to be a great deal of confusion 

on the part of respondents about the purpose of the study. To begin with, the questionnaire opens 

with factual questions requiring respondents to give their names (optional), age, gender, grade, 

and mother tongue which the author assumes to be one only. The items take the form of actual 

questions ending with a question mark followed by two options: ‘Yes’ or ‘No’. For the sake of 

analysis here, the items  can be classified into two types  : W-h words items seek information on 

the medium of instruction in the school, i.e. if it is the mother tongue or not followed by closed-

ended statements in section two intended to  assess the views of the learners as to which 

language or languages should be taught in school; whether one’s mother tongue should be used 

as the medium of instruction; whether higher jobs are available in English, Urdu or in the mother 

tongue of the people of province; and also, whether English-medium schools be abolished. The 

other focus of the questionnaire, on ideology, comes in the form of statements seeking 

respondents’ views on the ideological content of their language textbooks, and whether the 

narratives of the text are correct or not.  

Part two of the questionnaire that is composed in the form of statements followed by 

Likert scale options (‘strongly agree’ to ‘strongly disagree’) intends to measure the ideological 

loading in language teaching by asking questions on sensitive and contested political, social and 

religious issues : whether religious laws should be implemented, whether Muslim religious 
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minorities and other religious minorities should be given equal rights. Similarly, items deal with 

military budget expenditure and Pakistan-India political relations and also focus on media and 

political issues. For instance, the statements of some items read: “make the press completely 

free”; “establish democracy fully”; “make TV/Radio completely free”. One wonders about the 

interpretations of phrases such as: ‘completely free, democracy full, mother tongue’. It is also not 

clear as to how the contested concepts used in the questionnaire such as ‘democracy’, ‘ideology’ 

‘Sharia’h law’ (Islamic law) would be understood by its respondents keeping in view their age 

and exposure to debates about these concepts. It seems that the questionnaire was primarily 

created from the author’s own interpretation of the phenomena without any regard to the 

knowledge and practices of the respondents.  

It is also worth illustrating here that the designer of the questionnaire has certain 

contestable assumptions about language use in classrooms in Pakistan. These were reflected in 

the ‘Yes’ or ‘No’ choices given. While the respondents’ experiences of the medium of 

instruction may have been very different across  the curriculum, topics,  teachers’ personal 

language preference, on task, off task, in the classroom, out of the classroom, their choices to 

report have been constrained by ‘Yes’ or ‘No’ options. The fundamental problem with ‘Yes’/ 

‘No’ options is that they restrict the respondents’ interpretation of the phenomenon by closing up 

the spaces for expressing themselves. In other words, it is the writers’ interpretation of the 

phenomena manifested in the questionnaire item that has to be either approved or disapproved 

(Block, 1998). Likewise, the fundamental problem with the use of Likert scales is that the 

respondent may not mean the same thing as does the question writer (Alderson, 1992). One 

person’s “strongly agree” may be much stronger / more passionate than another’s. In addition, 

the empirical investigation on language use in the classroom and media in Pakistan also contests 
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the black-and-white ‘medium of instruction’ assumption of the author (Khan, 2004, Rasul, 2008; 

Qadir and Rasul, 2009, Abbas et al, 2011 ).For instance, Abbas et al (2011: 104) note that code-

mixing is widely used in classrooms in Pakistan. In like vein, Khan (2004) reports that the 

students of Karachi University code-switch between English and Urdu frequently in their 

classroom discursive practices. 

The most confusing aspect is the analysis in which direct correlations are made between 

the data and the assumed social categories. The researcher then draws the conclusion that the 

educational enterprise is largely unorthodox and conventional in Pakistan (Rahman, 2002: 531). 

He also concludes that the feudal lords, clergy, bureaucracy and military are perpetrators of all 

evils (Rahman, 2002: 532). While these claims may or may not be true, they do not have valid 

empirical bases. Perhaps more importantly, they do not highlight the language/literacy practices 

in the institutions which are discussed. 

Rahman (2004a) is another book-length study of education, inequality and polarization in 

Pakistan with very similar methods, tools and conclusions. This study involved some 1924 

participants selected through stratified random sampling from the list of educational institutions 

provided by the government of Pakistan. The primary research tool was a two-part questionnaire 

written in English although the researcher mentions the use of an Urdu version of the 

questionnaire (not provided in the report). In addition to the questionnaire, examination results of 

matriculation from the Board of Intermediate and Secondary Education Rawalpindi were 

collected. 

The untitled questionnaire without any general or specific instructions for the respondents 

began with the instruction of not writing the personal name but the name of the institution. It 

then opened  abruptly with a series of items in the form of actual questions for the teachers 
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surveyed, including with  question marks ‘occupation of spouse’, ‘ranks’, ‘titles’, ‘average 

monthly income’,  ‘occupational status’, ‘salary’, ‘grade’, ‘income from all sources’, 

‘qualifications’, and ‘medium of instruction in which they studied and their children’ . 

The first part of the students’ questionnaire filled out by grade 10 students, required them 

to report  their ‘father’s occupation’, ‘his rank’, ‘title’, ‘occupational status’, ‘salary’, ‘grade’, 

‘income from all sources’ and ‘mother’s occupation’, ‘rank’, ‘title’, ‘occupational status’, ‘ 

salary’, ‘ grade’ and ‘income from all sources’ to be responded to by ‘ yes’ or ‘no’. 

The second part of the questionnaire included items that were written in the form of 

statements followed by three options: (1) Yes, (2) No, and (3) Don’t know. The content of these 

items included contentious religious, political and ideological issues: the issue of disputed 

territory between India and Pakistan, the politicized religious issues between majority Muslims 

and minority Muslims, and other religious minorities in the country such as Hindus and 

Christians and the issues of rights for men and women as in Western countries. 

The answers to these questions are then interpreted and shown as ‘Militancy and 

Tolerance’ among different strata of the sample and linked with the medium of instruction as 

well as the educational policies of the country since independence to the present times. The 

analysis was carried out by largely showing the statistical differential between educational 

budgets, monthly incomes, average monthly tuition fee, teacher-student ratio, and cost per year 

per student, and by tracing the historical roots of inequality in education. The key findings of the 

study show varying access to educational institutions among different social classes, varying 

spending of state resources on educational institutions, polarization of worldviews among 

teachers and students of different educational institutions, commercialization of education in 
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Pakistan, and differential access to English language (Rahman, 2004: 147-153). In addition, the 

analysis links educational institutions with the creation of  asymmetrical social classes: ‘the rich 

and the powerful are found in the English schools (private elitist and cadet colleges) as well as 

private universities; the lower middle classes and working classes go to Urdu medium schools 

and public universities’  (Rahman, 2004: 148).  

The study of languages through large-scale surveys is also found in the recent study by 

Shamim, (2012) that looked at the issues, challenges and possible solutions in the discourse of 

English as the language for development in Pakistan. The survey was carried out through a 

questionnaire in public sector universities of Pakistan. The total number of students who 

responded to the questionnaire was 3552 while eighty-four teachers also responded. The 

questionnaire was not provided in the published report on this project; however students’ family 

income and examination scores were correlated and presented in the form of a bar-graph. The 

positive correlation between students’ income and their examination scores was linked to their 

schooling types. The researcher concluded that there is an urgent need to provide relevant and 

high-quality English language programs for learners in public sector universities to enable them 

to compete with their more fortunate counterparts. (Shamim, 2011: 9). It is interesting to note 

that teaching-learning practices are described only in terms of methods of teaching without any 

reference to the empirical evidence regarding the claimed methods of teaching. However, 

Shamim (2011: 9) asserted that in public sector schools, the grammar-translation method through 

Urdu and/or local languages is used in crowded, under-resourced classrooms while in private 

schools English is the medium of instruction and bilingual discourse is commonly used. This has 

created what Shamim describes somewhat dramatically as a ‘a state of language apartheid’ in 

Pakistan (Shamim, 2011: 11) 
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Coleman and Capstick’s (2012) study gathered data in five different ways: through a 

series of policy dialogues held in the major cities of Pakistan, through discussion with 

participants in the annual conference of SPELT (Society of Pakistan English Language 

Teachers), through a half-day consultation with a group of provincial education ministers, 

through a series of radio phone-in programs in Mirpur, AJK (Azad Jammu and Kashmir) and 

through unsolicited written contributions from  members of the public (Coleman and Capstick, 

2012: 18). The opinions of participants are presented as findings of the study against the 

backdrop of statistical accounts of literacy, numeracy and educational poverty in relation to 17-

22 year olds, amongst speakers of different languages in the country. It is telling to note that all 

the respondents with diverse socioeconomic and educational backgrounds in Pakistan are shown 

speaking standard English without any local traces. The processes of transcription, translation 

and interpretation of the data are not touched upon.   

 

4.4 Proposed Models of Bilingual Education in Post-colonial Pakistan 

As discussed in Chapter 2, most language policy studies in Pakistan have looked at policy at the 

national level, largely concentrating on policy documents, archival sources and interviews with 

policy makers, and tracing the history of language through historical records. Whereas these 

studies present clear evidence of the power asymmetry amongst different social groups, their 

focus remains on the macro arenas of language policy. As a result, we still do not know what 

happens in real life in concrete settings. 

The models of bilingual education proposed by scholars and journalists in the country 

(Table 2) show strong traces of the popular discourse of linguistic human rights (LHR) around 
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bilingual education in Pakistan. To begin with, the suggested models are not based on the actual 

multilingual realities of in Pakistan. The supporting research evidence is anecdotal (Coleman, 

2010, Rahman 1999). The available research has been conducted outside the walls of schools. As 

a result, particularity and concreteness is missing. Terms such as mother tongue, home language, 

language of the environment, and even languages are treated as neutral, essentialist or even static 

concepts.  

Table 2: Proposed Models in Pakistan (Mustafa, 2011, p.151) 

T. Rahman 

Levels 

Pre-primary 

Grades 1-2 

Grades 3-10 

Grades 11-12 

Tertiary 

Medium of Instruction 

Mother tongue 

Mother tongue 

Urdu 

English 

English 

Languages Taught as 

Subjects 

Urdu and English 

Urdu and English 

English and mother 

tongue 

- 

- 

H. Coleman 

Levels 

Pre-primary 

Grades 1-2 

Grades 3-5 

Grades 6-9 

Medium of Instruction 

Home language only 

Home language only 

Home language 

Urdu 

Languages Taught as 

Subjects 

- 

- 

Urdu 
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Grade 10 onwards 

Tertiary 

English 

English 

English  

Home language and 

English 

Urdu and home 

language 

- 

- 

Z. Mustafa 

Levels 

Pre-primary 

 

 

Grades 1-3 

Grades 4-6 

Grades 7-10 

 

 

Grades 11-12 

Medium of instruction 

Language of environment (LE) 

 

 

Language of environment  

Language of environment 

Language of Environment or Urdu 

(if preferred) and LE not developed 

sufficiently  

Offer choice between English and 

Urdu  

Languages Taught as 

Subjects  

Use mother tongue 

(MT) if different from\ 

LE to induct child into 

LE 

Urdu and MT if 

different from LE 

Urdu and English 

 

 

Urdu/LE and English 
- 

 

What is perhaps more interesting in the suggested models above is the tacit assumption of 

linear progression of language learning in specified periods of time and the smooth switch from 
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one language to another. In all the three suggested models, indigenous languages are not seen as 

resources to be developed simultaneously along with the language of the former colonial power 

and the state-mandated language, but rather as a transition from the local languages to official 

and national language. In other words, the proposed models seem to suggest hegemonic 

bilingualism (i.e. in English and Urdu) where the multilingual populations of schools and 

teachers are supposed to move from their own languages to the official and national languages of 

the country. In short, the scholars do not feel the need to invoke empirical data to support their 

suggestions.  

 

4.4.1 Bilingual Education and the discourse of Linguistic Human rights in Pakistan 

Bilingual education has largely been promoted by scholars and popular writers in Pakistan 

mostly using the frame of the linguistic human rights paradigm (LHR), a paradigm often 

associated with the works of Skutnabb-Kangas and Phillipson (ed. Skutnabb-Kangas and 

Phillipson , 1994;  Skutnabb- Kangas, 2000, 2008). Its proponents in Pakistan give the general 

impression that minority languages are in great danger of extinction because they are not used in 

the power domains such as the military, education, law, or parliament, whereas major languages 

such as Punjabi, Seraiki and Pashto are too big to be killed easily. Rahman (1996:4) notes that 

‘‘the other powerful language can be called a ‘killer’ language… however; Punjabi, Seraiki, 

Pashto and other Pakistani languages not used in the domains of power are too big to be killed so 

easily.’’ Following their now outdated theory of linguistic imperialism and linguicism, scholars 

have classified English as a ‘killer language’ (Mansoor, 2005, Rahman, 2004, Mustafa, 2011) 
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without invoking empirical data and neither taking into account the conceptual problems of the 

version of LHR promoted by Skutnabb-Kangas.  

I now illustrate some fundamental problems with LHR. 

LHR is mathematically represented by Skutnabb-Kangas (1998:5) as follows: Language 

rights + human rights = linguistic human right, which shows that language rights are a type of 

human rights. Although seemingly a simple equation, there are complex theoretical and practical 

problems behind this formula in which language rights are constructed as being synonymous 

with human rights. 

LHR encompasses the right to maintain and develop mother tongues. It implies, at an 

individual level, that all people can identify positively with their mother tongue and have that 

identification accepted and respected by others whether their mother tongue is a minority 

language or a majority language. It means the right to learn the mother tongue, orally and in 

writing, including receiving at least a basic education in one’s mother tongue, and to use it in 

many official contexts. It also means the right to learn at least one of the official languages of the 

‘country of residence’. In other words LHR frames the promotion of bilingual education through 

a universal human rights paradigm. According to Skutnabb-Kangas ‘one of the basic human 

rights of persons belonging to minorities is—or should be—to achieve a high level of bi- or 

multilingualism through education...education participates in attempting and committing 

linguistic genocide in relation to minorities’( Skuttnabb- Kangas 1994:626). 

One of the central criticisms leveled against minority language rights (MLR) is that it 

essentialises the language and the groups concerned, fixing them eternally at a particular (usually 

long-past) point in time and offers simplistic accounts of language-identity links. According to 
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May (2005: 327), this often-unquestioned language/identity link is then used, in turn, to justify 

any associated ‘collective’ language rights claim. 

The LHR view promoted by Skutnabb-Kangas presents languages as very broad, 

bounded, homogenous systems. Nations and communities are identified by bounded systems at 

all times and in all spaces without empirical evidence to support this view. In the case of 

Pakistan, its proponents identify large communities with unbounded homogenous systems such 

as the Punjabis by Punjabi language, the Sindhis by Sindhi language, the Balochi by Balochi 

language, majority vs. minority language and that all speakers of a given language have the same 

linguistic repertoire, motivations and rationale and are similarly attached with the languages they 

speak.  Perhaps a telling example of essentialism in linguistic scholarship produced in Pakistan 

can be taken from the work of Rahman (1996: 119) who notes, ‘’…. because the Punjabi ruling 

elite, in collaboration with the Mohajirs, wanted to colonize and exploit Sindh so that Sindhis 

would not have ‘separate governments of their own.’’ Here Rahman imagines a similarity of 

linguistic repertoires, social and regional variations of Urdu, Punjabi and Sindhi amongst the 

hugely multilingual speakers and puts them in separate categories: Urdu, Punjabi and Sindhi. Put 

differently, here we see an essentialising and reifying of languages and establishing unquestioned 

language-identity links in speakers of Urdu, Sindhi and Punjabi. The intended outcome is the 

establishment/construction of a battlefield of linguistic inequality in which all speakers of these 

languages are shown to have become oppressors and victims of one another. Similar 

essentialisation of languages and language-identity links have been found in other works 

(Rahman, 2000, Mansoor, 1995, Mustafa, 2011). Therefore, I agree with Blommaert who notes 

that LHR and its proponents often promote politicized narratives produced by politically 

mobilized ethnolinguistic groups without attending  to ‘internal inequalities’ in the languages and 
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that ‘diversity and  inequality is reduced to inter-language diversity and inequality’, i.e., diversity 

and equality  within particular units conventionally called language is not treated.  

The data makes me concur with Blommaert’s (2001:136) statement that:  ‘what counts is 

not the existence and distribution of languages, but the availability, accessibility and distribution 

of specific linguistic communicative skills such as competence in standard and literate varieties 

of the languages, therefore granting a member of a minority group the right to speak his or her 

mother tongue in the public arena that does not itself empower him or her’. He further points out 

that people can be members of the majority community yet remain thoroughly disenfranchised 

because of the lack of access to status varieties of the so-called ‘power languages’. This is the 

case in SC and SB schools in Pakistan where speakers of particular languages are in a majority 

and have access to the so-called powerful languages in the country, yet they remain powerless. 

One of the reasons for this is that access to the specific communicative skills and specific 

varieties of English and Urdu valued in the labor market is regulated. 

By implication a critical and reflexive form of linguistic inquiry should take into account 

the variations and differential values attributed to varieties within the languages. Ignoring them 

according to Blommaert (2001:136) would mean ‘overlooking the political economy of 

linguistic-communicative resources in society.’ The fundamental problem with MLR is that they 

merge/coincide the ‘linguistic community (an ideological unit) and ‘speech community’ (an 

ethnographic unit) perhaps because of the methods they employ in the study of languages in 

society.  
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4.4.2 Reflections on these Schools observations 

My observations, interviews and audio-recording of official medium of instruction policy 

and actual classroom language use in the four schools, documented in chapter 7, show that the 

linguistic inheritance of colonial times of bilingual education in English and Urdu/Hindi 

continues to be practiced until the present day. Initially and perhaps even now, the question of 

who does or does not become a full bilingual and biliterate is overshadowed by a nationalistic 

ideology in which Urdu is claimed to be promoted. At the government level, the controversial 

question of the medium of instruction—Urdu medium vs. English in public/ private schools has 

been debated and policies implemented on an experimental basis without having empirical 

evidence of the languages practices in Pakistani schools. While the current language policy of 

the country (NEP, 2009) theoretically addresses the widening gap between students in private 

and public sector schools, there is a dearth of research on the actual practices in schools and 

classrooms. 

In reality, schools in Pakistan have responded differently to the discourse of one nation 

and one language. While in theory all schools uphold the nationalistic discourse of Urdu as the 

national language, in actual fact the programs and the actual discursive practices in classroom 

show complex responses. In the case of SC, the government school, the discourse of nationalism 

is compulsorily enforced. On the other hand, SB gives a false impression of having English as its 

medium of instruction, using this as a business strategy to attract more students. In a like vein, 

while SD claims to be teaching Arabic and links this to the Muslim identity, it seems that this is 

primarily a niche-marketing strategy targeting the underprivileged segments of society. It is 

probably only in SA where children are trained to become bilingual and biliterate in English and 
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Urdu. However, the main focus is on English and there is minimum compliance with the 

requirement that Urdu should be taught. 

Thus, there is some evidence from the study of the exploitation of linguistic resources by 

social actors to serve their personal and institutional interests. At the same time, there is also 

evidence of adherence to nationalistic and religious discourses by schools. While social actors 

such as those in this study claim to take pride in their local languages and literacies, their 

attachment to their languages is often subservient to strong socioeconomic interests which in turn 

guide their response to policy. In many ways the classroom language use practices of SA, SB and 

SD are the local school and community’s response to the centralist language-in-education policy 

which does not seriously address the question of developing Pakistani children as bilingual and 

biliterate.  

One explanation of these phenomena comes from the history of the modern nation-state 

taking from the eighteenth and nineteenth centuries onwards. This can be understood as being a 

kind of moment of crystallization of the national market and the idea of nation-state as being the 

way everybody should organize themselves. Hobsbawm (1990) argues that the rise of the 

bourgeoisie and capitalism made it useful for the emerging industrial bourgeoisie to organize 

themselves through national markets. This was done to have privileged access/ control of the 

market with clear boundaries, relationships across which could then be regulated, state-to-state. 

He further argues that these markets were legitimized through the notion of a homogenous 

population with a long standing history of occupying territory which then legitimized particular 

historical boundaries. For a number of reasons that essentially had to do with the regulation of 

social inequality, institutions like education were established which were about forming  national 

citizens, establishing a legitimate history and tradition, and standardizing language so that it was 



94 

understood to be the legitimate language of the nation. In other words, institutions were erected 

to produce, reproduce and legitimize the ideology of language in which what counted as normal 

behavior was to have a population that shared a language, history and a set of cultural practices, 

and in addition occupied a certain territory defined by clear cut political boundaries.  

To conclude, the studies surveyed above show a number of commonalities: First, the 

context of communication is assumed in all the studies. Second, they take Ethnologue, national 

census data, local board examination results and statistical accounts given by international 

agencies for granted. Third, they strive to get representative samples. Fourth, they use 

questionnaires for the study of language and literacies without attending to the validity of the 

tool. In short, scholarship in LIEP in Pakistan has given little importance to everyday 

communication practices in educational institutions. 

 



95 

All names used from here on are fictitious names, so as to preserve confidentiality  

Chapter 5: The Research Sites: Communities, Schools and Classrooms 

Overview 

This chapter describes the sites selected for my research work, and focuses on the salient 

characteristics of the communities, schools and classes observed in the study. I show that the 

sampled schools serve communities with very different socioeconomic conditions. I also show 

differences in linguistic resources of social actors, buildings and facilities, classrooms, and 

student-teacher ratios. Although all four selected sites are located in urban areas, the specific 

localities where they are situated are reflective of the socioeconomic status of the communities 

they serve.  I suggest that the socioeconomic dimensions of a community have links with the 

linguistic resources available to them through schools. 

I organize this chapter in two sections: in section 5.1, I present comparative information about 

the selected schools—location, tuition fee, student-teacher ratio, parents’ occupation, and the 

dominant language used in the community. In section 5.2, I present the ethnographic profiles of 

the research sites— the community served, the location, building and facilities, classrooms and 

details regarding the teaching staff. In section 5.3, I present and discuss the models and 

programme types in all the four schools.  
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5.1 Salient characteristics of the research sites 

I show below the salient characteristics of the schools selected for this study (table 1) 

 

Table 1: Comparative information about the schools 

School Location Type Fee/month Parents’ Occupation Total 

Student 

Population 

in 2011 

Total 

Teacher 

Population 

in 2011 

Average 

Class Size 

Dominant 

Language in the 

Community 

Rs. US$ 

SA Clifton District South 

Karachi 

Private 14,000 150 Businessmen, financial advisors, 

accountants, bankers, feudal lords, 

doctors, engineers, media personnel, HR 

specialists 

300 26 1:30 English & Urdu 

SB District Malir Karachi Private 1200 13 Fishermen, school teachers, office 

assistants , sales workers, bankers  

2,280 159 1:33 Balochi & Urdu 

SC Quetta Gover

nment 

No fee No fee Laborers, junior police officials, 

carpenters, drivers, janitors and cleaners  

1200 45 1:65 Pushto 

SD Central Karachi Private No fee No fee Cattle farming, pushcart vendors, labor in 

cottage industry, rickshaw/ taxi drivers 

120 12 1:10 Mix of Sindhi, 

Punjabi, Pushto, 

Seraiki 
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5.2 Ethnographic Profiles 

In this section, I present the ethnographic profiles of the sampled schools with a focus on the 

community served by them, material conditions of the schools, classrooms and details regarding 

the teaching staff. 

 

5.2.1 School A (SA) 

The community served by this school mostly comprises people who are either entrepreneurs or 

holding senior positions in multinational and/or national organizations. It is difficult to work out 

the dominant L1 of this community. However, their common linguistic denominator is the 

relatively higher degree of proficiency in English and Urdu. Most communication amongst 

community members takes place in English and Urdu with frequent code-switching from one 

language to the other. However, officially the medium of instruction (MOI) is English-Only. 

Members of this community live in big, expensive houses. Many of them employ personal 

drivers, security guards and other domestic staff.  Most have some members of their families 

residing in the USA, Canada, or a European country. Both male and female members of this 

community either run their own businesses or work in senior positions in banks, the armed 

forces, telecom companies, the stock exchange, media houses, etc. Children are encouraged by 

their parents to speak in English.  

The grades taught in the school are from 6 to 9. It is a mixed-gender school housed in a two-

storey residential bungalow built on a plot of about 2000 square yards. In all, the school has 

twelve classrooms: each floor has a staff room with separate cabins for teachers and a well-

maintained separate toilet facility for boys and girls. Apart from classrooms, there are rooms 
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assigned for laboratory work, science exhibitions and an arts room. The building has a separate 

space for the housekeeping staff, with janitor rooms on each floor. All classrooms, staffrooms, 

and offices are air-conditioned. The school has a crèche area where the children of teachers are 

cared for during the school hours while their mothers are at work. The open areas at the front and 

back of the school building are used for sports. I was greeted by everyone in English. The staff 

and teachers of the school offered me coffee and tea. The school logo with a Latin caption 

‘Venimus Vidimus Vicimus’ (Pic. 1) encapsulates/represents its international vision. ‘The number 

of such schools is very small in the country’ (Coleman, 2010). 

 

 

 

 

 

 

In the classroom, separate desks and chairs are provided for the pupils and the teachers. 

Classrooms also have projectors, audio-video equipment, air-conditioning, a white board, many 

soft boards and a number of colored markers. The furniture is made of plastic which makes it 

easy for the tables and chairs to be repositioned according to pedagogic needs. Teachers’ access 

to each pupil is easy. During the period of my observations, the school suffered  the usual power 

cuts in the city but this did not affect anything as the standby generators of the school instantly 

made up for this outage. 

Pic 1: School Logo of SA 
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Ms Fatima is a native speaker of Punjabi with excellent reading, writing and speaking skills in 

both Urdu and English. She teaches Pakistan Studies, and English Language and Literature to 

students of grades 6 to 9. Since I chose not to ask her an explicit question, it was difficult for me 

to determine her L1, but in my assessment it could well be English. She attained her O’ and A’ 

levels certificates from Pakistan and studied International Relations in a private university in 

Lahore. She has few or no professional qualifications in education. 

 

5.2.2 School B (SB) 

This school mainly serves two communities: the indigenous Baloch community living in Malir 

Goth (an underdeveloped residential area in the Malir district of Karachi) and migrants from 

Hansot, Gujarat, India. Popularly known as the Hansotees, members of the latter community are 

mostly involved in banking and teaching. Prior to their migration to Pakistan, the community 

spoke a Guajarati dialect commonly known as Hansotiboli. The common saying in the 

community is: kum kha lain gay, acha parhain gay (we may eat less, but will seek good 

education). The less well-off people of this community compare themselves with those of their 

members who are more affluent and make strong linkages between their language resources, i.e., 

English and Urdu and their respective material prosperity. Officially the MOI in the school is 

English-Only. 

The Baloch community lives in a neighborhood surrounded by a boundary wall known as Goth. 

This community is involved in fishing, labour, and running donkey carts to provide short-

distance transportation services. They live in a joint-family system which means sharing their 
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living space with other family members. I noted that in some cases six to seven families live 

together in single, small rooms built in one small compound. I met an old lady—let’s call her Ms 

Shahida—from the Baloch Goth. I soon realized I needed someone’s help to communicate with 

her because we did not  share a common language. Ms Shahida called her daughter-in-law to act 

as our interpreter.  Ms Shahida informed me that her forefathers had migrated from East Africa 

to India and from thence to Sindh, Pakistan. They were originally speakers of the Swahili 

language but that was a long time back. Now they spoke the Makrani , a dialect of Balochi 

known as Southern Balochi, spoken in the coastal and mountainous strip of Makran which 

extends from Balochistan in Pakistan to Iran. 

The school building comprises two large blocks on either side of a small street in the Malir 

district of Karachi. One building is called ‘pre-primary’ and the other ‘secondary’. In both 

buildings, the school runs in two sessions: the ‘morning shift’ and the ‘afternoon shift’.  The 

school has large soft boards put up at the entrance, and in the corridors and classrooms, all of 

which depict European characters with English captions (pics. 2 and 3). It is important to 

mention that every fifth school-going child studies in a similar type of school in Pakistan. 

(Coleman, 2010) Classrooms in the school are spacious in which pupils and teachers can sit 

comfortably. The classroom consists of wooden desks for the students and a chair and table for 

the teacher. Although the students’ desks may not be moved easily, the teacher can easily access 

students through the aisles between the rows of desks. The school was a mixed sex school. The 

home-language of the majority of children in this school was Urdu and Balochi. However, in 

every class I found children coming from Punjabi, Pushto, Seraiki language backgrounds. In 

short, the classrooms were linguistically diverse.    
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Pic 2: Pre-primary classroom board at SB 

 

Pic 3:Pre-primary classroom board at SB 

Ms Faiza—who teaches in the primary section is a native speaker of Urdu and has received 

education from private institutions in Pakistan. She seemed to have limited competence in 

speaking, reading and writing both Urdu and English and had no professional training in 

education. 

 

5.2.3 School C (SC) 

The communities surrounding SC are located in the Pashtun belt in the north of Quetta, 

Balochistan. They are mostly migrants from other provinces/districts of Pakistan and are broadly 

labeled as ‘settlers’. Members of this community informed me that the recent spate of violence in 

2010-201 by ‘militants’ had targeted lawyers, educators, unarmed civilians and children. I had 
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been assured by my host the principal of a high school in Quetta that my life was not in danger 

because I was in a Pashtun-dominated locality which was not threatened by the ‘militants’ 

because the Pashtun themselves were an organized and armed community. The political 

volatility can be judged from the fact that my host who had been working in the education 

department of this province for the last twenty-five years was compelled to send his family back 

to his ancestral province on account of the threats he had received from the insurgents. He also 

informed me that many of his colleagues—lecturers and school teachers—had become victims of 

insurgents in 2011. People belonging to other provinces of Pakistan were labeled ‘settlers’ in 

Quetta and were made the target of violence. The first language of the residents is taken as the 

central criterion for categorizing him/her as ‘settler’ or ‘local’ in the province.    

SC belongs to that category of schools where the majority of Pakistani children receive their 

education. These are ‘government schools’, derogatively referred to as ‘Peela Schools’. Peela 

refers to yellow. The public schools’ building in early 80s was painted yellow.  Since then, the ‘ 

Peela’ has become symbolic of public sector schools in Pakistan. More importantly, they 

symbolize poor educational facility made available to people working the lower tier of economy.  

Although, the government is changing the colour of the public sector school buildings, they are 

still known as ‘Peela’ school. Officially the MOI is Urdu-Only. They are funded by public 

money. SC’s student (all boys) population comes from three locations: Pashtonabad, a 

community of laborers and farmworkers who speak Pashto as their first language; Darul Falah 

(orphanage house), where most people are speakers of Pashto as their first language and which 

includes many Afghan nationals; and the Police Staff Colony, populated by mostly junior police 

staff interspersed with others who are speakers of Pashto, Punjabi, Balochi, Brahvi and Urdu. 
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The school is accessed through a big open area with a high iron gate. On top of this gate is a 

green board with the name of the school (Pic. 4). The front wall of the school (Pic. 5)is painted at 

three levels: on the top is the name of the school written in Persio-Arabic script with pictures of 

the Holy Quran on either side.  

 

 

 

 

 

 

 

The name of the school is written in English on the left and right sides of the middle area of the 

wall. In the space in between are pictures of the Holy Kaaba, the Prophet’s Mausoleum and 

Pakistan’s map along with the national flag. The bottom portion of the wallhas a large inscription 

in Persio-Arabic script that says in Urdu: Komain taleem say banti hain which roughly 

translates into ‘education buildsnations’. 

In terms of infrastructure, the school has twenty-six rooms including one laboratory. Doors and 

windows of most rooms and the laboratory are broken and some are without them. The school 

has six washrooms for 1200 pupils and one for forty-five teachers—all without basic toilet 

facilities. The school has a large room which was being used as a staff room for the teachers. The 

school has never had a librarian. The book shelves were locked and had piles of dust on them. 

The sports room had no equipment.  Only teachers were seen playing badminton in the squash 

court of the school. The school has only one laboratory meant to be used for conducting practical 

 

Pic 5: Face-wall of SC  

 

Pic 4: Entrance of SC 
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classes in chemistry, physics and biology. During frequent visits to the school, I did not  see a 

single student engaged in laboratory work. 

The classrooms in SC are spacious. However, considering that there are 80- 90 students per 

class, seating arrangements are not adequate. The classroom furniture consists of benches made 

from kikar wood (a cheap, heavy wood). Each bench has a desk fixed to it and is made to seat 

three pupils. This makes the furniture heavy and hence difficult to move. Five to six pupils sit on 

each bench with many having to keep their educational material on their laps. As a result of 

overcrowding it is rather difficult for teachers to approach their students. 

In addition to the pupils’ benches, the classroom had a chair for the teacher but no table. 

Teachers had to keep their material either on their own laps or on the desks of the students sitting 

in the front rows. The blackboard has been prepared by painting the center wall of the classroom 

with black oil paint. The paint had peeled off at a number of places and in the remaining parts 

most of the black paint has turned nearly white because of the regular use of white chalk. As a 

result, the writing on the board could not be clearly discerned even by children sitting in the front 

rows. 

Co-occurrence of religious symbols with Persio-Arabic script dominates the semiotics of SC. For 

instance, Pic.6 alludes to Noah’s flood and the couplet inscribed on it in Perso-Arabic seems to 

contextualize/re-contextualize the scene into a nationalistic discourse.  The translation of the 

couplet runs like this: ‘We have saved the boat in the storm, dear children, keep this country 

safe’. The boat with the Muslim Kalima adorned on its side is apparently intended to symbolize 

Pakistan.  
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Pic 6:  A painted wall at SC 

 One of the teachers is Mr. Salim, : A native speaker of Seraiki, he has been settled in 

Quetta for the last twenty-five years. He seems to have excellent competence in speaking Seraiki, 

Urdu and Pashto. He can also read and translate simple English text into Urdu. He has had 

fourteen years of formal education, a Bachelor of Arts, and a one-year course for a professional 

degree in Education. For the last twenty-three years he has been teaching English language in 

government schools. He studied in public sector schools, colleges and went to university in 

Pakistan. 

 

5.2.4 School D (SD) 

SD mainly serves two residential localities: Haji Ail Goth, populated by speakers of Sindhi and 

Zia-ul-ki-Basti inhabited by speakers of Punjabi, Hazara, Seraiki, Pashto, Bengali and many 

other languages. A majority of the residents of these two communities migrated from other parts 

of the country and settled here a long time back in search of livelihood. Their main profession is 

cattle farming as the city is dotted with shanty areas where people sustain their lives through it, 
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or working in small-scale factories in Karachi.  Lots of rickshaws, donkey carts and animals are 

found outside the homes of the community members. The youth of the family work as daily 

wage workers in local cottage industry while women work as housemaids in affluent localities of 

the city. Very few of the community members send their children to formal schools. Their 

houses are in a dilapidated state and the streets are extremely dirty. 

SD is a boys’ school primarily housed on the first and second floor of a mosque. SD is locally 

called Dini Madrassah(religious school). The mosque on SC’s ground floor is also used for 

educational purposes. The entire building has large, empty multipurpose halls (Pic. 5) for 

teaching-learning, praying, afternoon siesta and accommodation for live-in students. These halls 

are easily converted by pupils to serve the required purpose. Pupils manage the housekeeping 

and food-serving, taking  turns. The school has a cook who is assisted by the boys in preparing 

meals. SD has a well-stocked library on its first floor with large volumes on religious subjects, 

mostly in Arabic, Persian and Urdu. It has a few chalkboards which are rarely used for teaching 

or learning. Officially the MOI of the school is Arabic. 

 

 

 

 

 

 Molvi Abdul Rehman, one of the teachers, is a graduate of Dini Madrassah where he 

received religious education for eight years. He has an above average competence in reading, 

 

Pic 5:Multipurpose hall at SD 

 

Pic 6: Library at SD 
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speaking and writing Urdu, Arabic and Persian. He is a speaker of Urdu as a first language and 

could also get by in meeting the official requirements of English. He is a speaker of Urdu as a 

first language and in my judgment would also meet the minimum official requirement of 

English. 

 

5.3 Models and Programs- types in Pakistan 

Using Hornberger’s (1991) typology described above, I explore the characteristics of the 

programs observed in the four schools in Pakistan included in this study. 

I divide the programs in terms of student-teacher linguistic and socio-economic backgrounds, the 

medium of instruction policy at the level of the school and classroom language practices. 

 

5.3.1 School A 

5.3.1.1 Student Population (SA) 

 Like students from other schools, the language base of students of SA is varied. However, the 

common linguistic denominator is that by the time these students reach grade six, most have 

acquired a relatively higher degree of bilingualism and biliteracy in English and Urdu.  Most 

students come from high-income group families living in nearby areas.   
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5.3.1.2 Teacher Population (SA) 

Nearly all the teachers, staff, management and janitors are bi/multilingual with English + Urdu as 

their common linguistic repertoire (see Table 11 Appendix 4). A majority of them also know an 

additional language. The teachers have mostly studied in similar schools and seem to understand 

both parental and school aspirations to make students fully bilingual and biliterate. They are 

better paid in comparison to teachers of the other schools. However, none amongst them had 

received training in bilingual education.  

 

5.3.1.3 Medium of Instruction (SA) 

When students come to SA, they have already been taught in English-only medium for about 

eight years, from pre-school grade to grade two. They are rigorously tested in their English and 

Urdu skills before being offered a place in grade 6. The program is conducted school-wide. As 

SA is a private enterprise like SB and SD, it receives no funding from the government and meets 

its expenses from the tuition fee. The educational program of the school prepares children for 

Cambridge ‘O’ and ‘A’ level examinations and has no affiliation with any of the local boards of 

examination.  The curriculum used in SA is designed by the University of Cambridge 

International Examinations. All subjects are in English-only including Islamiyat and Pakistani 

Studies. It is interesting to note that the test rubrics for the Urdu language are also written in 

English. As stated earlier,  students of SA were taught in the primary levels by fully bilingual, 

biliterate teachers and with the school’s English medium of instruction these children, from 
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grades six to nine, are claimed to have mastered English language skills. Urdu is learned as a 

second language.   

‘ 

 

5.3.1.4 Classroom Language Use (SA) 

The classroom language remains dominantly English-only with very rare code-switching into 

Urdu (see Extract 4 Appendix 5 and Extract 41 Appendix 6.2). Urdu language teachers 

complained that students forget to use Urdu in their Urdu language classes. The rare use of Urdu 

in the classroom often triggers laughter amongst the teachers and students. The dominance of 

English is most clearly visible in the classroom language use. The overall aim of the school in 

terms of language capabilities is to produce bilingual children who are highly proficient in both 

English and Urdu. There is no shortage of teaching materials; the school has the latest training 

aids while classroom seating arrangements are comfortable. 

 

5.3.2 School B 

5.3.2.1 Student Population (SB) 

The school is located in a relatively less developed area in Karachi (see Chap 6 for the salient 

characteristics of the school). At the time of the study, the school served 2280 students in its 

primary and secondary sections and had 159 teachers. It is primarily a neighborhood school 

drawing its students from two main areas, i.e., Baloch Goth, where the majority are the speakers 

of the Balochi language and the adjoining area where the majority of L1 speakers of Urdu reside. 

However, there are a significant number of students with Sindhi, Punjabi or Seraiki as their first 
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language. In short, the student population is considerably heterogeneous in terms of   home 

language backgrounds. As regards their socioeconomic background, the majority of the children 

come from families in which parents work for the lower tiers of the private service sector. 

5.3.2.2 Teacher Population (SB)     

While the multilingual repertoire in the teachers of SB is considerably large, the majority of them 

are speakers of Urdu as their home language (see Table 10 Appendix 4). As was the case with 

the rest of the schools, the teachers in SB are not trained teachers. The head teachers and senior 

mistresses pointed out that there was a great need to have teachers who could speak to their 

students in English. The socioeconomic status of the teachers was not very different from that of 

their students as most of them resided in  the underprivileged neighborhood of the school.     

 

5.3.2.3 Medium of Instruction (SB) 

Like SC, SB’s program is a school-wide program--all children and all classes have to participate 

in it. From the very beginning efforts are made to shift children from their home languages to 

English. Here, parental aspiration for a higher degree of proficiency in English seems to exert 

pressure on the school management to promote teaching and learning in English  

When children with diverse ethno-linguistic backgrounds first come to SB at the age of 4, it is 

claimed they are taught general knowledge and mathematics in English. This is so because the 

school describes itself as an English-medium school. The textbooks are in English while teachers 

teach in both English and Urdu; two content areas, Urdu language and Islamiyat, are taught only 

in Urdu. The policy of Urdu + English is followed until the children reach grade two primary. By 



111 

All names used from here on are fictitious names, so as to preserve confidentiality  

the time they reach grade three, it is assumed that the children are bilingual and biliterate in 

English and Urdu and hence Islamiyat which was earlier taught in Urdu is then taught in English 

as well. Children are also introduced to the Sindhi language as a subject because passing this in 

the local board examination for grade 9 is a mandatory requirement to obtain a school leaving 

certificate.  According to the Academic Coordinator [personal communication, August 2011] 

‘we start monolingual English only after grade three and discourage bilingual education. The 

understanding is that if the subject/ content is in English then the medium of teaching should also 

be the same’ 

 

5.3.2.4 Classroom Language Use (SB) 

The classroom language at SB varied from grade to grade. In the junior section, i.e., junior prep 

to grade three, there was evidence of frequent code-switching between English and Urdu. 

However, as the grade level progressed, teachers tried their best to stick to English-only (see 

illustrative examples in Extract 3 Appendix 5 and Extract 13 Appendix 5.2). It did appear though 

that they were not comfortable in adhering to the practice of English-only and as a result, the 

classroom language kept shifting to Urdu most of time. No evidence was found of local 

languages being used in the classroom in this school. 

The ongoing dominance of English and parental pressure for imparting education in English is 

clearly visible, especially evident from the fact that the school management speaks in English 

with everyone who comes to seek admission for their children. They appear to be trying to 

justify their claim of being an English-medium school. The languages students bring to SB, 



112 

All names used from here on are fictitious names, so as to preserve confidentiality  

especially Balochi, Sindhi and Pashto, are seen as a serious problem by the teachers and the 

school administration—they are kept away from use in the classroom and in the school environs.  

 

5.3.3 School C 

5.3.3.1 Student Population (SC) 

The public sector school (SC) in Quetta serves about 1200 students from grade 6 to 10. Most of 

the students come from a nearby area called Pashtonabad; there is an orphanage located some 3-

4 km from the school.  Most students are from a poor socioeconomic background. Although they 

are linguistically heterogeneous, the majority of them speak Pashto as their L1.   The official 

policy is that students are to be assessed and placed in classes based on the result of a written test 

of mathematics, science and English. However, in practice, they are often placed in classes on 

the basis of availability of places and the recommendation of influential people in the education 

department. 

 

5.3.3.2 Teacher Population (SC) 

 At the time when I was doing my fieldwork, the school had forty-five teachers; most of them 

were speakers of Punjabi as their L1 and Urdu as their L2 followed by Derawal Punjabi, Seraiki 

and Urdu. In addition, four teachers were speakers of Pashto as the L1 + Urdu and three were 

speakers of Balochi + Urdu (see Table 12 Appendix 4). The principal informed me that although 

all teachers had professional qualifications, earned through the teacher training college in the 
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country, and were bilingual, none of them had specific training in bilingual education.  In short, 

the ethnic and linguistic background of the teachers was varied but Urdu language was a 

common denominator in their repertoire. 

 

5.3.3.3 Medium of Instruction (SC) 

Like all other public sector schools in the country, SC also implements its educational program 

using Urdu, i.e., the officially declared national language of the country, as the medium of 

instruction.  It is a one-way program implemented throughout the school and all classes have to 

participate in it. When students first arrive at the school, often with their parents, they meet the 

head teacher who decides on their placement based on his oral communication with the parents 

and candidate. The parents are offered no choice of selecting the languages or medium of 

instruction for their children. The language of the curriculum is Urdu-only except for the English 

textbooks where it is English-only, taught through Urdu. While English is the official language 

of the country and is a compulsory requirement for academic success throughout the formal 

education system, children get little opportunity to practice it other than in the hour in which it is 

taught.  In all content subjects, children receive instruction in Urdu. Therefore, all the content 

books (printed and distributed free of cost by the Ministry of Education) are monolingual, i.e., 

Urdu textbooks are used for all subjects. 

5.3.3.4 Classroom Language Use (SC) 

Given the language background and proficiencies of the teaching staff, there is a whole spectrum 

of classroom language use. In most of the classes observed during the study it was noted that 
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even though the teachers and the majority of students shared a common L1, the language of the 

classroom, mostly for on-task discussions, remained Urdu. However, there was evidence to show 

the use of L1 in some classrooms in off-task language practices (see illustrative examples in 

Extract 1 in Appendix 5; Extract 33 in Appendix 6.2). As the majority of the teachers were 

speakers of the Punjabi and Seraiki languages with some proficiency in Pashto, their classroom 

language practices remained the prescribed language for teaching and learning. The evidence of 

mixed language use was often found in language practices outside of content teaching, especially 

on those occasions when students and their teachers engaged in a conversation, mostly outside 

the classroom. 

The SC seems to meet the criteria of what Skuttnabb-Kangas calls (1981) a ’submersion’ type of 

bilingual education in which there is complete absence of the recognition of the diversity of 

languages; it is known as the ‘ sink or swim’ approach (Hornberger, 1991). In submersion 

programs, it is usually the language of the minority which is shifted towards the language of the 

majority. However, in the case of public schools in Pakistan, it is the language of the majority in 

terms of numbers which is targeted in favor of the national language, i.e., Urdu. The local 

languages are perceived as ‘kalang ka teeka’ (a mark of disgrace) since they are considered 

inadequate for carrying the load of teaching and learning. Hence, the extensive use of the official 

national language, i.e., Urdu, as their replacement. The speakers of local languages seem to have 

been   incorporated into the State-mandated Urdu at the cost of the valuable linguistic resources 

of the local actors. 

The program structure does not incorporate any possibility of maintaining or developing the 

languages children bring to school. Although there are bilingual or multilingual speakers in the 
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school and multiple languages are heard in the corridors, the educational program may not be 

categorized as bilingual since no other language other than Urdu is used in the teaching of 

content subjects.  

5.3.4 School D 

5.3.4.1 Student Population (SD) 

The language base of the students is mixed to the extent that it is difficult to work out the 

majority home language of the students. The entry requirement of the school is for students to 

provide evidence of having memorized the Holy Quran. The socioeconomic backgrounds of 

these students are the lowest by Pakistani standards. The majority of the students can speak Urdu 

as L2 by the time they seek admission to SD.  

 

5.3.4.2 Teacher Population (SD) 

The teachers of SD are graduates from religious schools of the same type and run this institution 

as a private enterprise. All twelve teachers are speakers of Urdu as L1 (see Table 13 Appendix 

4). They appear to have acquired a mastery of extremely complex religious studies involving 

high-level reading skills in Arabic, Urdu and Persian.  

 

5.3.4.3 Medium of Instruction (SD) 

In the first three years of education children are taught Arabic, mathematics, social studies and 

Persian using Urdu as the medium of instruction. In Ouola (secondary) all subjects are taught in 



116 

All names used from here on are fictitious names, so as to preserve confidentiality  

Urdu although the books are mostly written in Arabic with annotations in Urdu. The assessment 

of students is mostly based on their ability to translate text from Arabic to Urdu. Persian and 

Arabic are also taught as subjects in order to enhance the ability of students to translate from one 

language to another.  

The school promotes an environment where the use of only Arabic and Urdu are seen as the best 

means by which to establish Islamic values, traditions and culture. English is considered by the 

management as the language of the Christians and Jews, and therefore all efforts are made to 

avoid using it. The main aim of the program is to shift students towards a more extensive use of 

Arabic since it is considered and promoted as the language of Islam—a pure language which is 

also a mark of Muslim identity. 

 

5.3.4.4 Classroom Language Use (SD) 

In most classes Arabic words, sentences, grammar and script are read aloud and translated/ 

explained to students in Urdu. Urdu remains the language for both on- and off-task 

conversations. It is also the language of instruction in the classroom (see illustrative examples in 

Extract 2 Appendix 5 and Extract 36 Appendix 6.2).  The structured, rigid monolingual medium 

of education in Urdu and/or English for bilinguals/multilinguals does not seem to be conducive 

to the fostering of bilingualism and biliteracy in Arabic and Urdu. 
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Chapter 6: Research Approach and Methodology  

Overview 

In this chapter I present and justify the research approach and methodological choices for the 

study. The chapter consist of four sections: in section 6.1, I outline and justify the approach I 

have adopted in this study; in section 6.2, I present and justify the selection of sites and access to 

them; in section 6.3, I present the fieldwork procedures and in section 6.4, I present and discuss 

the interpretive processes and the ethical standards followed in the study.   

The central argument I pursue in this chapter is that it is only by producing situated 

accounts in specific local educational sites, illustrating the complex ways in which actors 

respond/interpret/ make use of their agentive spaces, that we can adequately address the 

problems of language-in-educational policies in multilingual settings.   

Following Blommaert (2006:4), I theorize fieldwork as an intellectual enterprise and a 

procedure that requires serious reflection as much as practical preparation and skills. 

 

6.1 Ethnographically-Informed Research 

As was outlined in chapter 1, the sub-questions show the specific aims of the project: A) to 

explore the social, cultural and linguistic significance of the everyday discursive practices of the 

schools within the school and the wider society, B) to investigate a range of linguistic practices 

used in these settings and C) to investigate how social actors negotiate/ contribute to everyday 

discursive practices.  

The project design comprises four ethnographically-informed case studies. As the 

research project is not a comparative study of these institutions, each school is taken as a unique 

context or as a set of cases. In each case, I audio-recorded classroom language practices, school 
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events (morning assemblies and parent-teacher meetings) and social functions (a farewell party 

in one school , students’ meetings in one school and Independence Day celebrations in one 

school). I interviewed parents, teachers, students and management. In order to make my 

investigation systematic, I identified two teachers and two students as key informants with whom 

I spent a minimum of two full working days. I observed and audio-recorded their classes and 

held debriefing sessions with them. From school A, I worked with Ms Fatima Gul and Ms 

Tabinda and from school B, Ms Shaista and Ms Faiza; from school C, Mr. Salim and Mr. Tarang 

while from school D, I worked with Moulana Abdur Rahim and Moulana Mati-ur-Rehman. I 

would like to mention that all these names are fictitious.   

In all I collected 975 minutes of audio-recorded classroom interactional data. The length 

of the interviews and events audio-recorded varied from five minutes to forty minutes. In terms 

of numbers, I interviewed and audio-recorded fifteen management personnel, sixteen teachers, 

ten parents and eight students. I also audio-recorded ten debriefing sessions with the teachers. I 

attended and audio- recorded two parent-teacher meetings, three morning assemblies, one sports 

day, one farewell party, one National Day celebration and one students’ meeting. I administered 

and collected questionnaires from twenty-two teachers and wrote fifty sets of field notes. I took 

ten photographs of official and unofficial displays of languages and other visual and textual 

material. 

The justification for using an ethnographic perspective primarily stems from the specific 

aims of the project as outlined above. At a higher level, I justify the selection of the approach by 

arguing that ‘persons, encounters and institutions are profoundly interlinked’ Rampton (2012: 2). 

Rampton (2012:5) explains that attending to these (profoundly intertwined) empirical foci, 

linguistic ethnography uses case-study methodology to engage with issues, formulations and 
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claims made more generally in social science and public discourse. In short, I justify the 

selection of an ethnographic perspective based on the specific aims of the project and my 

assumptions on communication in daily practices and routines of teaching, learning and 

interacting in the school setting. 

I use methodological insights from ethnography of language policy (Johnson, 2009, 

2010; Ricento and Hornberger, 1996, 2007) and critical interpretive approaches to bilingualism 

(Martin-Jones and Heller, 1996, 2001). The common methodological thread in the studies cited 

above is the close examination of situated interactional practices. They account for the specific 

institutional language ideologies and explore the intersection between them and the wider socio-

political and economic issues.  

  

6.2 Selection and Access to the Sites   

In this section, I first discuss the selection of the research sites (6.2.1) followed by an account of 

the difficulties encountered in gaining access to the subject sites (6.2.2).  

 

6.2.1 The Selection of the sites  

The approaches outlined above from which I draw my methodological insights usually involve 

one or two schools but I decided to investigate four schools because I wanted to examine the 

phenomenon in a set of cases. It is important to reiterate that I do not have any notion of 

representativeness that might form the basis of their selection.  Nor do I generalize by implying 

that my findings resulting from the study of these sites are applicable to the entire country. I see 

these schools as a set of cases and I recognize that there is a great need of empirical investigation 
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in other settings in order to make meaningful generalization about language in education in 

Pakistan. 

 

6.2.2 Access to the Site  

Although my PhD courses on research methodologies, procedures and applications had 

underscored the importance of adaptability, I feel I actually learnt its essence when I was 

confronted with the challenges of getting access to my research sites. While I followed most of 

the prescribed procedures of writing letters and holding face-to-face conversations to describe 

the purpose and nature of the enterprise, I discovered that these did not seem to work and that I 

needed an alternative strategy to overcome the challenge. I also learnt that my familiarity with 

the culture of the informants actually did not help me gain the access for research.  I overcame 

the challenge by enlisting the help of zamins (brokers). 

 

6.3 Fieldwork Procedures  

Broadly speaking, the qualitative interpretative paradigm (Erickson, 1996) informed my 

fieldwork throughout. I collected and analyzed ethnographic data gathered from mainly three 

levels: (1) classroom, (2) institutional and (3) societal, and through general participation and 

observation in the school environment in all four sites; this activity was conducted over a period 

of nine months during which I made several visits to the sites. I describe my fieldwork 

procedures by dividing them into three phases: initial stage (6.3.1), middle stage (6.3.2), 

followed by the late stage (6.3.3). I then discuss the relationship between the researcher and the 

researched (6.3.4), observations (6.3.5), observations in the classroom (6.3.5.1), observations in 
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the school environment (6.3.5.2), field notes (6.3.6), audio-recording (6.3.7), interviews (6.3.8), 

questionnaire (6.3.9), and gathering relevant documents and textual material (6.3.10).  

 

 6.3.1 Initial Stage  

In the initial stage of my fieldwork, I spent time acquainting myself with the settings largely by 

visiting the neighborhood and holding informal conversations with pupils, teachers and 

community members during periods when they were not engaged in their professional duties. 

Although I dressed in a shalwar kameez ensemble (the national dress of the country) in order to 

subscribe to the norms of the local cultures of the institutions, the observer paradox in the initial 

phase was intense; although this started to diminish in the latter stages of the process. In order to 

dilute the degree of the observer paradox, I avoided writing notes or making audio-recordings. I 

focused more on familiarizing myself with the geographical settings of the schools for which 

purpose I went walking around in the neighborhood in order to understand the locale from which 

majority of the pupils and teachers came. I positioned myself as an observer in different spaces 

and at varying times, inside and outside the institution, to work out the daily patterns of social 

life in the local worlds in which the institutions and the actors were placed, building a broad 

picture of the socio-cultural setting. My visits to the neighborhood and conversations with the 

community members, sitting with them in their homes, eating with them, visiting their markets, 

and talking to both the elderly and the young  helped in giving shape and determining the 

direction—  ‘the patterns of expectations’ Blommaert ( 1996:29)—in which to further explore 

my research project.  

At all the four research sites, I developed a good rapport with at least one person who 

volunteered to act as a contact between me and the school.  
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6.3.2. Middle Stage      

This was a stage when I was no longer a stranger to my research sites and the associated social 

actors. I started to recognize the research participants by name and many of them would address 

me by my first name without the pre-fix of a formal title. The pupils seemed to have accepted my 

presence in their schools: walking in the corridors, talking to them during their break times and 

playing with them in the grounds. I started to look closely at the semiotics in the school 

environment. I took field notes at this stage and tried to document all the visible semiotic 

displays. While transcribing the data in the evening, I realized that I was able to use very little of 

it to answer my research questions. As a result of this reflexivity, I learnt to identity key events 

and spaces in the schools for data collection. In addition, I continued visiting neighborhoods and 

interacting with the community members. 

  

6.3.3 Late Stage 

I started participating in and observing the focal site of the study, i.e., the classrooms. I 

interviewed the informants. At this stage, I also made connections between the data collected in 

the initial, middle and late stages.  

Before going into the class along with the teachers, I would invariably ask myself what 

specific point I was going to look for in that specific session and also worked out the linguistic 

profile of the pupils and the teacher. (See 5.2.1) 

As there was an overlap between my own professional background and that of the school 

setting, I had some advantages in terms of familiarity with the educational environment and its 

patterns in the private, elite English-medium school only.  I found myself as much a stranger as 

anyone else with my background would have been in the remaining three sites.    
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6.3.4 Relationship between the Researcher and the Researched 

My fieldwork relations developed throughout the process and continued beyond. They changed 

significantly over the life of the project. Initially, it took me  time to establish my professional 

identity—that of someone working for a private international university (i.e. the Aga Khan 

University, part of an educational foundation with a global presence, owned and operated by a 

minority Islamic community) and studying in a British university. In other words, convincing 

informants of the independent and academic nature of the inquiry was a bit challenging. I 

addressed this issue by explaining in explicit terms the details of my project, how I was 

managing my financial resources to fund my study at a British university and how I intended to 

use the data after obtaining my doctoral degree. I also adopted an indirect approach to address 

the issue of relationship by participating in the rituals of the communities and engaging with 

them informally on issues of their interests.    

 In successfully implementing all these strategies for the development of good 

relationships, my ability to speak Urdu and English with varying registers, especially the school 

register seemed to have made a substantial contribution. I was particularly mindful of the 

institutional patterns and norms of speaking with people in different positions. 

The familiarity with the context and development of friendly relationships created fresh 

challenges in terms of raising the informants’ expectations. These expectations seem to have 

links with the sedimented identity of researchers in Pakistan: a teacher in a public sector school 

asked if I knew a donor agency which could provide computers for the school; another teacher in 

the same school asked about study in UK. The pupils of the private, elite medium school shared 

their aspirations of going to the UK and USA for studies. I took these instances as ‘rich points’ 

(Blommaert, 2006:37) which offered valuable insight into the local social orders of the actors.    
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While I tried hard to establish my identity as that of an independent researcher, I am not 

certain how successful I was in achieving this. However, there was clear evidence of a higher 

degree of confidence/trust in me which was manifested in the voluntary co-operation offered by 

the social actors. In this connection, it is important to note that I did my best to guide the 

research participants about the available options for funding overseas education. 

 

6.3.5 Observations 

The studies cited in 6.1 guided my attention to not only the core, i.e., the classroom as the central 

unit of analysis of my study, but also to the surrounding areas. These included different spaces 

within the institutions such as the toilets, playgrounds, canteen areas,  walls (to examine the 

graffiti) , libraries, classrooms , staff offices and  staffrooms. These observations also included 

the neighborhood beyond the institutions’ boundaries to observe the condition of the streets, 

modes of transportation, kind of shops, the usual dress codes—in short, the complete ecology 

and ambience. In the words of Blommaert (2006:28), I began by ‘observing everything’ which 

helped me develop the overall picture of the contexts in which institutions were situated, 

especially the socioeconomic and political conditions prevailing in areas beyond these 

institutions. Although such observations were helpful, I realized that they were not directly 

useful in answering my research questions and that I needed to retain focus on the more 

important spaces. As a result, I tried to introduce a systematic orientation to my observations by 

focusing on classroom discourse, observation in the school environment and observation of 

official events. 
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6.3.5.1 Observation in the Classroom     

As I noted above in section 6.3.1, I delayed making audio-recordings of the classroom as part of 

a strategy to minimize the intensity of the observer paradox. By the time I started recording, I 

was a familiar face for the students and teachers. However, after I had obtained permission from 

the pupils and teachers and started audio-recording their classroom sessions, I noticed there was 

a degree of unease amongst them but this lasted only for the initial few days. With time, the 

students and teachers got used to my recorder and largely normal interactional patterns started to 

emerge.   

I was mindful of the fact that my recording sessions should not be disruptive and hence 

used an unobtrusive recorder and carefully selected the place to position myself from where I 

could record student-student as well as teacher-student off- and on-the-task interactions. 

Unfortunately I was not very successful in audio-recording student-student interaction in the 

classroom largely because in two of the schools, SC and SD, there was no space to put in another 

chair for me to sit amongst the students; the other contributory reason was that in these 

institutions, as a mark of respect, an outsider is seated beside the teacher and in front of the class. 

I kept my recorder on the teacher’s desk but ensured that his/her normal practice of placing 

things on the desk was not disturbed.  The routine more or less followed this pattern: as soon as I 

would enter the class along with the teacher, all pupils would rise to greet us, after which a pupil 

was sent by the teacher to get a chair for me from some other classroom; the pupil would bring 

the chair and place it next to the teacher. I indicated an interest to sit at the back of the class but 

teachers in Quetta informed me that to do so would be tantamount to them showing disrespect to 

a guest, and hence my chair was placed in the centre of the class. The position was awkward 

because I was sitting right in front of the faces of the pupils. I had to negotiate with the teacher to 
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be seated in the corner and of the class and not directly in front. As a result, my presence was 

removed from the direct attention of the pupils. 

At SD, it was not possible to sit amongst the pupils or even at the back of the class 

because according to the norms of the institution a teacher’s guest or a visitor is seated in the 

centre, facing the class, as a mark of respect.  It may be noted that the teacher’s sitting place 

often had a carpet while pupils sat on normal rugs that were  otherwise rolled out for 

congregational prayers. 

I observed the sitting conditions, the arrangement of furniture, the seating capacity, size 

of the classroom, and the linguistic profile of the learners and the teacher. While observing the 

classes, I kept making connections with the socioeconomic environment and the discursive 

practices of the classroom.  As I was particularly interested in looking for evidence of the wider 

social world and its accomplishments through interactions in the class, I paid special attention to 

recording off-task communication whenever this took place and noted the moment and purpose 

of using language variations at different occasions in the classroom.       

I made recordings of classroom sessions of different grades and on different subjects. 

However, I focused more on the language classes because I view  them as not just as a means of 

teaching/ learning linguistic proficiency but also as terrain in which multiple ideologies leading 

to unequal distribution of resources, contestation/ social-category formation and struggle get 

played out and negotiated interactionally on a daily basis.   

 Although my questions formed the framework within which I was to observe and record 

the lessons, I tried not to be overwhelmed by them as that would have prevented me from 

attending to the behavior of the social actors in the process of teaching and learning. I took field 

notes and audio-recorded the lessons.     
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 While in classrooms I mostly acted as an observer. I did get opportunities to get closer to 

the pupils during classes especially in SA where the arrangement of the classroom furniture 

facilitated group work. I did not audio-record the work of these groups on purpose for fear of 

disrupting the natural flow of conversation, but took notes of the language used.   

I conducted post-classroom debriefings to understand the teachers’ views of their 

orchestrations in classrooms. The debriefing sessions provided excellent opportunities for 

developing insight into the ways in which teachers’ views of students’ local languages, ethnicity 

and class came out. 

 

6.3.5.2 Observation in the School Environment      

In order to answer my third research question outlined in chapter 1, I looked closely at the 

discursive practices outside the classroom, i.e., in the corridors, playground, at the canteen, and 

in the staff room. I noticed there were major differences between the language practices at all 

these different locations. On comparing the dissimilarities in linguistic practices in the school I 

found that the legitimacy of a language actually differed from space to space and from event to 

event.  In events that required the school to present itself to the parents, the management 

projected as representatives those students and teachers who were relatively more fluent in the 

English language.  

My observation also focused on the schools’ material conditions and the languages on 

display in these institutions.  I looked closely at the use of language, the intended audience and 

the ideology represented by such visual materials. It was revealing to compare the difference 

between the language use on the official charts sent by the school administration/ provincial 

department of education and the informal writing on the back walls of the school. 
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I attended parent-teacher meetings in two schools and was able to have post-parent-

teacher discussions with the teachers. These sessions which I audio-recorded gave me 

opportunities to understand the local explanation of the teachers about their classroom language 

practices and the normative expectations of the school management.  

 

6.3.6 Field Notes  

I made careful notes at all stages of the study taking into account not only the visible languages 

in the school environment but the ‘behavioral repertoire’. This included the actual range of the 

forms of behavior that people displayed (Hymes, 1981:84), the institutional norms of speaking 

taking into account the contextual information, description of the physical settings of the 

classroom, school and community living styles and also the relationship between me and my 

research participants. I also made notes to keep a record of my ideas and reflections throughout 

my fieldwork.  I gave more importance to noting down the ‘telling incidents’ (Martin-Jones and 

Saxena, 2001) and my spontaneous thoughts/ understanding/reflection on them. As Blommaert 

observes on field notes:  

I attach great importance to field notes, if for nothing else because I still use and re-use 

my own field notebooks, some of which are now over decades old. They still provide me 

with invaluable information, not only about what I witnessed in the field, but even the 

conduct, social relations and the encounters I experienced. I do not see them as marked 

and deviant anymore, and I do not feel that they are in need of description and 

explanation any more: they have become your social and cultural codes, no longer just 

theirs (Blommaert, 2006:34). 
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Following Blommaert (2006: 35), I view my field notes as a record of not what I saw in 

the field but as an ‘epistemic process’ in which I tried to make new information understandable 

for myself, using my own interpretive frames, concepts and categories and gradually shifting into 

new frames, making connections between earlier and current events and finding my way in the 

local order of things.  

 I carried with me a register book the form of which was very local and distinctive in the 

sense that the pages was bound with cotton cloth which enhanced its durability. For each school, 

I used one such register book. In the evening, I would revisit my notes and they would actually 

help me for the next day’s field work in the sense that they would point to the direction in which 

I should explore further.  I kept expanding my notes after coming back from the field and making 

connections between the previous and the current experiences. From the field notes, I developed 

a research diary taking into account not only the description of the phenomenon and my personal 

experiences of participating in different events but also my interpretation of them. I realized that 

the field notes became perhaps the most valuable research tool for crosschecking other 

ethnographic data such as interviews, recording of the official function and visits to community 

members. As Creese notes (2011:44), ‘it is here that close detail of local action and interaction is 

embedded in a consideration of the wider social world… field notes document details of practice. 

They are productions and recordings of the researchers’ noticing with the intent of describing the 

research participant’s action emically.’ 

 

6.3.7 Audio Recordings 

As stated in section 6.1, one of the most important aims of my fieldwork was to record naturally 

occurring data. For that I used a Sony Digital Voice Recorder ICDB-500, a very slim, light 
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device with the capacity to record a large amount of data. I was particularly mindful of the fact 

that the audio-recording process should not interfere with the regular routine so I kept the 

recorder with myself and used it only when essentially required. 

 

6.3.8 Interviews  

I mostly conducted one-to-one interviews with teachers, parents and students. On two occasions, 

I conducted group interviews with teachers and students in school C and A. Most of the informal 

questions I asked during the interview were to ascertain the views of informants about the 

immediate settings as well as their understanding of the wider socio-political and economic 

conditions that they were part of. As a general procedure, in all interviews, I shared with the 

informants its purpose, approximate duration and I adopted the informants’ preferred language 

for the interview, and also took their verbal consent which I duly recorded.  

Before every interview, I asked myself, ‘Why am I conducting this particular interview?’, 

as this helped me to remain focused during the interview. My PhD course on employing 

questionnaire-design and interview methods helped me reconceptualize interviews in the field of 

applied linguistics. Following Holstein and Gabrium (2005: 484), I take interviews as 

interpretative practices; as processes that “engage both the ‘hows’ and the ‘whats’ of social 

reality”. The interpretive approaches treat ‘interviews themselves as topics for investigation’ 

(Talmy 2011: 131) as opposed to using them as a conduit to the inner voices/ worlds of the 

interviewee. Richards and Talmy call it a discursive perspective on qualitative interview which ‘ 

is conceptualized explicitly as a socially situated speech event’ (Mishler 1986), in which the 

interviewer (s) and interviewee (s) make meaning, construct knowledge, and participate in social 

practice (Richards and Talmy 2011: 2). The discursive perspective aligns with Holstein and 
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Gabrium’s (1995) notion of an ‘active interview’ which is not an approach but a ‘theory of 

interview’ (Richards and Talmy 2011: 2) ‘which not only gives the content or what but also the 

hows’. In short, theorizing research interviews from ‘research instrument’ to ‘social practices’ or 

as a discursive perspective or active interview calls for ‘ an ontological and epistemological 

shift’ in which the status of interview, data, voice, bias, analytics approaches and analytic focus 

change markedly’ (See Talmy 2011: 132 ).  The active interview approach I adopted shares 

ontological assumptions and methodological procedures with ethnographic interviews which 

view interviews as conversations in which the interviewer and interviewee are equally active in 

knowledge construction. (Blommaert, 2006: 39). When I reconceptualized interviews in this 

way, and analyzed their objectives and the roles of the interviewer and the interviewee, I did not 

judge any of my interviews as either good or bad but as ‘a linguistic activity in [their] own right’ 

(Blommaert, 2006: 38). I gave importance to the anecdotes, views, and explanations given by my 

research participants.  

 

6.3.9 Questionnaire  

I decided to construct and administer the questionnaire when I realized that I would not be able 

to gather a large amount of data just through interviews, field notes and observations within the 

time limit I had for my fieldwork. The construction, administration and test-retest of the tool 

took more time than anticipated.  

While designing the questionnaire, I was particularly conscious of addressing the central 

problem of the interpretation of the items by my respondents. In order to address this concern I 

used the strategy of test-retest (Alderson, 1992). After administering the questionnaire to a group 

of teachers who volunteered to participate at the pilot stage, I held a small group-talk in order to 
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understand the problems they might have faced in filling the questionnaire and to listen to their 

suggestions for its improvement. Their feedback helped me fine-tune the wordings of the items, 

rearrange them and add a few qualification credentials in the biographical section of my 

questionnaire. I also showed the tool to my supervisor whose comments were useful in helping 

me to make appropriate revisions.  

In short, I designed an ad hoc questionnaire, administered it, held a meeting with the 

informants and incorporated changes on the basis of their feedback by adding/deleting and fine-

tuning the wordings of the questions and the response types, and also checked the validity of the 

tool by the test-retest method. After validating the correctness of the tool, I used the purposive 

sampling technique in which I followed two criteria for selecting the informants: (1) all those 

teachers who came to the staffroom during the break and (2) those who volunteered to participate 

in the project. In terms of numbers, twenty- two participants volunteered to fill out the 

questionnaire.  

 

6.3.10 Gathering of Relevant Documents and Textual Materials  

I gathered a number of documents relating to the language practices in the schools. I collected 

memos by school heads addressed to their faculty, leave applications of pupils, correspondence 

between the school and the education department, and between the school and the parents. I also 

scrutinized students’ notebooks and textbooks. With permission from the people concerned, I 

photocopied some of the material relevant to my study. I collected more or less the same 

documents with some minor variations at all the research sites.  
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6.4 Data Preparation: Transcription and Translation Processes  

In Section 6.4, I discuss the steps adopted for the transcription and translation of the data 

followed by the process of its interpretation. In the final section I also outline the ‘ethical’ 

standards that I subscribed to during the research project. 

 

6.4.1Transcription and Translation Processes 

I followed three steps for transcribing the data. In step one, I listened to the audio-recordings 

several times in Urdu/ English, and then translated and transcribed them in normal orthography. 

For recordings that were in Arabic or Pashto, I took the help of a student who had received 

formal qualifications in these languages. In step two, I developed and used my own transcription 

conventions, mainly taking help from the notations developed and by reading about issues in 

regards to transcription as discussed by Roberts (2007) in order to capture relevant non-linguistic 

features of the spoken data. In step three, I showed the transcribed data to a group of Pashto and 

Arabic speakers in my university. In step four, I sought the help of a professional for formatting 

the data into two columns.  

 Transcribing a wide range of linguistic practices, varieties, registers, and channels of 

communication proved to be a challenging task. I felt it was impossible for me to detach my 

subjectivity from the data. During the process of transcribing each episode, I came to realize that 

my own observations/impressions had become integral to the selection of the episodes and 

events and that they also contributed in foregrounding some aspects of the events while leaving 

out others. My readings on transcription in applied linguistics made me reflect on my 

relationship with the transcription I had produced. In particular, following Bucholtz (2002), I 

find that it would not be very accurate to claim total impartiality in the representation and 
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interpretation of transcripts. However, I took a reflexive stance towards my role and 

responsibility as transcriber in the process of transcription.  In this regard, I showed my 

transcription text to the respondents in the first place and then to other people including 

laypersons and experts in the languages. I incorporated the changes suggested by the respondents 

and the experts on translations. In one case a respondent teacher withdrew from the research 

when his transcribed interview was shown to him.  

 

6.4.2 The Process of Interpretation  

 I divided the process of interpretation into ‘general’ and ‘specific’ which I discuss below. Both 

the general and specific complemented each other in the process of interpretation. 

 

6.4.2.1 General Interpretation 

The process started the day I entered the field and continued throughout the fieldwork—at the 

stage of transcribing the data and finally at the stage of writing the thesis. As Blommaert notes, 

“since the analysis of such data is interpretive, the boundary between ‘during’ and ‘after’ is 

blurred: a lot of interpretation (read: analysis) has already been done in the field, on an everyday 

basis” (Blommaert, 2006: 55).  

 Linguistic ethnography informed the detailed analysis of the discursive practices 

throughout the study. Broadly speaking, this type of analysis comprises context-specific 

interpretations of language use (Mehan, 1984:175). I understand ‘context’ in the study as not 

referring to the physical aspects of the setting but to the wider interactions amongst people in the 

setting:  ‘they are constituted by what people are doing, as well as when and where they are 

doing it’ (McDermott and Aron, 1978 cited in Mehan, 1984:175). In short, reconceptualizing 
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context as ‘segmented and to some extent controlled by indirect verbal strategies’ (Mehan, 1984: 

178), and taking ‘discourse and its organization’ (Edwards and Westgate, 1994: 174) as a 

guiding heuristic orientation, I interpreted my data without assuming a direct correlation between 

language form and social categories. The analysis was not only restricted to the linguistic forms 

but to the contextual dimension of their production, interactional rules and norms of 

conversation. According to Mehan, ‘ethnographically influenced studies of classroom language 

and communication have been particularly successful in uncovering the suggested unspoken 

classroom rules and previously unnoticed norms of classroom behavior’ (Mehan, 1984: 178).   

While interpreting the data I was mindful of ‘epistemic reflexivity’ (Blommert, 2006: 

58), that is whatever claims I make on the discursive practices and on the social, educational and 

political arenas must have their basis in linguistic and non-linguistic clues that exist in my data 

and that I should not offer transcript data as evidence ‘to speak for itself’ (Edwards and 

Westgate, 2004: 135).   

The general interpretation covers the processes of negotiating access to the sites with a 

focus on the use of language during my stay in the headmaster’s room in Quetta, visits to 

community members and a description of the general conditions of the neighborhoods where the 

research sites were located.  

Following the common analytic methods of linguistic ethnography and the multiple 

method approach, I triangulated data collected from different sources through audio-recording of 

the lessons and events, the questionnaire, field notes and informal discussions with different 

stakeholders and analyzed all of them together in consultation with the local actors, thereby 

bringing both emic and etic perspectives to my analysis . In line with the critical, interpretive 

work in a multilingual policy context (Martin-Jones and Heller, 1996, 2001) and drawing on 
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Bourdieu’s (1991) conceptual framework, I attempted to extrapolate links between language 

practices in the schools and the wider socioeconomic and political order. 

 

6.4.2.2 Specific Interpretation  

As I was the only person involved in the whole process—negotiating access to the sites, visiting 

the community and collecting, transcribing and verifying all the data—I discovered that single- 

person research was rewarding in that each stage gave me opportunities to observe the actors’ 

linguistic behavior and to reflect on my own language practices. The links between language 

practices in institutions and the development of social categorization based on language 

differences began to emerge when I triangulated my data. Although the process of transcribing 

and the debriefing sessions with the teachers was time consuming, it allowed me to develop 

closeness with my data, and the professional/financial trajectories of my research participants 

became extremely familiar to me. In other words, I developed a strong human bonding with my 

research participants as a result of being familiar with their histories, and their social and 

financial conditions, which I then linked to their language practices in institutional settings. 

The debriefing sessions usually involved multiple visits to the research sites and 

communities to show to those involved the transcripts, initial accounts and interpretations. The 

usual response was one of amazement, that ‘you observed these things!’ I had no major 

disagreement with the participants with regard to the transcriptions and accounts but some 

teachers did point out that the meaning behind a few of their utterances was different from what I 

had understood. I respected their interpretations, made the appropriate changes and once again 

showed them the revised transcriptions.  
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The debriefing sessions performed multiple functions. On the one hand they allowed me 

to negotiate the local meanings and views of the participants on their language practices and on 

the other hand they provided me with alternative explanations to the phenomena under 

investigation. Moreover, the behavior/ response of the teachers to the transcription also 

illustrated meanings through verbal and non-verbal gestures. Many of the teachers at SB school 

regretted their code-switching practices and made very perceptive comments regarding their 

practices  in this regard.  A teacher at SB said, ‘You know we have to do this because Balochi 

children do not even understand Urdu. How would they learn English if we taught them in 

English only?’ While this casual remark made by the teacher is a fine example of linguistic 

hierarchy, it also points to the language policy endorsed by the school, i.e., English only. The 

teachers at SD were least concerned about their communicative patterns. All they worried about 

was the translation from Arabic to Urdu that they did during the lessons.  

 

6.4.3 Ethical Considerations  

I strictly followed the ethical standards of Lancaster University. In addition to that, I also read 

and followed the standards published by British Association for Applied Linguistics. I wrote a 

letter to the principal (Appendix 1) of each school seeking permission to enlist the school in my 

research project. I also obtained the informed consent of all informants. I advised all informants 

about their right to withdraw from the study at any stage and indicated what measures would be 

taken to protect their interests and privacy. I was sensitive to cultural, religious, gender and age 

differences through maintaining a reflexive attitude when in the field. While I explained the 

objectives of the study, its possible consequences and issues of confidentiality, I also conveyed 

to the informants that it is not always possible to completely conceal identities and that 
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anonymity can be compromised unintentionally. At no stage of my study did I resort to covert or 

deliberate deception. As children were also informants for this study, I not only obtained their 

consent but also obtained permission from the parents whom I could approach through school 

head. In case of school C and D, the school policy covered it. I spent time with the children and 

commensurate with their interest and ability to understand, explained to them the objectives of 

the study.  For class observations, I obtained the verbal permission from the pupils and the 

teachers to attend and record their classroom language practices.  
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Chapter 7: The Socio-Cultural Value of Local Literacies/ languages in Schools 

Overview 

This chapter addresses the question of the relationship between the language-in-education policy 

of Pakistan and the everyday practices in its schools. It specifically answers the following 

questions: 

• What are some of the common classroom interactional practices in schools?  

• What are the ways in which pupils are categorized by their teachers? 

• How are pupils’ categorizations tied to their ethnicity and class? 

 The argument put forward in this chapter is that, while the imposition of a monolingual 

rule for education is a dominant aspect of the language-in-education policy, especially in the 

post-colonial context, it has been found that social actors in Pakistan respond to this in complex 

ways. 

The chapter comprises two sections. Section 7.1 presents some of the common 

interactional practices found in the school sites, examines the ways in which teachers categorize 

their students and explores the links between language practices, social class and ethnicity. 

Section 7.2 discusses the findings made in the previous section taking into account the 

monolingual rule in the light of recent scholarship in the field of language-in-education.   

 

7.1 Interactional Practices in Classrooms  

As noted in chapters four and five, examining the interactional practices between teachers and 

pupils in classrooms provides opportunities and illuminating insights into the manner in which 
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the micro and macro aspects of language-in-education policy of the country are linked.  A close 

investigation of these aspects in all the four study sites helped me understand the ways in which 

power and authority are constituted at the classroom level.  Although language use differed from 

one site to another, the patterns of interactions are not very dissimilar. Some of the common 

interactional patterns observed are discussed in the sections that follow. 

 

7.1.1. Initiation and Maintenance of a Unified Floor 

The most commonly shared strategies were the creation and maintenance of a unified floor, 

largely by means of reading out from textbooks during lessons, an exaggerated emphasis on 

translation from English/ Arabic to Urdu, the use of repetition drills for memorizing target 

languages, and adopting strategies in SB to ensure that only English was used for classroom 

interaction. In addition to that, teacher-initiated chorusing, students’ taciturnity and the teacher’s 

volubility were noted.  

  The lesson analyzed here took place in April 2011 in the public sector school (SC). The 

lesson was conducted by a senior teacher who had been working at SC for over twenty years. 

Let’s call him Mr.Salim. He was teaching a class of eighty-one boys out of which seventy-eight 

were present on the day of my observation. Out of the seventy-eight boys, sixty-four boys spoke 

Pashto as their first language, whereas six spoke Balochi, one Brahvi, four Urdu, one Punjabi 

and two Farsi. Mr. Salim is a native speaker of Seraiki  but he can also speak some Pashto as he 

has lived for decades in Quetta city. He is very well respected amongst his colleagues for his 

hard work. He never misses class and is known for utilizing every minute of his lesson in 

teaching English language to middle school boys. I was also informed by one of his colleagues 
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that Mr. Salim had left the banking profession as he considered banking non-Islamic and had 

become a teacher. 

Mr Salim conducted most of his English lesson standing in front of the class, although he 

occasionally walked up and down the aisles while reading aloud from the textbook.  The students 

sat in rows on rickety benches facing the teacher and the blackboard, four to five pupils per desk 

designed to seat three students. The layout of the furniture in rows created a social organization 

that directs everyone’s attention towards the teacher standing in front of a large blackboard.  

As illustrated in (Extract 1 in Appendix 5.1), from the very first minute of the lesson Mr. 

Salim established a unified floor by introducing the textbook lesson (Extract 1, line 1).  There 

was virtually no exchange of conversation or greeting between him and his students before, 

during or after the lesson. The class begins with his instruction for opening the book. From then 

on, Mr. Salim retained the floor to himself by reading out each line of text and translating it into 

the version of Urdu commonly used in very formal situations.  While reading aloud from the 

textbook, he emphasized self-selected words by repeating them with a higher volume, one at a 

time and in isolation from the full sentence, to identify the key items in the text (line 3, 10). As 

soon as he reached line 23 which was the end of the text, he made it clear to the pupils what was 

expected of them: “listen carefully, you will learn it by heart.” (line 24) He read the entire lesson 

a second time (lines 25-55). The only difference between his first and second reading was 

perhaps the speed with which he read the text. The function of the second reading was possibly 

to rehearse for the final performance in which pupils are given a chance to take the floor. Once 

he had completed the second cycle of reading and translating, he read out each sentence of the 

text in a loud voice (line 50-55) for the third time and with a rising intonation, pausing after each 

sentence so that his pupils could respond with a vocal translation of the sentence into Urdu. His 
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students who had remained silent in the first thirty minutes of a forty-five-minute lesson now got 

the opportunity to speak. However, their participation was consciously or unconsciously 

controlled by Mr. Salim who offered them a contextual cue (Gumperz 1982) by using a rising 

intonation for the last word of the sentence followed by a pause which was the signal for the 

pupils to vocalize the translation. The pupils responded to the teacher-initiated group chorusing 

in a rhythmically coordinated refrain. I observed that a number of boys were contributing to the 

sing-song drill by merely raising their voices but were not involved in the process of translation. 

 

7.1.2 A Practice Specific to One School (SD): Use of Arabic to Regulate the Interactional 

Practices and Legitimize Knowledge 

The lesson analyzed here took place in April 2011 in the private sector school (SD). The lesson 

was conducted by a senior teacher who had been working at SD for over ten years. Let’s call him 

Molvi Abdul Rehman (MAR). He was teaching a class of twelve boys out. Out of the twelve 

boys, seven boys spoke Urdu as their first language, whereas three spoke Pashto, one Gujarati, 

and one Sindhi. MAR is a native speaker of Urdu and could also read and write English to some 

extent. He informed me that he received his early education in a private English medium school 

until grade nine. From then on, he opted for madarssah education (religious school) 

This is a grade six lesson on Jihad, ‘Holy war,’ audio-recorded in May 2011 in SD, Karachi. The 

focus of the lesson was the norms of holy war which is taught to boys of ages from 10 to 15.  

Like in the previous class, the majority of the boys here too spoke local languages as their first 

language. Some of the common languages spoken here were Pashto, Punjabi, Sindhi and Urdu. 

The class was conducted in a multipurpose hall where all classes are held simultaneously.It is 

converted into a dining hall twice a day and was also used as a sleeping dormitory for the 120 
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boys studying in the institution. Every one sat on the floor in small groups with each teacher 

sitting in the center with his students gathered around him. The furniture in the class comprises 

small, portable wooden desks meant only for keeping books.  

The class began with the teacher, let’s call him Molvi Abdul Rehman (MAR), reading out from a 

bilingual textbook written in Urdu and Arabic. A boy remained standing throughout the lesson 

with a book in his hand. According to an established convention the boy was supposed to read 

the text and the teacher then would offer his comments.  However, MAR decided to read out the 

text himself. He read a chunk in Urdu then a line in Arabic, which he translated into Urdu. As 

Extract 2, Appendix 5.1 shows, the recitation of Arabic and its translation (lines 3, 5, 12, 14, 40, 

41, 46, 59) dominated the classroom interactional practice. The recitation of Arabic seemed to 

perform a social as opposed to an academic function. It also established a hierarchal relationship 

between MAR and his students.  MAR knew Arabic and can translate it into Urdu but his pupils 

did not have this ability. This difference in levels of knowledge created an asymmetry in the 

power relationship in the classroom which was manifested in MAR’s volubility and his pupils’ 

taciturnity. MAR used two kinds of cues in his classroom—the first was when he asked the 

question, “have you got it?” (lines 3, 7), and the second when he raised  his tone on key items 

(line 17).  Both cues fail to prompt any response from the students.  After reading the first three 

lines of the text in which MAR explained the size of a battalion, he gave the cue, “have you got 

it?” at a point where no teaching was involved. Here, the cue gave the impression that teaching 

and learning activity was actually taking place.  It is very difficult to say whether students 

internalized the knowledge in the absence of any negotiation between students and teacher. It 

seems fair to note that the teacher here was using ‘safe  talk’ practices (Chick, 1996) by sticking 
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rigidly to the  textbook and making an impression of teaching and learning through the use of the 

cue “have you got it?” used more or less as a formulaic expression.  

At the level of the institution, MAR collaborated with SD’s policy of using Arabic and Urdu in 

the school. Two of the parents I interviewed believed that learning Arabic was associated with 

maintaining one’s link with Islam. Similarly, an individual belonging to SD’s management 

argued that Arabic was the language of all Muslims and in particular the language of the Prophet 

and must therefore be taught to every Muslim. However, observation of the actual classroom 

practice did not show that the pupils were learning Arabic as it was just MAR who was reading 

out the text and translating it into Urdu. The teaching of Arabic here apparently had more to do 

with the perception that this language symbolizes an imagined Muslim identity. At a broader 

level, the use of Arabic in the classroom reinforced the discourse of the eighteenth century 

tradition of religious schools in India in which Arabic was used as a counter-response to the 

British policy of teaching English language to the ‘natives’.  As the use of Arabic in SD and 

elsewhere in the country is held in high regard, MAR took advantage of this to avoid any 

extemporaneous communication in the class. In short, MAR reinforced the normative 

ascendency of the language by reading out the Arabic text from the school course book. The use 

of Arabic helped MAR in many ways. To begin with, it helped him to establish his authority and 

provided him the power to control the class. It also helped him and his students in mutual face-

saving over the inadequacy of the teaching and learning that was taking place in the class. The 

use of a foreign language, i.e., Arabic created a language difference between MAR and his 

students. MAR seemed to know the translation of the Arabic utterances while his pupils did not 

know it, as a result the difference led to an asymmetry in the power relationship in the classroom 

manifested in his volubility and his pupils’ taciturnity.   
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7.1.3 Meeting the Demands of English- Only in the Classroom 

I also observed an English language class held in SB, which claimed to be an English-medium 

school, and which was located in a less affluent area of Karachi. The students were mostly from 

a Balochi-speaking background. The teacher, let’s call her Ms Shaista, was a native speaker of 

Urdu and had a Master’s degree in Mass Communication. In the lesson analyzed here (Extract 3, 

Appendix 5.1), Ms. Shaista started her lesson by clearly introducing the objective of her class 

which was reading chapters of an English novel. 

Ms. Shaista spoke to her students mostly in Urdu but nevertheless tried very hard to 

speak as much as possible in English. Her instructions were in English: “tell me the summary of 

the chapter” (line 12) and “close your books” (line 12), and asking wh- questions such as “where 

is London?” (line 19). Her students’ responses remained limited to one- or two-word answers 

(lines 4, 7, 11). I observed that Ms. Shaista’s and her students’ competence in English was 

limited and appeared to be restricted to a few utterances which they seemed to have memorized 

well. In order to meet the demands of the school’s recently introduced policy of using English,  

Ms. Shaista and her students had worked out a method of jointly staging a lesson in which she 

and her students appear to be respectively teaching and learning in the English language. 

Connected to the impression that English was being taught and learnt was the selection of the 

novel Lisa goes to London which is the story of a girl who visits London on a trip which she has 

won as a prize in a story writing competition.  I found that the text which talked about Heathrow 

Airport, the London Eye and Hyde Park posed significant difficulties for comprehension and 

greatly constrained any meaningful interaction between the teacher and the students. In order to 

overcome the language and unfamiliar cultural challenges posed by the material, Ms. Shaista and 

her students spent most of the classroom time reading silently and summarizing the chapters, 
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lifting lines from the textbook and reading them aloud in the class.  It appeared that Ms. Shaista 

avoided reading and discussing the chapters of the novel by adopting a number of methods. 

Firstly, there was an elaborate pre-lesson talk which took about seven minutes out of a forty-five 

minute lesson (line 1-11).The teacher asked her students if they had brought dictionaries with 

them and whether or not they had self-read the novel. In order to get some feedback, she shifted 

her gaze from one student to another, row by row, making sure that each pupil showed her their 

personal dictionaries. She also spent time in getting a nod from each student to her question 

about whether they had read the novel at home. 

Her second recurring interactional strategy was to ask the students to first read and then write a 

summary of the chapters but without having provided them any sort of guidance; her third 

strategy was to teach a grammatical point which had no relevance to the novel (lines 56-62). In 

order to fill the gap between the silent reading of chapters, Ms. Shaista opted to ask wh-word 

questions on the location of cities and thus successfully avoided a discussion of the book (lines 

21-32).  The avoidance strategy became even more conspicuous when Ms. Shaista asked her 

students to name the cities of Pakistan (lines 49-53). The strategies of summary writing, asking 

wh- questions and the fillers between chapters were adopted by the students and their teacher as 

a means of survival, as they had to  subscribe to the school management’s requirement that  

every student and teacher should speak only in English. Although Ms. Shaista and her students 

did speak in English they did so by coming up with creative ways of doing this that seemed to 

serve the institutional agenda but were only tangential to the task of academic learning.   
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7.1.4 Pupils Challenging a Native Speech Model 

I also observed a lesson on oral communication skills in English in SA. The lesson was held in 

August 2011 in Karachi. The teacher, let’s call her Ms. Fatima, was a native speaker of Urdu and 

her students came from diverse ethnolinguistic backgrounds, as was the case in all the other 

classes that were part of my study. One major difference that I found was that students in this 

class had received their schooling in elite institutions of Pakistan and had a comparatively better 

oral proficiency in English.  Fatima had recently returned from the USA where she had gone to 

attend a one-year Foreign Language Teaching Assistant Fulbright (FLTA) program.  I noticed 

she had acquired an authentic American accent and that her speech had few traces of Pakistani 

English.  As the transcript of the following episode shows (See Extract 4 in Appendix 5.1), the 

focus of the lesson was talking about “highschool life”. 

At the start of the lesson, Ms. Fatima set the speech model for her students to follow in 

class by referring to a success story (line 7) and then advised her students to watch the BBC and 

CNN.   A boy stood up to share his high school experiences with the class. He spoke English 

fluently and confidently. I noticed that he made a conscious effort to speak the way English is 

commonly spoken in Pakistan with frequent code-mixing. Although the implied demand was the 

display of monolingual English-Only, he deliberately mixed Urdu lexical items “chai wala”, 

“chai paratha” ( Tea seller, Tea and Bread)with English (line 23). Noteworthy was the long 

pause he gave while speaking English, perhaps mounting a small challenge to the teacher’s 

ground rule of not speaking Pakistani English as it is widely understood that native speakers of 

English do not take long pauses while speaking English nor do they code-mix. Interestingly, the 

second student followed in his footsteps by giving long pauses and using English the way it is 

used in the English-speaking tiers of Pakistani society. I interpreted this as an example of 
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students’ language policy, in response to the implicit institutional language policy of native 

speaker ‘English- only’.   

This fleeting instance of a linguistic challenge to teacher authority was part of a wider 

pattern in this school and in the other schools. This wider pattern is revealed in the results of the 

questionnaire (Figure 1- Appendix 5.1) we see that English is used on formal occasions such as 

convocations and formal school functions. It is important to note that formal school functions 

usually involve participation of the parents and the community, in other words those who pay the 

tuition fees for children studying, at least in private schools. Such events are crucially important 

for the school management as these provide them with an opportunity to establish their 

credibility by demonstrating to the attendees the proficiency of the teachers and students in the 

English language. As is evident from (Figure 1), backstage interactional practices at places like 

the playground or the school canteen were mostly associated with the use of local languages. 

These practices differ widely from classroom practices. 

The interactional practices in Ms. Fatima’s class were quite different from schools B, C 

and D from the point of view of student participation as a number of students took turns to speak 

out in the class. However, the restriction imposed by Ms. Fatima of avoiding speaking in 

Pakistani English excluded the majority of her students from taking part in the oral 

communication exercise. I found many students who were eager to share their high school 

experiences with their classmates but who chose not to do so perhaps because of the restriction 

imposed on them by their teacher. 

In the debriefing session I asked Ms. Fatima for her rationale for giving so much 

importance to the so-called native English accent. Fatima argued that there was an element of 
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“beauty” involved in the ways English is spoken in its native style (See Extract 5 in Appendix 

5.1). 

On further probing I found that Fatima believes that a child’s English pronunciation gives 

the teacher a clue about his/her social position in the school.  She noted that children whose 

pronunciation is different from the standard British and American pronunciation are mocked by 

their peers. She thinks she is valued by her students because of her pronunciation (line 53, 

Extract 5). She relates her arguments to the wider society by referring to the English accent of a 

Pakistani film actress whose is mocked by people because she speaks in a typical Pakistani 

accent.      

To conclude this section, I note that my observation of classroom discursive practices 

showed that there was a range of linguistic practices in different schools. These practices 

reflected the social, cultural and linguistic significance of each school within the educational 

system and in the wider society. In the state school (SC), which is similar to those where the 

majority of Pakistani children study, there was clear evidence of restricting the use of local 

languages in the classroom by imposing Urdu as the sole legitimate language for classroom 

interaction. SD classroom interaction showed that the recitation of Arabic helped the teacher 

avoid loss of face and ostensibly legitimatized their knowledge. It was found that teachers in SB 

had extremely limited competency in English but were obliged to show their classroom 

interaction in English; therefore safe talk practices were very conspicuous. SA validates no other 

language: only English is required to be used in and outside the classroom. Students from 

different socioeconomic backgrounds are found in these schools, which suggest two important 

things: first, the school seems to act as an important social stratifying mechanism, both material 

and symbolic, and second, the school appears to be an institution for structuring and regulating 
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linguistic resources. The most visible and conspicuous pattern of interaction was the absence of 

spontaneous communication between pupils and teachers which also points to the social distance 

between them and the difference in their social and linguistic backgrounds. 

In the next section I illustrate the processes of pupils’ categorization at the level of the 

classroom and the school. I present my findings which suggest that the linguistic and social 

backgrounds of pupils are important determinants for teachers in the classification of students. 

 

7.2 Linguistic Repertoire and Pupil Categorization  

My data (see illustrative examples in Extracts 7-10, Appendix 5.2) suggest that the pupils’ 

linguistic repertoire is one of the key factors that determine how they are categorized by their 

teachers. It was found that proficiency in two important languages, i.e., the national language 

(Urdu) and the official language (English) is taken into consideration by teachers when 

categorizing their pupils. Those who are comparatively better in these languages are marked as 

good students while those not as proficient are considered problem students.  

 

7.2.1 Unofficial Categorization in Everyday Teachers’ Talk 

I also found that the process of categorization is very much a part of everyday discursive 

practices in schools in Pakistan such as those in this study.  I illustrate this point by referring to a 

parent-teacher meeting at SB conducted in Urdu between four teachers and a father whose 

daughter, Muskan, studied in grade 1 of the school. The father, who was employed as a 

gatekeeper in the same school, a native speaker of Balochi. Two teachers involved in the meeting 

spoke Urdu as their first language and the remaining two Punjabi. The meeting lasted for about 

three minutes at the end of which I had the opportunity to conduct a debriefing session with the 
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teachers. As the transcript of the parent-teacher meeting (Extract 7) shows, the teachers felt that 

Muskan faced language problems in school because of the difference between her home 

language and the language of instruction. She was broadly categorized as a problem child by her 

teachers. Her teacher noted (lines 5-6) “she is very quiet… she does not speak to anyone”. Her 

teachers also shared their observations on Muskan’s classroom behavior, “she tries to hide at the 

back of others”,(line 10), “lack of confidence” (line 11).  

The father agreed with the teachers that his daughter had a serious language deficiency 

because she did not know either of the two languages i.e. Urdu and English. In my debriefing 

session (Extract 8) I further explored the case of Muskan ; I found that Muskan’s home language 

was interpreted by her teachers as a deficiency, “this is their language problem” ( line 2), “ they 

even can not speak Urdu” ( line 3).  

The class teacher noted that the school neighborhood was inhabited by families who 

spoke Balochi. The teacher believed that there was a language problem with the community (line 

9). I also found that other teachers involved in the meeting saw a strong link between the social 

position of the Balochi community and their linguistic repertoire. The teachers reported that 

because of the language problems, i.e., lacking the required competence in English and/or Urdu, 

few of the community members get access to higher education in Pakistan and that they mostly 

end up as fishermen, gardeners or shopkeepers (lines 11-12). 

A similar set of attitude was voiced by the teachers regarding another child, Aliza ( See Extract 

9,10).The community was construed as not well educated because they did not know Urdu and if 

the community members made pronunciation and masculine-feminine errors while speaking the 

language (line 8, Extract 10, Appendix 5.1). The teacher’s manner of saying “you know Balochi 

children come in… even Sindhi” (line 6) provided clues as to the way in which students were 
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categorized on the basis of their home languages and cultural background. The implication of the 

teacher’s utterance is that these languages are seen as a problem. It also reflects the asymmetrical 

power relationships that are being constructed in the everyday discursive practices in schools—a 

relationship that is based on language differences between the officially supported national 

language and the home languages of the pupils and teachers.   

 

7.2.2 Official Categorization of Pupils 

The official categorization of students was more subtle than the unofficial practices as revealed 

above. Perhaps the best example of official categorization of students comes from the national 

day celebration speech that I audio-recorded on 14 August 2011 in SB. The event involved 

almost all the staff, faculty and students of the primary section aged between 2.5 and 8, and a 

considerable number of parents who were invited by the school to participate in the celebrations. 

My diary notes tell me that the parents and children looked happy and relaxed and were 

communicating with one another in local languages as they were there to celebrate their national 

day. I also found that it was a day when the students felt less compelled to follow the English-

only rule of the school. Children sang songs and acted out skits on the stage in both the national 

and local languages while their teachers prompted them from off the stage in the same languages. 

The warmth of the relationship between students and teachers was clearly visible. As extract 11 

in Appendix 5.2 shows, the headmistress chose to deliver her speech in English which 

immediately created a power difference between the speaker and the audience who obviously 

lacked proficiency in the language. I could however understand her opting for a speech genre 

that was structured and using formal language because this was appropriate for a ceremonial 

occasion (see Extract 11 in Appendices 5.2). 
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 Her speech showed that she was seeking to create a bond with her listeners by 

emphasizing common values and using plural pronouns ‘we’ and ‘us’ (lines 4, 6, 16, 18, 20). 

However, my research diary tells me that the speaker was not alert to the blank expressions on 

the faces of her listeners. The majority of the audience had puzzled expressions on their faces 

simply because the speaker addressed them in English and did not accommodate their languages. 

As regards student categorization, the speech classified all students as Pakistanis and persuaded 

them to work for the country irrespective of their cultural and ethnic differences.  However, one 

thing was obvious—that the deliberate choice of the language for the occasion showed little 

regard for the languages of the people present. 

The speech can be interpreted on different levels: on the surface, its aim was to persuade the 

audience to become better Pakistanis and its ostensible audience was the students. However, its 

deeper intent was linked to the school’s claim of offering English language education and its 

actual audience was the parents who wanted to be assured that the school lived up to its claims of 

an English-medium school.  

 

7.2.3 Categorizing Students Based on Their Ability to Utter English Words in the 

Classroom   

I found that perhaps the most common way in which teachers categorized their pupils was on the 

basis of their ability to speak up in the class. Extract 13, Appendix 5.2, is the transcript of an 

English lesson in SB taught by Ms. Shaista. The lesson focused on a novel titled Charlie and the 

Chocolate Factory. This was a grade six lesson. The average age of the pupils was 11 years. The 

total number of students present was forty. Like other classes, the children came from diverse 

cultural backgrounds but most were speakers of Balochi. As indicated in 8.1.3, Ms. Shaista, the 
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teacher was a native speaker of Urdu.   As the transcript shows, the teacher addressed four 

students by their names: Haris, Usman, Bilal and Rabia. Her in-class interaction with them was 

full of warmth. Her fondness for her students was particularly evident when she made a comment 

on Usman’s long hair (line 6).  

Similarly Rabia was addressed as “my wife… my child” (line 11, Extract 13 in 

Appendices 5.2) which showed the teacher’s fondness for her. Ms. Shaista largely focused her 

attention  on these four students who claimed in public that they had read the novel while the 

remaining students were reprimanded by the teacher (line 12) for not having ‘memorized’ (line 

12) the novel. The same four students dominated the chorusing responses while Ms. Shaista 

moved from one social conversation to another after having heard the replies from these four 

(line 15, 19, 21).  My informal conversations with the students and an examination of the book 

showed that there was a huge gap between the students’ competence in English and the 

proficiency required to read and understand it. The book was largely about English life. In short, 

students who collaborated with the other students by claiming to have read the novel on their 

own (e.g. the four mentioned above) were treated as good students in comparison to the ones 

who had problems and who remained quiet during the lesson. The teacher’s selection of the 

students and her engagement with them might have been a strategy to avoid the challenges of the 

textbook. The outcome was a joint-staging of an activity by both students and teachers which 

made it appear that English was being taught and learnt in the classroom.  

 

7.2.4 The Process of Category Formation            

The process of categorization of the students appears to begin early in their school lives. I 

illustrate this by showing the classroom practices of one of the teachers in SB. This teacher is 
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Ms. Faiza, referred to in chapter five. She was teaching a lesson on animals to kindergarten 

students of ages between 4 and 5. As the transcript shows, the teacher engaged in a considerable 

amount of code-mixing between English and Urdu and used a poster as a teaching aid. In 

response to her question (line 14 Extract 14 in Appendix 5.2) a number of students answered in 

their local languages. However, Ms. Faiza avoided these contributions and waited until they 

rephrased their utterance in English (line 5). It was clearly evident that only a few students were 

able to name the animals and plants in English with any degree of confidence while most others 

were unable to do so. Ms. Faiza was consciously or unconsciously categorizing her students on 

the basis of their conformity to her classroom ground rule of naming plants and animals in 

English. Those who succeeded in doing so received positive reinforcement. Here, we see the 

categorization of pupils embedded within the daily cycles of meaning-making in classroom life. 

 In order to understand Ms. Faiza’s unusually high frequency code-mixing between 

English and Urdu, I conducted a debriefing session with her (Extract 15 in Appendices 5.2, line 

5). She remarked that, “we tell them… we ourselves tell them that ‘children this is a better way 

of saying things.”  

Here Faiza reveals the view, shared with her colleagues that teachers should tell their 

students overtly that the best way of saying things is when English is used. She also justifies her 

classroom categorization practices by referring to a child’s ethnic background: ‘obviously we 

have Balochi children’, which is a clear example of the teacher’s categorization of children on 

the basis of her perception of their cultural and ethnic background.  Her manner of saying this 

(line 5) provides us very valuable insights into the ways in which teachers such as Ms. Faiza 

categorize pupils on the basis of their background. The devaluing the pupils’ languages becomes 

clearer when Faiza notes (line 7) that teachers do not respond to the students until they [students] 
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speak in either Urdu or English. I was curious to understand the rationale behind this institutional 

‘ground rule’ and the high frequency code mixing between languages by the teacher in her class. 

In my debriefing session with her, she made it clear that learning of English words by the 

children was seen as enhancing the prestige of the school: “Sir this is an English medium school 

and parents send them to us because we teach them English”  (line 10 Extract 15 Appendix 5.2). 

The investigation of classroom practices in this kindergarten class and the debriefing session 

afterwards illustrate important facets of categorization. It highlighted the process starts early in 

the lives of students.  

The data presented here suggests that teachers’ antipathy towards their students’ 

languages and their categorization of students based on their linguistic repertoires were 

significant elements of the processes of symbolic domination at work in schools like SB. Those 

who had had access and exposure to state-supported languages were categorized positively 

whereas students whose home and school languages were different got negatively categorized by 

their teachers.                    

 

7.2.5 The Link Between Categorization of Pupils and Their Ethnicity and Class 

My conversational interview with the headmaster held in April 2011 in Quetta (Extract 17, 

Appendix 5.2) illustrates how social categorization in Pakistan is largely determined by access to 

types of schools.  As evident from the transcript (Extract 17), those who have the means to 

manage the high cost of education in private schools are socially constructed as “educated” (line 

12). By implication the majority of people whose children study in public sector schools are 

viewed as “non-educated”. The transcript (line 16) further illustrates that the poorest of the poor 
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turn to public sectors school: “only the poor came to us; those who cannot afford to send their 

children to private schools.” 

As stated above, the head teacher explains that SC is attended by children of people who 

belong to the poorer segments of the community. However, the manner in which he said 

‘ghareeb’ (poor) suggested that he was not referring to just their economic status—he implied 

that these people were also ‘poor’ in a social and educational sense. The evidence comes from 

his very meaningful description of the community from where the students at SC are recruited 

(line 16). He laments that ‘these people’ are given ‘everything free’ and then from his assessment 

about the future role of this community, whom he describes as ‘nasoor’ (line 18), meaning 

tumor, for the society. The teacher argues that the poor do not understand the benefits with 

mother-tongue education (line 22 ) and claims that the experimentation of the mother-tongue 

education failed because of them.  According to him, parents would write to him asking him to 

provide teaching in Urdu (line 23). So the justification for the Urdu-only teaching in the school 

was related to their demands.  Although he makes a case for himself as being sympathetic to the 

local languages as he does not put restrictions on their use in the school (line 20), the manner in 

which he described the community and put forward the argument that their languages are not 

developed— saying that ‘there has been no work done’ (line 22), repeated twice in two lines— 

suggested that he was not as sympathetic to the local languages as he was claiming to be.  

 

7.2.6 Everyday Interaction and Ethnicity   

I found a strong link between everyday interactions in different within the school and the 

ethnicity of the social actors. As can be seen in extract 16 in appendix 5.3 (lines 1- 20), the 

primordial concept of ethnicity as static and reified is clearly in evidence here.  I illustrate this 
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point by referring to the discourse of the teachers who were inspecting cleanliness at the morning 

assembly. One teacher stated sarcastically notes, “The Pathans do not have the tradition of 

polishing their boots” (line 11). In this event there was also very vocal and explicit articulation of 

ethnic sentiments. However, these sentiments are also expressed in more subtle ways and at 

times silently. Another teacher referred to them as ‘sons of owls’ (line 10) while a third added 

that ‘they never polish their shoes and they never clean their teeth’ (line 11). 

Although the second and third teacher did not use the commonly used ethnic label, their 

articulation of the word ‘they’ in this episode implicitly referred to the Pathans as ‘an ethnic 

community’ and to the popular perceptions about them. Notice that after the word ‘they’ (lines 

17-18) there was a judgmental remark about parenting in the community—‘they have no one to 

look after them’—which in effect dismissed the parents as being uninterested in the child. 

Similarly in Extract 18 (line 20) one teacher asked smilingly, what the parents would know since 

they all ‘hail from villages’. The implication seemed to be that the parents are uneducated and 

know very little about education.     

While there are multiple causes or reasons why teachers hold their students in contempt, 

this data shows teachers exploiting of the primordial concept of ethnicity vis-à-vis their pupils in 

order to establish their domination over them. 

In order to explore the origins of these teachers’ discourses and find reasons for the 

articulation of such explicitly negative views regarding the pupils’ ethnicity, I interviewed Mr. 

Akbar who is a Social Studies teacher in SC. As illustrated by Extract 24, the problem appears to 

be rooted in the wider social, political and economic status of the local actors. Mr. Akbar argues 

that the federal government does not give institutional spaces to local languages on the grounds 
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that these do not have the capacity to be used in teaching and learning. As a result, he says, the 

feeling of alienation keeps growing in the community. 

I also found that he believes the problem has its origin in the history of the language-in-

education policy of the country which imposed “irrelevant” (line 7) languages through education. 

Such moves were made mainly for economic and political reasons (line 7). The result of the 

language-in-education policy of the country is that pupils are considered as having “no worth in 

society” and also as “being a burden” (line 7).    

 

7.2.7 Interactional Practices and Social Class  

Rampton et al (2008) state that ‘social class’ points to a very broad principle of organization in 

capitalist societies.  The ‘principle of inequality’ (2008: 287), refers to the manner in which the 

distribution of both material and symbolic resources is structured. Rampton and colleagues show 

that class is often used as a means of domination, and is the source of conflict and suffering. 

Hence I argue that there is social stratification in Pakistan which is based on the ability of 

individuals and communities to access valuable language resources. I illustrate this point with 

my observation of an English language class at SC followed by a debriefing session with the 

teacher.   

Let’s call this teacher Mr. Tarang who is a native speaker of Pashto. During his English 

lesson I observed that while translating the English text into Urdu for the purpose of teaching, 

Mr. Tarang avoided using the common language shared between him his students (see Extract 34 

in Appendix 6.2). My debriefing session with him revealed (Extract 21 Appendix 5.3) links 

between the pupils’ L1 and their social class.  Mr. Tarang argued that it was primarily because of 

a lack of access to a powerful language [English] that the majority remained consigned to an 
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inferior social position where they could only remain as servants of the powerful elites of the 

country: “we are the servants of their parents… and our children will become the servants of 

their children” ( line 7 Extract 21 in Appendix 5.3). I discovered that Mr Tarang was very critical 

of the ideology of a national language and the manner in which language-in-education policy is 

constructed and implemented in Pakistan (line 5). I also found that there were unwritten rules 

(line 1) that compel people to conform to the institutional order of Urdu-only in public sector 

schools whereas access to proper English language learning was available only to students of 

private, elite English-medium schools that charge tuition fees far beyond the means of the 

majority of Pakistanis. As a result, language proficiency in state-supported languages emerges as 

one of the most important determining factors in the creation of social classes. While in lines 7, 

Extract 21, clarifies his view on how English is linked to the creation of the elite class in 

Pakistan, it is important to mention and illustrate that the process of class creation is also 

embedded in everyday discursive practices in institutional settings. One of the key findings of 

the present work is that it has provided some insights into the processes of class creation and the 

stigmatization of the local languages in everyday discursive practices in concrete settings in 

current Pakistani society.          

To conclude this section of the chapter, I summarize some of the common interactional 

patterns observed: they include absence of spontaneous communication between students and 

teachers, teacher-initiated chorusing, chanting, rote learning, and memorizing the language. 

While the interactional practices in schools are more or less the same, the major difference 

amongst all the four research sites is the inequality in the access provided to linguistic resources 

such as prestigious varieties of English and Urdu. Linked with these linguistic inequalities is the 

difference in the material conditions of the schools and the social actors who participate in their 
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activities. Students are categorized by their teachers on the basis of their academic performance 

in the class but they also take into account their linguistic background. They seem to categorize 

their pupils based on the languages they bring to the school. Reified concepts of ethnicity and 

class are taken into account by teachers while categorizing their students.      

Linguistic studies in colonial and post-colonial settings inform that the ritualized ways in 

which participants draw on linguistic resources to collaborate or contest the interactional and 

institutional order of the school have consequences for the construction of social categories and 

for the use of those categories as ways of organizing the distribution of resources through 

education. They also inform us that:  

‘the interactional and institutional orders in multilingual settings are in fact unified. Both 

may be traversed by a number of different, possibly competing, possibly contradictory 

sets of interests and ideological orientations. Communicative and organizational practices 

are usually the management of tension between the authority of the dominant language 

and the solidarity of the vernacular; between pedagogical commitments to group work 

and assessment pressure to monitor student performance; between valuing community-

based knowledge and facilitating access to school-based knowledge’ and that the 

‘relationship between what happens in the educational settings and what happens 

elsewhere’ (Heller and Martin-Jones,2001:420).  

I find that while the classroom discursive practices had similarities with the classes of 

Peru, KwaZulu (Hornberger and Chick, 2001) Nairobi (Bunyi, 2001) and Jaffna (Cangarajah, 

2001) in terms of classroom interactional patterns, in this study in Pakistan I have found there is 

a manifest stigmatization of local languages and literacies and a clearly visible differential 

positioning of learners in relation to their access to powerful languages.   
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7.2.8 Bridging Gaps Between Policy and Practices 

In this section, I discuss the monolingual language-in-education policy of the country. As can be 

understood from the data presented in 8.1, the fundamental issue is the imposition of a 

monolingual language-in-education policy in Pakistan, whether it be through Urdu or English. 

I illustrated through the data analysis presented thus far that classroom interactional 

practices at all the four research sites were acutely restricted by the imposition of non-indigenous 

languages for teaching and learning. While in some of the classes that I observed, I noted that 

there were opportunities for students to contribute to classroom discussions, but in the majority 

of them the ability of both teachers and students to take a constructive part in teaching and 

learning was severely limited; instead, they adopted mechanical text-mediated interactional 

patterns and strategies.  In a reference to one of the consequences of a monolingual language-in-

education policy and practice, Martin-Jones (2007:175) states, ‘‘one consequence, well 

documented in decades of sociolinguistic research, is the devaluing or stigmatization of minority 

languages, regional dialects and the languages of colonized people whilst, at the same time, 

providing access to other highly valued forms of bilingualism.” I find Martin-Jones’ observations 

are very relevant and pertinent in the context of Pakistan as it underlines the ways in which the 

language-in-education policy of the country has historically stigmatized local languages and 

literacies by restricting their use in institutional settings. At the same time, we need to bear in 

mind that local social actors ‘on ground’ vary in their responses to language-in-education 

policies. In this study I have found that some teachers and the school management are major 

contributors in the creation of this regulatory regime, as well as in devaluing the local languages. 

I have also found that some classroom teachers negotiate the macro discourse in subtle and 

nuanced ways, often safeguarding their personal interests at the cost of pedagogy.  
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Historically, decisions on language-in-education policy in Pakistan have always been 

based on the total exclusion of local languages from the educational system.  It is often argued 

that these languages are not developed to bear the burden of education and hence it is the 

national language which should be the medium of instruction while English is symbolically 

introduced as a subject from grade one. It has often been found that the state and transnational 

agencies make a controversial issue out of the medium of instruction in Pakistan. Journalists and 

scholars respond to this in a superficial manner without having examined the actual complex 

discursive practices of specific settings.  

My data also suggest that policy decisions taken at the level of schools and the national 

government hugely impinge on the everyday interactional practices in classrooms. Although the 

constraints imposed by the policy of having an Urdu medium of instruction have definitely 

erected barriers between the teachers and students in which classroom interactions have been 

reduced to reading aloud  from the textbook, performing chorus exercises and translating a 

foreign language into the national language, the real problem has little to do with the medium of 

instruction, whether Urdu or English, but rather has more to do with the management of 

linguistic resources and the complete absence of community involvement in the development of 

a language policy for schools in Pakistan. To sum up, while text-mediated classroom 

interactional practices ultimately reduce the possibility of the students benefitting from their 

teachers indigenous knowledge and experiences, these practices are used by the teachers as a 

strategy to prevent loss of face.  The language barrier also emerged as perhaps the greatest hurdle 

in establishing a warm relationship between the teachers and their students in all the four studies 

I report in my work. 
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Chapter 8: Discursive Responses to the Language-in-Education Policy of Pakistan 

Overview 

This chapter attempts to address the question of how pupils, teachers and parents become 

socialized into a school’s language practices in classrooms, at school functions and at the social 

spaces in the school. It specifically aims to address the following sub-questions: 

• Under what conditions do we find strategies of collaboration or contestation? 

• Under what conditions may these strategies be more or less successful? 

In order to answer this question, I analyze the relevant discursive practices observed and audio-

recorded in all of the four schools. I complement the analysis with ethnographic details that I 

recorded in my field notes. 

Following Cummins (2003: x), I argue that individual educators are not powerless, 

although they frequently work in conditions that are oppressive for both them and their students. 

While they rarely have complete freedom, educators do have choices in the way they structure 

the patterns of interactions in the classroom. They determine for themselves the social and 

educational goals they want to achieve with their students. They are responsible for the roles they 

adopt in relation to culturally diverse students and communities. 

 

 Introduction 

Linguistic studies in post-colonial educational contexts (Chick and Hornberger, 2001, Arthur, 

2001, Bunyi, 2001, Ndayipfukamiye, 2001, Lin, 2001 and Chimbutane, 2009) show that using 

languages of the erstwhile colonial powers as the medium of instruction in former colonies is a 

reality, and that in the educational context ex-colonial languages sit on top of the linguistic 

hierarchy. It is reported that in these countries access to the ex-colonial language and the post- 



165 

 

independent nation-building language clearly leads to the creation of a social hierarchy and also 

the marginalization of local languages and literacies.  

Arthur’s study (2001:58-75) of two primary schools—one where Ikalanga is the language 

of the local community, and the other where the national language Setswana is used in semi-rural 

locations in northeastern Botswana—reveal hierarchical language values attributed to Ikalanaga 

and Setswana. She shows how patterns of bilingual interaction contribute to the creation of local 

hierarchies of languages and to the reproduction of power relationships between English, 

Setswana and other, even more marginalized languages.  Similarly, Bunyi (2001) carried out a 

study in two schools in Kenya, one in a rural area where people were speakers of the local 

language Gikuyu and the other in an urban neighborhood where the lingua franca English was 

being used, and showed how learners were differently positioned with respect to their access to 

English. As Bunyi notes, (2001: 99) ‘…schools in Kenya define children on the basis of the 

linguistic and cultural resources that they bring from home… because English is the legitimate 

language within the Kenyan education system, children’s knowledge of English and their ability 

to speak and write it has become the norm on which teachers’ expectation are based.’ A cursory 

look at the findings of yet another piece of research in a post-colonial context would illustrate the 

point more clearly. Ndayipfukamiye (2001) carried out a study in a rural and an urban school in 

Burundi where the Kirundi language is central to post-independence nation-building and French 

is the language of the ex-colonial power. The study showed that the elite of the society master 

French while, for the majority of the Burundians French remains a dream. He also noted the wide 

difference in the working conditions and socioeconomic background of the teachers and students 

in rural and urban school settings in Burundi. 
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The three studies referenced above show that it is mainly a small segment of society that 

exerts a disproportionate influence in policy formation and implementation. They also show that 

the ascendency of ex-colonial and national languages is largely due to social and political 

interventions which safeguard the interest of a few over those of the majority. Evidence of the 

processes involved in the construction of linguistic hierarchy and the marginalization of local 

languages and literacies for the purpose of imparting formal education is found in these studies. 

However, as these researchers have also shown through close attention to multilingual classroom 

discourse:  

The imposition of language-in-education is primarily accomplished in and through 

interaction. The institutional order is always indeterminate, since it is interactionally constructed. 

Heller (1999) and others have stressed that there are always possibilities for exercising agency 

and for challenging and even modifying the institutional and social order. At the same time, it is 

clearly not possible to argue that the practices of teachers and learners are completely 

unconstrained. It is necessary to see them as socially positioned, and, at the same time, showing 

agency, navigating constraints and actively responding to the possibilities open to them in 

particular school and classroom sites ( Saxena and Martin-Jones, 2013:6)  

 

As stated at the outset of this chapter, I consider local actors powerful in their local 

spheres of influence and believe that they make use of their authority to serve multiple interests. 

I do not see them as passive victims of the unsound and unjust policies that serve the interests of 

the elites, the institutional regime and the wider socioeconomic order. In short, while I 

acknowledge the existence of sedimented/regimented structures and the historical processes 
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underpinning them, I also underscore the role of local actors and explore the many ways in 

which they aid in creating and sustaining these structures or subverting or challenging them.  

I organize this chapter thematically as follows: monitoring the pupil’s linguistic 

production in the classroom (9.1), the socialization processes of pupils in the schools’ language 

environment (9.2) and separation of linguistic resources (9.3). 

 

8.1 Monitoring Pupils Linguistic Production 

In this section I describe and analyze the classroom practices of two classes observed and audio-

recorded in SC. The classroom discussed below is ten grade Urdu language class conducted by a 

teacher, called Mr. Ishaq, was a native speaker of Punjabi. His class was comprised of eighty-one 

boys of whom sixty-four spoke Pashto as their first language, seven Brahvi, six Urdu, one 

Punjabi and two Persian.  

While talking to me before class, Mr. Ishaq informed me that his students came from 

nearby villages in which both the local teachers and the pupils communicated in  Pashto for in-

class teaching/learning despite the Urdu-only policy of the country (line 3, Extract 32 in 

Appendix 6.1)).The manner in which Mr. Ishaq interpreted the past institutional experiences of 

boys who had studied in their L1 suggested that he did not value that practice and in fact 

interpreted it negatively because he believed that when the national policy was Urdu-only then it 

was only right that everyone should subscribe to it. He described how collaboration with the 

policy of Urdu-only had been achieved by the ex-headmaster of SC. He had constituted a 

surveillance team comprising boys from each section of the school whose job was to note down 

the names of those who spoke in Pashto, Brahvi or Balochi in the school premises; fines were 

levied on those who were found guilty of breaching the school’s Urdu-only rule (line 9). As a 
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result of this monitoring, the boys were afraid to speak in their L1 in the school. While narrating 

this, Mr. Ishaq made it clear that he was in complete agreement with the implementation of such 

strategies because, as he reasoned, the boys would ultimately learn those languages from their 

own respective environments and thus it was Urdu only that ought to be taught at school (line 

9).Thus teachers’ collaboration with the compulsory implementation of the monolingual norms 

was explicitly stated. 

Extract 33 shows Mr. Ishaq in his classroom teaching Urdu to grade ten students. Mr. 

Ishaq did not know what lesson he was supposed to teach. In order to avoid loss of face, he 

questioned the students instead and asked them to name the lesson they were going to learn that 

day. In effect, his question reversed the situation from a potential face-loss to a winning position 

as he put the students in a position of being tested, requiring them to name the lesson he was 

going to teach. He acted as if by asking the students the subject of the lesson he was only 

checking their attentiveness to classroom activities (lines 1-3). Mr. Ishaq wanted to teach a 

lesson on Khushamat (flattery) so he asked a question “which lesson is on flattery?” (line 1). All 

the boys unanimously answered that they had covered this lesson before (line 2). In the end, he 

exercised his authority by asking them to open their books at the lesson on Khushamat (line 3).  

A comment made by one of the students in (line 2) ‘sir we wrote the words and meanings’ 

revealed that one particular lesson had been limited to just writing words and their meanings. Mr. 

Ishaq confirmed this in (lines 5), asserting that a lesson meant just learning words selected by the 

teacher and understanding their meanings. The teacher borrowed a book from a student and 

started the lesson but not without first sharing with them the ground rule of having ‘complete 

silence’ in the classroom (line1).  In the remainder of the lesson (Appendix 6.2, Extract 33), the 

teacher read out words he considered difficult and then explained their meanings to the class. 
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The pupils mostly remained silent. In short, Mr. Ishaq was able to get his students to collaborate 

in implementing the ground rules of the class by successfully keeping them quiet during the 

lesson, using the authority invested in a teacher by the institution and the wider society. 

The episode clearly demonstrates the agency of a teacher in orchestrating the 

interactional order of the classroom. The selection of the lesson, the mode of production and its 

reception by the pupils were completely in the hands of the teacher. While Mr. Ishaq was 

situated in a context where he could claim that Urdu-only instruction was being compulsorily 

implemented, his classroom decisions seem to contribute to giving him yet more power. He does 

not want to share the floor with his pupils and avoided a mode of organization where 

spontaneous interaction is possible.  

The next class I examine here further illustrates the ways in which teachers acquire 

collaboration from pupils at the level of classroom. This was a grade ten English lesson taught 

through the medium of Urdu by Mr. Tarang one of the most senior teachers of the school, a 

native speaker of Pashto, who  was critical of the school’s Urdu-only policy. Mr. Tarang started 

the lesson by giving pupils instructions in Urdu to open their books on page 35. He then started 

to read the lesson aloud, slowly and carefully, while his students followed the text in their books. 

After having read the first paragraph he asked his students to underline the difficult words (lines 

1, Extract 34 in Appendix 6.2). He then started to reread the same paragraph but this time with 

relatively longer pauses between the lines (lines 2). In this reading, Mr. Tarang emphasized 

certain words, repeating them aloud and then pausing for a few seconds: ‘leather worker’ (line 

21), ‘ infected’ (line 22), ‘miserable’ (line 22). The emphases acted as a signal for the students to 

note the difficult words in the paragraph. A boy offered to give the meanings of these words (line 

33) but Mr. Tarang cut him off and continued the routine exercise of reading and emphasizing 
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the difficult words till the end of the paragraph (lines 26; see full  Extract 34 in appendices 6.2). 

While the students were busy writing down the words emphasized by Mr. Taranga, he very 

quietly spoke to me  about the pedagogical steps (lines 13-15) he had taken: step one, reading 

aloud the lesson and identifying the difficult words, step two, explaining the meaning of the 

difficult words, step three, instructing the students to copy the difficult words from the textbook 

onto  their notebooks and finally, writing the meanings of these words on the chalkboard from 

where the students copied them to their notebooks.   

Both teachers opted for firm structuring of the lesson. They controlled the participation 

framework largely by choosing to recite and translate. What was missing from this way of 

orchestrating the class was any spontaneous flow of interaction. All avenues for students to enter 

into any meaningful interaction or to contribute to learning were effectively blocked. The 

teachers’ strategy of reading aloud and self-selecting difficult words and writing their meanings 

on the board helped them to fill interactional spaces of the classroom which otherwise might 

have provided opportunities to students to ask questions, and thereby threaten their authority and 

perhaps cause a loss of face. As a result, classroom strategies were restricted to just teachers 

reading aloud and students copying the written words from the book and their meanings from the 

board. Hence collaboration is the only way for students to survive in such classes. 

 

8.2 Socialization Processes in the School Language Environment  

In this section, I describe and analyze the socialization processes at work in my research sites. 
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8.2.1 Socialization of Students 

The ground rule of SA stipulates that pupils are not to speak in any language other than 

English. This is shown in (Extract 26 below, lines 31-33). In order to improve the English 

language skills of the students, teachers keep reminding them to enrich their vocabulary. As an 

implicit policy, teachers respond with ‘pardon’ or ‘sorry’ (line 29) each time students speak in 

their home languages and this acts as a prompt for them to shift to English. The school has made 

English literature a compulsory subject in order to improve the English language skills of the 

students. Students are asked by their teachers not to consider any language ‘bad’ (line 37) and 

respect Urdu as it is the national language. Outside the classroom, pupils would often code-

switch between English and Urdu while conversing with their peers. However, they ‘dare not’ 

(line 59) speak in Urdu with the teachers and the headmistress. In fact, Urdu language teachers 

have to request pupils to respond in Urdu while attending their classes. With the lower status 

staff and cleaners, pupils speak in Urdu-only. The point I wish to reemphasize is that teachers 

play an active role in upholding the English-only language policy of SA by not responding to 

students when they use any language other than English while in theory they ask their pupils to 

respect all languages. My discussion on language socialization in a school environment brings 

into focus the socialization aspects in the larger community of SA. One teacher participating in 

my study argued during a group discussion that the use of Urdu language had become ‘taboo’ 

(line 69) in the community of SA and shared with the group a real life experience of her 

daughter’s. The event unfolded as follows: the teacher’s daughter, let’s call her Yusra, went to a 

private club in Karachi (See also Extract 26, lines 70-91 below). As was her norm, Yusra was 

talking to her siblings in Urdu. Nearby was a group of children who were talking to one another 

in English only. Yusra attempted to socialize with them and asked them the name of their school. 
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The group replied with exaggerated pride, referring to SA When Yusra informed the group that 

she too was studying in the same school, at first they did not believe her because they had heard 

her speak in Urdu. However, Yusra noticed that soon thereafter the group welcomed her amongst 

them (lines 67-96). This episode provides evidence of the manner in which valuable linguistic 

resources are distribution through private schools in the country. It also shows the social 

implication of not having access to such institutions as well as their role in giving a new identity 

to social actors on the basis of language. As Yusra did not display her English language skills in 

public, the group she interacted with had doubts about whether she had access to a powerful, 

elite school of the country.  

In short, Extract 26 shows that all the teachers in SA speak in English regardless of the subjects 

they teach. The ability to speak in English seems to be a job requirement in SA and English-only 

the practiced language policy. Put differently, SA largely functions as a monolingual English- 

speaking island in a multilingual Pakistan.  It is easy for people from this ‘island’ to cross over to 

the national mainland but regardless of where they are, their access to the country’s prestigious 

institutions of higher education is virtually guaranteed because of their superior linguistic 

resources. The majority of Pakistani children who study in institutions like SB, SC and SD differ 

widely from the small minority who go to elitist schools like SA—while the former end up being 

suitable for just the lower tiers of the local economy, groomed products of the latter become 

valuable human resource for Pakistan’s thriving corporate world as also for the transnational and 

non-governmental organizations. 

In SC, the dominant language Pashto is used only outside the classrooms (see Extract 29-

35 in Appendix 7.2). The language in the classroom was Urdu-only as shown in section 8.1. The 

process of language socialization can be judged by the following vignette (Extract 89 d in 
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Appendix 8): On the last day of my fieldwork, I asked the headmaster if I could be of any help to 

the school. He asked me to hold a workshop for his teachers on any topic of my choosing. On the 

suggestions of some new faculty members, it was decided that I would conduct the workshop on 

teaching English pronunciation through the use of phonetic symbols. But for this I needed a 

dictionary so that I could print the phonetic symbols for the workshop participants. A frantic 

search for a dictionary was launched; starting from the staffroom and extending to the school 

library, different classes, and the staff office and finally even to the principal’s office. But to no 

avail. I asked if there was a bookstore in the vicinity of the school or even an Internet facility but 

I was told there were none close by.  In the end, a faculty member took me on his motorcycle to 

consult a dictionary in the Balochistan High Court in Quetta.  During the 5 kilometer ride from 

the school to the court, the teacher informed me that they had never needed a dictionary in the 

school because teachers did not feel the need to consult one. It is a telling example of language 

socialization of children in SC—the type of school where a majority of the Pakistani children 

receive their education. It is also a reflection on the role of teachers, school management and the 

centralized public education system of Pakistan.  

I further illustrate the socialization of pupils and teachers in SC by referring to another 

rich point. This becomes clear in the following vignette (Extract 89 b in Appendix 8) which 

unfolded like this: On the second day of my fieldwork in SC, I came across two boys running 

towards the entrance gate of the school. I was curious because it was school time and the boys 
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should have been in class. On inquiry, the boys informed me they were going to the entrance 

gate of the school to perform guard duty. They said this duty was performed on a rotational basis 

and that they were required to watch the gate during school hours because of the ongoing suicide 

bomb attacks in the country and the targeted killing of people working in the educational sector. 

I asked a teacher about this who informed me that students were assigned gate-duty on account 

of security concerns but also to keep a check on boys who tried to run away from the school. The 

purpose of illustrating these practices is to argue that the many decisions taken every day at the 

level of the classroom and the school are perhaps as significant in understanding policy as 

discourse analysis of policy documents. 

In SD, the prevalent learning style, and space and time management all appeared to be 

strategies intended to block spaces for spontaneous communication. As Extract 90 d in Appendix 

8 shows, all 120 pupils ate slept and memorized lessons at a fixed time and in a designated space 

in this school. Teachers monitored them to check if they were sleeping or not. Each hour of the 

day was fixed for a pre-determined activity.  For the teaching and learning activity, pupils in 

groups sat on the floor in a single large hall, each group forming a circle around its respective 

teacher. I counted a total of ten groups, each made up of ten boys and a teacher who was reading 

the lesson aloud even though the adjacent group was sitting just a few inches away. The constant 

hum made by the combined voices of all the teachers and students in the hall made it impossible 

for the pupils to have any communication amongst themselves or for the teachers to 

communicate with their pupils. The only communicative pattern I observed was chanting. One 
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function of the chanting was to cover up any individual voices or identity that which could 

challenge the order.  It was like ten chorus groups singing different songs in one hall.  

The social order of the institution and the social disparity between the teachers and the 

students is also illustrated by the following vignette: I was invited by teachers (Extract 90 d) for 

lunch. I joined them for the meal which was laid in the same hall where classes were held. When 

I told the teachers that I wished to wash my hands they waved to two boys who were standing 

with a portable washbasin and a towel to attend to me. I noticed in the remaining days of my 

field visit that the teachers would not go to wash their hands in the washrooms because it was 

their students’ responsibility to provide them this service in situ. Throughout the meal, the boys 

kept standing silently to deliver food and to perform other housekeeping chores.  The point I am 

trying to make here is that there was a systematic scheme that reduced the chances of 

contestation while the central strategy was to keep the pupils constantly busy translating and 

memorizing the lesson (see illustrative examples in Extract 64 and 65 in Appendix 7.3; Extract 

36 in Appendix 6). The more the pupils spent time memorizing, the fewer were the chances of 

any deviation from the interactional norms of the institution that had invested teachers with 

power and authority. 

In SB, where the English-only policy had only recently been introduced I received some 

complex responses from teachers. In the discussion captured in Extract 50, all three teachers held 

the view that it was not possible to implement an English-only regime in the school but their 

explanation gave me an insight into the complex ways in which social actors respond to policy 

change. Ms. Sadia noted, ‘their language is strange… how can they learn English when they do 

not understand Urdu?’. She seemed to be implying that speakers of Balochi language must first 

learn Urdu in order to learn English. The linguistic hierarchy is so clearly constituted here and 
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we know from the study of literature that linguistic hierarchy is primarily reflective of social 

hierarchy (e.g. Heller and Martin-Jones, 2001). Speakers of the Balochi language are at the 

bottom of this hierarchy whereas speakers of Urdu are placed higher. Ms.Nasreen remarked that 

all the teachers were anxious over the change in policy (line 7) and would remain so for some 

time. What was perhaps more insightful was the comment made by the third teacher—‘when we 

know English, we will work for them’—implying that they were working in a school like SB 

because they had no English language skills but once they learnt that language the doors of other 

private elite schools would open for them. As these teachers were unable to teach in English, 

which they conceded was a deficiency; they continued to work on low wages for SB although 

making an appearance of upholding the institutional norms of English-only. It was interesting to 

note that while all the teachers were worried about the new policy, they were not prepared to 

engage the management on this issue. Instead, they appeared to have accepted the notion 

promoted by the management that they were deficient in their linguistic resources and that 

proficiency in English could be achieved.  

 

8.2.2 Parents’ Socialization in the School Environment 

As most parents do not engage with teachers on a regular basis, they are likely to infer the 

language practices of an institution from the signs on display in the school environment. Often 

the gatekeepers of schools like SA and SB, i.e., the head teachers, are relatively more fluent in 

English than the other teachers and as I have already shown will not desist from speaking in 

English with all parents regardless of their language preferences. Some teachers often capitalize 

on the linguistic disparity between themselves and the parents to cover their dereliction of 

responsibility in not regularly updating the parents on their children’s progress. The key event in 
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which parents and teachers interact with one another is the face-to-face parent-teacher meeting. I 

illustrate here how a teacher in SA capitalized on linguistic difference and used it as a 

compensatory mechanism by referring to one of the parent-teacher meetings (Extract 83 

Appendix 8). The meeting was organized to discuss the preparation of grade nine children who 

were to sit for the GCSE examination in a few months’ time. The management sequenced the 

meeting by allotting each parent a number. All twelve parents sat in one classroom, and the 

teacher discussed with each parent in turn his or her child’s preparation for the forthcoming 

examination. The teacher strictly adhered to speaking only in English. One direct effect of this 

strategy was the reduced participation of the parents in the parent-teacher meeting as shown in 

lines 29, 33, 34 and 37 in Extract 83. None of the parents could question the teacher on any 

aspect of their child’s progress and except for saying a ‘thank you’, they largely remained silent. 

 

8.3 Contestation and Collaboration 

The next transcript focuses on the discursive response to the English-only policy by Ms.Jameela, 

a sports teacher in SB. She spoke Balochi as her first language and could also speak good Urdu 

albeit with a Balochi accent. She had memorized a few fixed English expressions in order to 

retain her job in SB and had also learnt Urdu. Ms. Jameela studied in a public sector school and 

on completing her schooling got married at the age of sixteen. As her husband’s income was not 

sufficient to meet the basic needs of her seven children, Ms. Jameela was compelled to find 

work. She took a job in this school as it was situated in her locality. She knew most of the 

children studying in this school as a majority of them came from the same goth (shanty area) as 

her. One important reason for Ms. Jameela to work for this school was that it provided free 

education for one of her children. During my field visits to the school, I developed a good 
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rapport with her. I found her very committed to her job. During my informal conversations with 

her I discovered that she was the lowest paid teacher in the school. Ms. Jameela seemed confused 

about her low salary because the school management had asked her to improve her English at the 

time of the annual appraisal. 

I noticed during fieldwork that Ms.Jameela would speak to the children in Balochi when 

she was not being observed by the school management but switched to giving instructions in 

English whenever she realized she was being monitored. As (Extract 28) shows, her use of 

English consisted of one- or two-word utterances like “go on”, “come here” and “very good” 

which can be seen as linguistic resources for survival tactics in an unfavorable policy 

environment. 

 

While it is difficult to say whether Ms. Jameela’s tactics can be taken as an example of 

either collaboration or contestation to the linguistic norms upheld by the school management, it 

definitely offers the insight that collaboration and contestation with the policy is never a constant 

thing. While the language regime of school impinges on the strategies of social actors within it, 

their responses may be variable as they shift positions and their stance towards policy is not 

constant. However, Ms. Jameela’s switching to English reveals an important aspect of the 

institutional life in present-day Pakistan where local languages are still constructed as inadequate 

for communication between pupils and teachers. Ironically, backstage communication practices 

were largely in local languages. Seen at the micro level, Ms. Jameela’s language practices were 

survival mechanisms to protect her job. But linking her local practices with the macro level we 

can see how powerful actors in society can exploit the less powerful by creating myths about 

language deficiency and categorizing people on the basis of linguistic and cultural resources.  
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8.3.1 Separation of Linguistic Resources 

The separation of languages—local, national and the language of the former colonial power— 

were evident in this study in different domains of school life. As we have already seen, local 

languages such as Pashto, Balochi, Sindhi and Brahvi were blocked from use in educational 

institutions in all four research sites. Where social actors used the local languages either out of 

habit or by choice, they were inhibited from doing so because of the social norms developed at 

the level of the schools that did not accommodate these languages. The national language, 

however, was considered legitimate both for the purpose of teaching and learning and for 

engaging in the daily cycle of communications at school.  The English language was considered 

more powerful and prestigious in three of the four schools covered in my study, the exception 

being SD where actors capitalized on building links between Arabic and Islam. While English 

was highly valued by the non-elite, private school (SB), the government Urdu-medium schools 

(SC), there was a great deal of ambiguity as to how English language teaching was possible 

given the level of competence of teachers in these institutions. In the absence of a required 

minimum proficiency to teach English, the policy statement that introducing English in these 

schools was a means to reduce the social divide seems like mere rhetoric, especially in the light 

of the carefully designed or selective distribution of powerful languages in the country. A 

separation of the linguistic resources is usually taken as an ahistorical and an apolitical 

phenomenon in a school setting as research based on a particular model of bilingual education. In 

the Pakistani context languages are separated across schools and it is assumed that this is normal, 

appropriate and neutral. However, scholars (Heller and Jones-Martin 1996, 2001, Corson, 1999, 

May 2005) inform us that the separation of linguistic phenomena is neither apolitical nor 
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ahistorical. In fact they are deeply embedded in the social and economic powers of the social 

actors.   

To conclude, my research has shown that social actors at the level of the school seem to 

engage in collaboration using a variety of means. At the level of the classroom, translation and 

recitation seem to be their main strategies. At the level of the school management, the knowledge 

that job options for the teachers are limited provides the impetus to reinforce the policy. The 

element of profit seems to be the guiding principle for those in management. For ordinary 

teachers compliance is a means of achieving job security    

The everyday institutional discursive practices in my research sites were similar in many 

ways to those of other post-colonial countries outlined above such as South Africa, Peru, 

Botswana, Burundi, Kenya, Malta, and Hong Kong where local actors contributed significantly 

in different and complex ways, to maintaining the social disparity by institutionalizing linguistic 

differences. While I acknowledge the impact of the wider socio-political factors, the political 

economy and the history of relationship between different ethnolinguistic groups in Pakistan, 

like those working within the critical interpretive paradigm, I consider that the fundamental 

problem lies with local actors who often misuse the power invested in them by the institutional 

regime by policy at different levels and the culturally defined roles of teachers and students. 

At a macro level, while the majority of the Pakistani students and teachers have been 

successfully deluded into believing that one nation, one people and one language is the solution 

to all the problems that the country confronts, the elite group of Pakistan’s polity continues to 

maintain, as always, its access to quality English-language teaching as well as to the national 

language. It is important to note here that post-colonial nationalism in Pakistan has been a mix of 

religion and corrupt democratic rules. The central power has resided with the military that has 
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ruled the country for over four decades in the six and a half decades since independence.  In 

between long spells of military rule came weak democratic governments which often relied on 

the military help to introduce policy changes. Ever since independence in 1947, many policy 

documents were prepared on the question of the medium of instruction in the country, yet the 

colonial linguistic inheritance continues to be sustained by the power elites by virtue of which 

local languages are considered incapable of bearing the burden of education. As this study has 

shown, it’s only a small segment of the Pakistani society which gains a mastery over both 

English and Urdu. Children from this elite minority are bilingually trained in English and Urdu 

from their very early years whereas those who are required to confront issues such as transition 

from a regional to the national language end up possessing poorer linguistic resources, with little 

or no skills in the powerful languages of the country.  
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Chapter 9: Legitimate Language in Multilingual Schools 

Overview 

In this chapter I aim to address the question of how the languages of pupils, teachers and parents 

are valued/legitimized or constrained by a school’s overt and covert language practices. In order 

to do this I subdivide the question into three as follows:  

• What counts as a legitimate language in educational settings and what does not? 

• What values are attributed to local languages and literacy in schools? 

• What are the ways in which these processes unfold in the schools’ daily routine? 

In the end, I discuss the reasons why certain discursive practices are legitimized in some schools 

but not in others.  

The chapter comprises two sections. In the first section, I present a detailed analysis of 

the languages on display in school environments (9.1); the values attributed to local languages 

and literacies (9.2); ambivalence towards local languages and literacies (9.2.1) followed by a 

discourse of deficit (9.2.2). The second section examines the process of legitimizing language 

practices in the daily life in school (9.3); language choice (9.3.1); turn-taking (9.3.2) and then a 

discussion on the rationale for legitimizing certain discursive practices in school (9.4) followed 

by social distinction and upward social mobility (9.4.1) and constructing monolingual orders: the 

consequences (9.4.2)   

The argument I pursue in this chapter is that the legitimization of languages in 

educational settings is not just rooted in the socio-political conditions involving a struggle for 

power and the defining of social identities but that it is also driven by the market demand of 
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languages in the wider society; social actors promote languages for their commercial, social and 

political interests by contributing to such demands.     

As discussed in detail in chapter 4, I draw on Bourdieu’s (1977) concept of ‘legitimate 

language’ in order to investigate the role of different languages in multilingual settings. First, I 

examine the languages that are displayed in a school environment and also those which are not 

visible. I argue that such an examination offers opportunities to understand the social hierarchy 

of the school and the complex ways in which institutional order is maintained through the use of 

languages in different settings. I also contend that the display of languages is one of the ways of 

legitimizing them in specific settings. This discussion also offers us opportunities to explore the 

links between legitimized linguistic practices and the wider socioeconomic and political order of 

the society in which schools are located. Not only will this examination inform us about the 

relative strengths of each language, it will also reveal the latent ideologies, historicity, personal, 

group and institutional interests and their roles in relation to language use. In other words, I do 

not see the display of languages in school environments as asocial, apolitical and ahistorical. In 

fact, I view the practice as a manifestation of the socioeconomic and political struggles amongst 

ethnolinguistic groups in which the languages of some groups receive official sanction while 

others are relegated for use within unsanctioned, interactional spaces.  

Second, I examine the language choice and turn-taking patterns in classroom discourse as 

both are ‘central to the norms that help us understand the ideological content of life at school. I 

will also explore proposed by Heller (1996) to ‘whom do the language choices apply and under 

what conditions’ (Heller, 1996: 144).  
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9.1 Languages on Display in School Environment 

In all of the four multilingual research sites, the 

 

 

 

Pre-primary Classroom Soft Board of SB [Taken on 29/10/2011] 

languages displayed on the notice boards, corridors, playgrounds and entrances were either 

English or Urdu. Nearly all the notices were displayed in a single language while on bilingual 

signboards; the languages were shown as clearly separate entities. All official displays, i.e., 

notices and signboards used the standard form of the language. However, some instances of the 

use of non-standard varieties and bilingual graffiti were also noted. A critical examination of the 

content of the languages on display gives an insight into the complex ideologies at work behind 

the official and non-official signage. The effort invested for the creation of institutional 

monolingualism in one of these four bilingual/multilingual educational contexts becomes evident 

when one sees the items displayed on the notice board (See photograph above and appendix, 7a) 

in the pre-primary classroom of SB. In the photograph above their educational function is the 

reinforcement of the lexical items taught to children in their early years of schooling as can be 

seen from the sub- titles of the board and the lexical items displayed beneath: 

‘My spell list’ comprising nouns: cat, ball, top, jam, sun, dog, toy, Sam, Tom and Kate, 

Electronic and Non- Electronic Appliances and Green Vegetable. During my many visits to this 

classroom and interactions with 3-year old pupils, parents and their teachers, it became quite 
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clear to me that probably none of the pupils would understand the meanings of terms like ‘Spell 

list’, ‘Electronic and Non-Electronic Appliances’ and ‘Green Vegetable’. However, it seemed 

that the function of a monolingual, English-only board was to symbolically reinforce the 

ideological claims of the English-medium school. These classrooms are often visited by parents 

who come to drop off and collect children, and so it appears that the board was placed to add 

value to the school’s assertion of raising children in an English-language environment. In other 

words, the monolingual, English-only board serves to underpin the promises made by the school, 

and by implication assure parents of a promising future for their children since proficiency in 

English is widely acknowledged as being essential for a successful career in Pakistan. Such 

displays are pervasive in educational institutions in the country and are evidently an important 

part of the marketing strategies that aim to give parents an indirect message of an English-only 

environment in the school. In addition to the monolingual nature of the board, it is also 

interesting to note that the names, clothing and faces of the characters on display are mostly 

Western: the names Tom and Kate, their faces and their attire represent a culture that has no 

relation to the children in this class and the wider region. This therefore can only be seen as a 

display of a foreign culture to which the children are expected to aspire. At a broader level, the 

import of the material either literally or directly from Western sources point to colonialism/ 

dependent economic relations and at local level, it brings out the implicit socioeconomic interests 

of the school management as the local community tends to get trapped by such marketing 

strategies.    

The display of foreign faces along with monolingual, English titles helps create a false 

impression that English is the language of instruction. Let us examine another board   
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Primary Class Room Soft Board of SB [Taken on 29/10/2011] 

displayed in a primary classroom at SB. The title of the pictures on the board suggests that its 

pedagogic function is to teach young children the meaning of the word ‘gender’. The female 

gender is depicted in three individual pictures of women of different ages, and opposite them are 

pictures of males of comparable ages. All six pictures are of Western men and women. This 

display seems to be motivated by commercial interest because the depiction of Western faces in 

combination with the presentation of English language skills become a strong selling point for 

the school. It would seem that such a grouping is aimed to give hope to parents who dream of 

their children going to Western countries but for which learning English is a prerequisite. As SB 

is a fee-charging school and there are a number of competitors in the locality, the display of 

foreign faces seems more like a marketing strategy than a source for learning.  

As indicated in earlier chapters, at SB, the use of English is considered very important by 

the school administration, community, pupils and teachers. During my informal interactions with 

the school head, teachers and students of different sections of SB, I realized that much work was 

being put into achieving the aim of creating an ‘English environment’ in the institution. The term 
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‘English environment’ meant that everyone was required to use only English for all kinds of 

communication. Code-switching and code-mixing was taken to be an indication of limited 

proficiency in English-speaking skills and was thus discouraged. The mark of higher proficiency 

was the ability to speak in English without any code-mixing. In order to act as a role model, the 

head teacher strictly followed the policy of English-only. I spoke to her on a number of 

occasions with my habitual code-switching between English and Urdu and realized she accepted 

this probably because of my professional association with a prestigious English-language 

university which meant I could speak in monolingual English if I wanted to and it was just bad 

speaking practice, rather than ability, that precluded monolingualism. However, teachers and 

students were not supposed to ‘pollute’ their English by mixing it with any other language. As a 

result, they worked towards the creation of institutional monolingualism in which only English 

and Urdu were considered worth displaying. The use of English and Urdu seemed to be the only 

legitimate language practice in this school’s setting. The commercial interest of the owners of the 

school seemed to be the central reason behind the construction of legitimate languages. If 

students did not speak in English, they simply would not get a response until they switched to 

English. In many ways the implicit commercial interest behind legitimizing English and Urdu 

comes from the demand for bilingual education in Pakistan where particularly English is a 

requirement for passing examinations, getting white collar jobs and rising to a higher social 

position. However, at the school level, the policy of English-only is primarily a marketing 

strategy in which the language has been commodified. 

Thus, pupils are subjected to an overwhelmingly overt display of the school’s language 

policy of English-only, although ironically the limited competence of the teachers in English is 

the central problem that the management of SB is dealing with. Despite careful policy 
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formulation and the constant vigilance to ensure its implementation to turn multilingual speakers 

into monolinguals, the manifestation of a bilingual medium seems to creep into the seemingly 

monolingual English-only signboards. For instance, note the instructions posted on the 

blackboard, probably written by a teacher for parents and children, regarding the school’s winter 

uniform. In form, it appears to be English (See the photograph below and appendix, 7c), i.e., 

‘pents’ for pants , ‘Vee’ for a V- neck, ‘legan’ for leggings and ‘phone’ for (the color) fawn, but 

it also reflects the bilingual medium or one variety of English in Pakistan in which there is heavy 

borrowing including that of spellings from other local varieties. However, my ethnographic 

research drew my attention to the facts that the school management equates the social meanings 

of such bilingual practices  with limited proficiency in English . Here the form seems to 

subscribe to the management’s requirements while deviations from the standard form seem to 

achieve the purpose of communication because such spellings and borrowings are well accepted 

by people.   

 

 

 

 

 

 

Primary Class Room Chalk Board of SB [Taken on 29/10/2011] 
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Displayed outside the Principal’s Office of SB [Taken on 29/10/2011] 

 I came across only one bilingual sign, in Urdu and Arabic, in the environment of all four 

schools. It was hung at the entrance of SD ( Appendix 27, b). 

 

 

 

 

 

 

On the Entrance of SD[Taken on 22/10/2011] 

In this sign, the orthographic representation of the Arabic and Urdu scripts invites one to reflect 

on the politics of script and social identities in the subcontinent before partition in 1947. It is well 

known in linguistic literature that Hindi and Urdu are represented as a “typical” case of digraphia 

or as an “extreme” case of digraphia’ (King 2001: 43). While both languages are essentially 

variants of the same language and in their written forms they are thus classified as a ‘typical’ 
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case of digraphia, the great visual differences that have been created between the two makes 

them simultaneously an ‘extreme’ case of digraphia. As a result, Hindi written in the Devangari 

script and Urdu in the Perso-Arabic script came to be indexical of religious identities of Hindus 

and Muslims respectively. As King notes, ‘the immediate visually iconic associations are: Hindi 

script= India, South Asia, Hinduism; Urdu Script [Perso-Arabic] =Middle East, Islam.  

Scholarship in digraphia tells us that visual differences are often a reflection of socio-political 

struggles involving religious and ethnic divergence and a desire to create cultural distance. 

Accordingly, King notes ‘script tolerance, alas, is no more common than tolerance itself’ (2001: 

44). In nineteenth-century India, graphemic conflict emerged as a battle for power and the 

imposition of social identities eventually leading to violence (Ahmed, 2008: 1164). The British 

colonial government’s decision through Act 29 of 1837 to replace Persian with Urdu/ Hindustani 

as the official language of the courts in the North-West Provinces and parts of Central Provinces 

of India gave rise to the Hindi movement of the nineteenth century which ‘argued that the 

Persian script (and by implication the Urdu language) was defective in that anything written in it 

was susceptible to multiple readings, thus encouraging fraud and forgery... that the Devangari 

script, by contrast, was perfect in all respects’ ( Ahmed, 2008: 1164).  The key point is that the 

politics of Hindi-Urdu digraphia embedded in the political struggles of nineteenth-century India 

still has its iconic representation in the signs displayed in schools which constitute and legitimize 

the traditional Muslim identity with the Perso-Arabic script.  

 

  Although the board in the photograph above displayed the ‘dos’ and ‘don’ts’ of 

performing ablution the font size was too small to be read. In the text itself, it was the Arabic 

language which came first followed by Urdu. On the one hand, the hierarchy of Arabic and Urdu 
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was clearly maintained by virtue of the order in which these languages appeared, on the other 

hand both languages seemed to represent the social order of the institution manifested by 

enforcing the traditional link  between form and religious identity. As this board is displayed in a 

religious school, it draws more legitimacy/ power by an overt display of these linkages.  It should 

be noted that such institutions are established to promote Islamic values and in this case it is 

evident that the signs actors produce play with the orthographic representation of such values by 

displaying Arabic and Urdu in Perso-Arabic script even though they ignore all the languages 

spoken by the pupils and teachers in this school. In SD, English is made to appear as the 

language of the non-Muslim West, its use bordering on being haram, i.e., a sin, an act that 

displeases God.  The school works to create the impression that it is the responsibility of all 

Muslims to learn Arabic, and tries to suppress the use of English and the local languages of its 

pupils through various methods: teachers never code-switch between English and Urdu during 

school hours. I noticed that teachers even avoided using terms which have been borrowed from 

English and have now become a permanent part of the Urdu lexicon, such as ‘photocopy’, 

‘team’, ‘class’, etc. As part of the its  policy of using just Arabic and Urdu, there is an ubiquitous 

presence of notice boards and signs in all possible spaces in the school in these two languages 

which manifest the process of legitimizing languages that are not representative of the languages 

spoken by its teachers and students. The point becomes clear by the close examination of a 

handwritten chart hung in the library of SD (Appendix 7 c)  
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Inside the Library of SD [Taken on 22/10/2011] 

The graffiti on the toilet wall of SD and SC brings out the socio-political tensions which the 

schools attempt to suppress.  

 The notice stipulates the rules and regulations for using the library. The orthographic 

resemblance between Arabic and Urdu has been achieved by using the Perso-Arabic script. Just 

below the heading of the notice (Rules and Regulations for use of the Library) written in Urdu is 

script written in Arabic. Although the pupils of DM realize that ‘Arabic has no value outside the 

madrassah’ (Extract 38 lines 71-72) and that ‘everywhere English is used’ (Extract 37 lines 47-

48), it seems they are obliged to learn Arabic and Urdu only. As a result, many of the students go 

on to learn English after graduating from the madrassah. 

In order to understand the rationale underpinning such a strict rule of not using English in 

the school, I spoke to Moulana Abdul Rehman (Extract 49), a teacher at SD, who seemed to be a 

well-travelled person. Mr. Rehman held the view that English was not an international language. 

Drawing on his own experiences of having travelled to Niger and Thailand, Rehman challenged 

the myth that English was essential for a country’s development and supported his argument by 

giving the example of Germany, China, Turkey and France as nations who progressed without 

the help of English (Extract 49, lines 6). When I asked him specifically about the no-English 
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policy of the school, he linked it to the practices of his elders (Extract 49, line 4) and to colonial 

history, ‘because Englishmen were our rulers…that is why English has become a very good 

language’.  While interpreting Rehman’s position on language use in DM, I see its significance 

in the context of history since that is often ignored in discussing contemporary language 

practices and because of which certain language practices are legitimized and then taken for 

granted. While the recall of history is an important facet of Rehman’s position, I also find 

problematic the purist’s disapproval of attempts to understand the complexity of contemporary 

sociolinguistic dynamics of post-colonial Pakistan in which English is no longer seen as the 

“language of the rulers”. It has entwined with the local languages and culture and may no longer 

be perceived as the language of the colonial masters. In the face of a substantial body of 

empirical findings ( Brutt-Griffler, 2002, Cheshire, 2002., Kachru, 1997, Kirkpatrick, 2008  

Schnider, 2007, Seidlhoffer, 2009) showing that English has  spread around the world with 

diverse forms, varieties, accents, norms, acceptance and ownership, it seems that Rehman’s view 

represents  English  through the perspective of those oppressed by the language of the colonial 

masters only. Given the changes in the role of English as a world language with a ‘pluricentric’ 

base (Seidlhoffer, 2009: 236) i.e. English belongs to all those who use it, it becomes difficult to 

accept the colonized perspective as the sole explanation of the spread of English in Pakistan. As 

the students in SD pointed out, they use English for a variety of purposes in their everyday lives. 
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Hung in the corridor of SC [Taken on 17/4/2011] 

 

 

 

 

 

Back wall of the classroom at SC [Taken on 16/4/2011] 

The graffiti on the toilet wall of SD and SC brings out the socio-political tensions which the 

schools attempt to suppress. 

The first signboard, produced and supplied by the Ministry of Education of the province, 

is written in Urdu. The script represents the ideology and power Urdu is invested with through 

official sanction. Written in monolingual Urdu, the board informs that ‘knowledge is the signpost 

on the road to heaven’. The whole space of the board is used up by the single, official language 

of education. Underneath is multilingual graffiti written in English and Pashto claiming a 
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separate country for speakers of Pashto which is the dominant language of the north of the 

province. It is interesting to note that the only space Pashto gets in the school is in the form of 

graffiti or in the conversations between students and teachers outside the formal settings.  (See 

Extract 43-45). 

Monolingual English signboards were visible in other schools in this study with some 

differences in the variety of English that was used. One prominent feature of signboards hung in 

SA is the accuracy in the use of standard English and the effort to assume and project an 

international character for the school.  The display in the next photograph (See also appendix 19 

d, SA) 

 

 

 

Hung in the central lobby of the School (SA) [Taken on 30 November 2011] 

titled ‘ Bullying’ is an imported signboard as the name of the  publisher that appears on the 

bottom right suggests. I came across many such boards in the school purposefully displayed to 

give the impression that the school had an international character. The faculty comprised of 

locals who were bilingual and biliterate and who were paid wages in the local currency. The 

school charges a fee nearly as much as that of any international school. The gap between the 

payment of international teachers and local teachers is met by the international character of the 

school environment. The signboards in the school perform important social and symbolic 

functions and the use of valuable linguistic resources were perhaps the selling point of these 
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boards.  In fact, the sign of SA gave no indication of their local character or content. In the 

photograph below, it was just the currency (Rs) which stands for rupees could give the reader a 

clue that the school is located in a South Asian country.  

 

 

  

 

Parent-Teacher Conference Room (SA) [Taken on 30 November 2011] 

 

 

 

 

Hung in the central lobby of the School (SA) [Taken on 30 November 2011] 

During an interview I carried out at SA, a girl remarked that she was getting an education 

so that she could get a job in Barclays Bank. This shows that pupils clearly understand the 

vision, mission and objective of English medium schooling. Another student remarked that he 

had many options to pursue. The point I am trying to make here is that in SA, students gain 

access to prestigious linguistic resources and there is no ambiguity about the functions and 

meaning of education in their lives. The notice displayed in the parent-teacher conference room 

in the photograph above reminds parents not to allow their children to bring gadgetry in to the 
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school. The penalty of Rs.1000 for retrieving confiscated items is a large amount for most other 

sections of Pakistani society but for the community of SA it is of little consequence. This shows 

the disparity in the material conditions of the parents and also demonstrates the differences in the 

value of linguistic resources institutions are meant to produce.         

Studies of linguistic landscapes (Landry and Bourhis, 1997, Gorter, 2008, Ben-Rafael et al, 

2008, Shohamy, 2006) tell us that they serve important informational and symbolic functions 

because they are markers of the relative power and status of linguistic communities inhabiting 

given territories. It has also been empirically documented that ‘the prevailing language of public 

signs may sometimes be the language of a dominant minority’ (Bourhis and Landry, 1997: 26). 

Although the concept and epistemologies of linguistic landscape research is different from that 

of the current project, the dynamics and the meanings of the visible forms seen in the linguistic 

landscape of cities do not seem to differ much from those found in school environments. The 

forms of the languages emerge as iconic representations of the identities of social actors and their 

aspirations, as also reflecting the power struggle between different groups and above all a 

manifestation of the commodification of the languages and the interests of certain social actors. 

Urdu written in the Perso-Arabic script seems to sediment the traditional links between script and 

religious identity and hence emerges as the sole legitimate language that merits display in certain 

school environments such as the public school and the Madrassah. The display of English is 

intended to perform more of a symbolic function—that of creating an impression of an English-

learning environment—and has little to do with achieving any communicative or pedagogic 

objectives. The relationship between the language display and the actual discursive practices 

found in classrooms seem to have a complex relationship which is dependent on the position of 
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the social actors in the institutional hierarchy, their roles and responsibilities and their individual 

beliefs about the use of languages in the educational settings. 

 

9.2 Values Attributed to Local Languages and Literacy in School    

During my field visit to SB I met Ms. Nasreen who is an English language teacher at that school. 

She was a very enthusiastic participant in my study and invited me to observe her English 

language class. Conversations with Ms. Nasreen gave me a clear indication of her being up-to-

date with the current vocabulary of the ELT world, and during the course of my field work she 

informed me about the ELT training she had received in Pakistan. I sat in Ms. Nasreen’s class 

and noticed that she had put in an extra effort to make her grade ten students speak in English-

only by using self-written material. During my post-class debriefing with Ms. Nasreen, I realized 

that she was of the view that her Balochi students, parents and their ancestors were ‘totally 

uneducated’ (Extract 53 line 23) and that the ‘Balochis have no manners of speaking’ (Extract 53 

lines 30-31). I probed further to understand the role of languages in her assessment of children 

and their parents and realized that their inability to speak the national language, i.e., Urdu and the 

official language English had a role to play in her  evaluation: ‘no…no…they are not even able 

to speak Urdu’ ( Extract 53 line 32). Ms. Nasreen dealt with this deficit in their discourse by 

making it explicitly known to her students that they were not to speak in their home language in 

school ( lines 35-39) and by cautioning them: ‘I forbade him strictly at that time’ (lines 48-54). 

Ms. Nasreen’s observations on local languages matches with the findings of the data 

gathered in response to question twelve of the questionnaire (see Appendix 2, doc): ‘What 

language / languages do you use while interacting with the following persons?’ Out of the total 
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65 respondents (vertical axis), a majority showed a clear choice of languages in their everyday 

use in schools. English and Urdu were dominantly used with the head of the institutions whereas 

local languages were used with support staff.  However, with colleagues and parents, there was 

not such a clear language preference. Instead, a mix of different languages use was reported. 

(Table 61 a) 

 Similarly in response to questions ten and eleven of the questionnaire: ‘which 

language/languages do you encourage pupils to use at school and outside, a clear majority 

indicated that they encouraged the use of English in school. About 1% of the teachers encourage 

the use of local languages in school (Table 61 b). The pattern was not so different outside the 

school where children were encouraged by teachers to use either English and/or Urdu with local 

language use being reported least. In response to question fourteen of the questionnaire: ‘Which 

language/languages do parents of your pupils prefer for their children to have command?’ a good 

majority, thirty six respondents out of the total sixty five, reported both English and Urdu 

whereas nineteen reported only English. Less than five reported Urdu and local languages. In the 

light of the above data, it is very clear that the local languages were not institutionally supported 

by the schools. Teachers did not encourage learners to use them inside or outside schools. 

Likewise, parents aspired for their children to master English and Urdu only. By implication, 

teachers and parents preferences showed a language hierarchy in which local languages came at 

the bottom and English and Urdu at the top. 
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The above charts  show that local languages were used by teachers mostly to speak to the 

support staff  while it was English and Urdu which are used when speaking with the principal, 

amongst colleagues and with the parents (Table 61 a). Similarly, the pupils’ and parents’ 

preferred languages were also English and Urdu (Table 61 b). However, the language 

encouraged outside the school shows little difference between English, Urdu and local 

languages. By implication, the local languages were not institutionally supported and this is also 

evident from data gathered through the questionnaire which shows the highest level of 

encouragement for English at 31 percent, followed by 24 percent for Urdu and 8 percent for local 

languages and literacy. 

9.2.1 Ambivalence towards Local Languages 

The ambivalence verging on negativity towards local languages and literacies surfaced several 

times during my conversations with teachers in all the research sites. On the one hand, social 

actors attached importance in theory to local languages but, on the other hand they show a 

negative attitude towards these languages. For instance Ms. Saadia,  a grade six to ten English 

language teacher in SB, found it a ‘superficial thing that we only speak English’ (Extract 50 line 

96), yet she has never felt that her students were multilingual: ‘I have not had such sort of 

experience... but there are some students who are really Balochi’ (lines 144-147). By “really 

Balochi” Ms. Saadia probably meant what Ms. Nasreen had observed in her remarks about the 

parents and ancestors of her Balochi students being uneducated. When I probed further about the 

value of local languages and literacy in school, Ms. Saadia noted: ‘we do not celebrate even 

Urdu… you think local languages should be celebrated?’ (lines 150-152). The point Ms. Saadia 

makes here can be taken as a fine example of language hierarchy in which it is English that is 

celebrated in the school. After English come Urdu and then other languages.  
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The values of local languages and the shifting positions of the different actors associated 

with the four schools become even clearer when one takes into account the conversation I had 

with a junior teacher of grade five students at SB.  Ms. Sana, who is currently studying for a 

post-graduate degree in TESOL, thinks that the school is not an English-medium institution in a 

true sense, as it fails to meet her expectation that everyone in such a school should use English 

only: ‘because if the teachers are not communicating in English wholly and solely... then how 

can we say that it is an English medium school?’ (Extract 52, Lines 13-16).  Ms. Sana was not 

expecting a job offer from this school as she thought her ability to converse in English was 

limited. However, soon after joining she started to believe that she was a ‘perfect teacher’ (line 

21). When asked about the language practices of her students outside the class, Sana noted 

critically ‘you believe me, sometimes (they use) Punjabi as well’ (line 26), illustrating the low 

value of Punjabi in the institutional domain of its speakers. However, during the course of the 

same conversation, Ms. Sana unexpectedly took a strong position against English which she 

thought had become the yardstick of an individual’s success: ‘what the hell is going on in 

Pakistan? …our standard of [evaluating] a person’s competence has become only [his 

proficiency in] English’ (lines 46-49) and she linked this to the ‘post-colonial impact... the 

colonial... we are mentally slaves of foreign countries…the Englishman…’ When I pointed out 

that the Englishman has long gone (lines 68-80), Ms. Sana acknowledged that the problems lies 

within the system: ‘you are right...but I think… we are responsible especially in the present 

situation of Pakistan’ (lines 81-82). Towards the end, Ms. Sana took a more sociolinguistically 

informed position when she said: ‘we should accept English with errors… with mistakes…wrong 

English…50 percent English [and] 50 percent Urdu with Punjabi.’ 
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The conversation illustrates not only the linguistic hierarchy and the negativity towards 

local values and literacies but also the multiplicity of positions and shifting stances that local 

practitioners adopted towards the policy. The insight I draw from the examination of the data is 

that value positions with regard to local languages are not permanent and to a large extent 

depend on the socioeconomic and personal benefits that accrue to the social actors. In short, 

social actors respond to language policy in complex ways and their interpretations of the policy 

keeps changing depending upon the contingencies of the situation.  

Whereas the monolingual English policy of the school has been made mandatory by the 

school, it is interpreted by individuals in different ways. One such example comes from a grade 

eight Urdu language teacher, Ms. Mubashir in SB (Extract 48, Lines 1-2). In a conversation with 

me, Ms.Mubashir was critical of the school’s expectation that children were to be taught all 

subjects in English—even Urdu was expected to be taught in English. Contrary to the policy of 

the school to use English numerals for writing dates on the blackboard,  Ms.Mubashir made it a 

point to deliver her lessons in Urdu and write the dates in Urdu numerals (lines 2). When asked 

about the process and the rationale for this policy change,  Ms. Mubashir informed me that the 

language policy of the school was changed in isolation and without any involvement of the 

teachers (Extract 48, lines 4), rather they were given a six-month notice to shift to English if they 

wished to retain their jobs. She was of the view that the commercial interest of the school was 

the main driving force for this policy change. According to Ms. Mubashir, the school 

administration believed that by shifting to English only, more students would seek admission to 

the school and that the quality of education would improve. However,  Ms. Mubashir’s 

individual language policy of teaching Urdu through Urdu and using Urdu numerals to write the 

dates on the blackboard can be taken as an example of the creation of an agentive space , even in 
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the context of a  top-down policy. It also shows that institutional policy changes when it moves 

from one level to another from the school management to the individual classroom and the actors 

respond to policy in different ways. 

The two students of SB whom I spoke to about the newly introduced policy of English-

only brought important insights into the role of English in the broader social settings in Pakistan. 

They seemed to recognize the fact that English was a requirement for admission into prestigious 

educational institutions and for also employment and believed there was little point in rejecting 

this reality. Both students (Extract 46 and 47) showed an understanding of the domains of 

language use in the country—for institutional use it was English or Urdu and for communicating 

with members of the family, especially grandparents, the medium was the local languages. The 

socioeconomic benefits of speaking in English can be judged by reference to the following 

statement made by Ms Meher Murad (Extract 46, lines 8-10): 

“When you seek admission in any school or you go to any hospital…when we speak in English 

then the first impression is the last impression…at some places if you talk in English you 

immediately get the admission.” 

9.2.2 The Discourse of Deficit 

Teachers and school heads such as those in these studies are confronted daily with the problem 

of creating a school environment in which everyone speaks in English. According to the 

headmistress of the kindergarten section in SB, Ms Farzana (Extract 80 lines 7-15), teachers are 

‘not very competent and qualified’ because they are unable to pronounce English words 

correctly. She thinks that ‘society respects you when you speak in English’ (lines 36-37). In the 

classroom, I found a junior teacher Ms. Kulsoom teaching the Urdu characters to pre-primary 
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age pupils in English (Extract 58). I found that the pupils and their teacher were having an 

obvious problem in communicating in English especially as the pupils seemed very confused 

about following the teacher’s instructions in English for writing the Urdu letter names. Yet, the 

teacher did not make use of the commonly shared language for teaching. In the debriefing 

session afterwards, Ms. Kulsoom explained the rationale for her in-class language practices. She 

thinks that the societal perception of Urdu language teachers is not good: ‘I did not want to show 

myself at the level of [an] Urdu teacher as the common perception of [an] Urdu teacher is very 

low’ (Extract 59 Lines 5). Ms. Kulsoom further explained that when people see a teacher using 

Urdu, they consider her a lesser  professional than those who teach in English and it was because 

of this that she did not use any local languages in the classroom (lines 7). 

The obvious victim of the whole societal perception was the learner. I realized that this 

pedagogic concern of mine was shared in some ways by the head teacher, Ms.Zubeida, who 

displayed a keen understanding of what went on in the classroom. She highlighted the pedagogic 

procedure by taking the case of Social Studies for which the textbook is written in monolingual 

English. Ms. Zubeida described the usual classroom procedure as follows (Extract 55 lines 16-

24) ‘what happens... she[teacher] reads out each line…gives line by line meaning…once the 

meaning of the key words is given…then they move to question and answer… in the whole 

process there is no communication.’ The central problem is that ‘most of the students read out 

the text [in English] they do not comprehend’ (lines 28-32). Although Ms. Zubeida identified the 

problem very precisely, she thought that by enforcing the English speaking rule, the school could 

overcome the problem. To these ends, the one policy decision that the school had taken was that 

they had ‘forbidden [the use of] Urdu in [the] school environment’.  Ms. Zubeida’s advice to her 
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teaching staff was therefore that, regardless of whether students understand, they must speak to 

them in English all the time (lines 59-65).   

 

9.3 Constructing Legitimacy in the Daily Life of the Schools   

The processes involved in  legitimizing languages such as English, Urdu and Arabic are found 

deeply embedded in everyday language practices in and outside the classroom, and at daily 

events in the schools. I approach the question of legitimacy by examining two aspects of the 

communicative processes at the research sites: language choice and turn-taking. While the 

question of language choice is ‘primarily a question of form, of the how of speaking (as opposed 

to who or the under what circumstances), turn-taking is a question of both how and of who, a 

question of legitimate user of the legitimate forms using those forms as they should’ (Heller, 

1996:144).  

 

9.3.1 Language Choice   

Language choice emerges as the most charged domain in the discursive practices examined in all 

the four research sites. At SD, it is clearly Arabic and Urdu which were considered very 

important by the school and the parents. These languages were promoted by the school in a 

variety of ways which include the exclusion of other languages from use in everyday 

communications, in and out of the class, and in the selection of teaching material and the 

language examinations. As indicated in earlier chapters, at SD, it was held that Arabic is the 

language of Muslims, the language of the Prophet and the holy scripture while Urdu too had a 
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special place by virtue of being the language of the Muslims of South Asia. English was 

considered the language of non-Muslims and the West; therefore every effort was made to avoid 

its use. The other languages were not taken into account as they were categorized as regional 

languages, hence not significant for the purposes of teaching and learning. 

At SC, Urdu was considered the sole legitimate language for all purposes because it was 

the national language of the country. It was widely believed in SC that one single language is 

necessary to establish the identity of the Pakistani nation. It was held and promoted that all the 

nations of the world have at least one language as their national language; therefore, Urdu should 

be the national language of Pakistan as it played a key role in the partition of the subcontinent in 

1947. Here, English was not considered the language of the West or Christians as it is also an 

official language of Pakistan. 

In SB, proficiency in English was considered an essential prerequisite for attaining 

upward mobility and financial security. The thing which stood out is that much time and effort 

was being put into turning the school into an English-only institution. The school administration 

had introduced a new policy according to which all teachers and students were required to shift 

to English-only in six months. Those who found it difficult to meet the policy benchmark 

remained under great pressure. Urdu was given some marginal importance but the local 

languages were seen as primitive and backward and were often considered as a reflection of the 

uneducated families to which the pupils belonged. The school made a conscious effort to keep 

people with a relatively higher proficiency in English in the forefront during school functions. 

At SA, English remained the only legitimate language. It was widely viewed as a 

resource—an asset that ensures employment in the best organizations and a prerequisite for 
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further education inside and outside the country. It was not perceived as the language of the 

former colonizers or that of England or the USA but as the language of the world. Urdu was also 

given importance as children were often reminded to speak in Urdu as well. Code-switching 

between English and Urdu was found to be a common practice both inside and outside 

classrooms at SA. 

Underlying these diverse language ideologies, the common thread was the concept of 

bilingualism as a clearly delineated pair of fully developed monolingualities. Efforts were being 

made to develop and promote languages separately. Mixing of languages was considered bad. In 

other words, a purist attitude toward languages was widely held in all the settings in which 

attempts to preserve neat and clean boundaries between languages were made.    

Consequently at SD, as with other research sites, teachers worked towards promoting 

institutional monolingualism or a monoglossic bilingualism in which languages were treated as 

separate entities. Heller’s (1996) point about language choice as a charged domain becomes clear 

when we examine the language use of SD students. For example, when a group of twelve pupils 

were having a discussion about the places they would visit the next day (Extract 63), none of the 

utterances were made in any language other than Urdu. It is important to mention here that words 

and expressions like jamat ‘ team’ (line 1), jamat jis tarha bun key jaatihai ‘the way it often 

goes’ (line 1), rai ‘ opinion’ (line 3) and ammer sahib ‘the leader of the seminary’ (line 10) are 

not often used in conversation; rather their equivalent in English have become a part of everyday 

Urdu spoken in Pakistan. However, since the equivalent expressions are borrowed from English, 

these were not used by the students of SD. Similarly the classroom language practices of 

Moulana Mati-ur-Rehman (Extract 64) show that the legitimate languages to be used for 

teaching and learning are either Urdu or Arabic. Nowhere in the lesson was a single word of 
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English used. The entire lesson was delivered in monolingual ‘pure’ Urdu. He read out Arabic 

text and translated it into Urdu (lines 15-18). Exactly identical language practices were found in 

the other classes (Extract 65) where the teacher, Mr. Afzal, was giving a lesson on the Prophet’s 

Companions. Urdu-only with Arabic read aloud is probably the dominant pattern. The classroom 

language practices in DM and the pupils’ meeting illustrate the underlying conceptions of 

language-use in DM where importance is given to the association of languages with religion. The 

use of language seems to flow from religious conceptions in which certain languages are 

considered legitimate owing to their historical association with religions. Code-mixing and code-

switching was avoided hence, monolingualism was upheld in SD.   

As stated above, SB recently introduced an English-only language policy which required 

everyone to speak in English only. An examination of the debriefing session of Ms. Saadia’s 

lesson and a group discussion with three teachers brings out the role of languages in SB. Ms. 

Saadia was an English language teacher who spoke to everyone in English. I saw her talking to 

her students outside the class (Extract 68, line 1-2). In this exchange with the students, 

Ms.Saadia was negotiating the lesson for the day with her students by arguing that they had to do 

the same lesson again (lines 9-10). During her monolingual English language lesson, I found that 

Ms. Saadia was mostly using fixed expressions to sustain her lesson ‘should we... shall we... we 

have to…’ (lines 13-16) and question-answer patterns of communication ‘what is noun (line 

36)’, ‘what else, what remains’ (lines 34-35), and excessive repetition of single words such as 

‘adjectives, conjunction, interjection, preposition’ (lines30-34). I could see that it was obviously 

very difficult for her to sustain the class in English but she did not make use of other languages 

as this was not expected of teachers in SB. As a result, the lesson on tenses was reduced to 

asking and recalling the definitions of parts of speech and the tenses (lines 63-68). In my 
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debriefing session with Ms. Saadia, I asked her about the minimal participation of students in the 

lesson and her policy of sticking to English-only.  Ms. Saadia was of the view that her students 

followed her lesson as she had not used any difficult English words. She did not see any 

particular reason for the low student participation in her class (Extract 67 line 18). In my 

understanding, if Ms. Saadia had given spaces to other languages in her class, there might have 

been a greater chance of having a meaningful discussion on the topic she was covering in that 

lesson.  

I explored the question of language choice in the textbooks used by teachers of SB. These 

textbooks, the bulk of them imported from abroad, were mainly written in either monolingual 

English or Urdu. I argue that the selection of the text has strong links with the perception that 

English is associated with development, a myth that SB promotes. The teachers in the group 

discussion (Extract 69) noted that they had to teach children about Trafalgar Square, Hyde Park, 

the London Eye (Extract 69 lines 23-25) and everything about Singapore which added to the 

difficulty for the students as they were required to grasp and comprehend excessive information 

(lines 6-15). Reflecting on the content of the grade ten English lesson in SB, Ms. Saadia also 

noted that she had to ask her students to make-believe that they were in Europe because the 

names of all the characters in her lesson were European (lines 33-37). 

 Language choice in SA is quite well defined. Its students, teachers and staff were 

comparatively speaking a lot more proficient in using English for academic and non-academic 

purposes. As stated above, SA did not represent English as the language of outsiders but rather as 

a resource. The morning assembly (Extract 66) shows the language practices of a sports teacher 

(lines 6-12), the head teacher ( lines 18-28) and the students of grade six. All gave an oral 

presentation on the concept of ownership to the rest of the school children gathered at the place 
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of assembly . While audio-recording their near-perfect utterances in English, I thought to myself 

that the accuracy and proficiency of these children and their teachers in the use of English was 

extremely different from what I had observed at all the other research sites. I therefore took up 

this matter with the head teacher and in an hour-long discussion with her tried to understand the 

reasons for the linguistic disparity between these children and those from the other schools 

(Extract 79). 

 

9.3.2 Turn- Taking 

By examining turn-taking in classroom discursive practices in the research sites, one finds how a 

legitimate language is constructed. The type of a turn-taking pattern most often was sequential 

turn-taking on a unified floor (Heller, 1996:151). The ways of constructing and sustaining 

sequential turn-taking did not seem to differ much from one research site to another as a teacher-

oriented, transmission mode of teaching predominated. This mode of classroom interaction was 

shaped, to some extent, by class size and the layout of classroom furniture in each setting. 

However, the sources of legitimacy were more complex than the mode of teaching and the 

seating arrangement of the classroom. I will focus more on the implicit sources of legitimacy that 

teachers employed to construct and sustain the sequential turn-taking found in these classrooms 

and I argue that the definition of legitimate language and legitimate speaker-hearers was largely 

a function of the implicit, unstated powers invested in teachers. In many ways, it seemed to lie at 

the intersection of personal, institutional and broader societal perceptions on teaching and 

learning.  
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The dominant pattern was like this: every person took the floor in turn and everyone 

participated in the same discussion; the teacher regulated the sequence by selecting which 

student was to speak next and could interrupt the turn; the teacher evaluated the contributions of 

the learners in a variety of ways, often by repeating their contribution aloud which was 

understood to be an indication that the contribution was positive. The teacher not only regulated 

the sequential turn-taking but also exercised control over the form of the language: monolingual 

utterances seemed to be the only legitimate form in the classroom discourse. Teachers made sure 

that all the classroom time was spent on the content of the textbook and the flow of the 

discussion revolved around it. 

In DM, a great deal of emphasis was placed on reading out the textbook written in Urdu 

and Arabic and translating the Arabic text into Urdu. This was done primarily to help learners 

memorize the Arabic lines. One such example is that of Mr. Afzal’s class (Extract 65) in which 

he gave a lesson on the lives of the Prophet’s Companions. I reached the venue for this class a 

few minutes earlier and found myself in an embarrassing situation, having woken him up from 

his siesta. In a few minutes, the boys had brought their wooden desks and had sat on the floor 

around Mr. Afzal. I could see that Mr. Afzal’s eyes were still half shut but he gave the command 

to read (Extract 65, line 1). One of the boys stood up with the book in his hand and read out the 

text while the others kept their eyes on their books. Mr. Afzal interrupted the reading by stressing 

a point (line 7). The student repeated the sentence spoken by Mr. Afzal immediately afterwards 

and continued reading (line 9). The student was interrupted twice by Mr. Afzal (line 7, 11), 

interjecting with sentences in Arabic followed by their Urdu translation. I noticed that Mr. Afzal 

had memorized these lines very well as he was speaking from memory without having to look at 

the text. 
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By examining the interactional order of Mr. Afzal’s class, we see two important 

dimensions of legitimacy: one, that Mr. Afzal makes use of the power invested in him by the 

institutional order of SD in which the teacher has the sole authority to select, interrupt and 

maintain the course of classroom interaction. Two, Mr. Afzal’s rote-learnt Arabic insertions 

deliver more power to him, and as a result he emerges as the legitimate controller of the turns 

that pupils take. The use of a foreign language, especially one that is upheld by the school and 

society as the language of the Holy Quran and the Prophet Muhammad, seems to be Mr. Afzal’s 

main source of legitimacy. 

In other classes observed at SD, the use of Arabic by the teacher seemed to have created a 

knowledge gap between the teachers and the students. This gap was then filled by the translation 

made by the teacher.  I did not see any discussion on the translated text or any question-answer 

sessions and there was not a single episode of students getting an opportunity to talk to one 

another. Let us examine the process in some more detail to understand the mechanism that 

sustains the sequential order of turn-taking followed by Moulana Mati-ur-Rehman (Extract 64). 

He is a Mufti which roughly equates to the rank of full professor in a Western university. He was 

giving a lesson on “Aqida” (faith) to a group of students sitting around him on the floor. 

Throughout the lesson, the teacher dictated the lines from the text. He read aloud a chunk from 

the book in Urdu and gave a pause for students to take that down in their notebooks. Although he 

said in the beginning of the class that, ‘we were talking…’ (line 1), implying that the current 

class was the continuation of the previous discussion, I discovered later that ‘discussion’ in SD 

means reading aloud and taking notes. Looking closely at the argumentative content of his 

teaching, he proved and disproved arguments by drawing on Quranic verses (lines 3-6). As stated 
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earlier, reiterating religious injunctions in the classroom particularly through the use of Arabic 

expressions seemed the dominant method of legitimizing Arabic and Urdu.  

At the level of specific classrooms, the legitimacy of a particular language is constructed 

and sustained through the use of sequential turn-taking by teachers which can be more or less 

strictly controlled. However, legitimacy is perhaps also linked to the institutional order where the 

meaning of teaching and learning, and the roles and responsibilities of teachers and students 

differ widely from one pedagogic culture to another. In SD, rote-learning, note-taking and 

silence seem to be interpreted as attributes of a good student and decent manners. Students were 

not expected to ask questions or talk to each other during the lesson and if they did speak up, it 

was only when the teacher signal led to them that they should do so, and their utterance had to be 

in the right form, i.e., either Urdu or Arabic.  Repeating the text after the teacher, reading aloud 

and note-taking were taken as the students’ means of contribution to class discussions.  As both 

teachers had studied in similar institutional orders, they seemed to know the appropriate patterns 

of interactions in class and the roles of students and teachers. At a much broader level, their 

legitimacy was drawn from societal norms treating teachers as the final authority in religious 

schools such as SD; because they could quote the Holy Quran, they were accorded great respect 

and were considered pious Muslims and good individuals who served the cause of Islam. The 

key point that I am making here that the definition of legitimate language, speaker and hearer 

played out in a classroom discourse is also embedded in personal, institutional and societal 

values which actors draw on in legitimizing their positions and roles. 

The conventions of sequential turn-taking differed in some respects in the other school 

settings since pupils were given the chance to make oral contributions to the lesson. However, 

the mechanism for sustaining sequential turn-taking was differentiated in some clear ways in 
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other schools. Take SB in example, for this school, Mr. Kamal gave a lesson on Ideology to a 

group of forty students, twenty-five boys and fifteen girls. These students have had early English 

medium education in different schools in the country and often such students go for higher 

education to both national and foreign universities. In the classroom, I saw a very different set of 

classroom interactional patterns in terms of the students’ efforts to contest teacher authority by 

employing the privileged use of interruptions and self-selections (Extract 70 Lines 18-19). As 

soon as Mr. Kamal started the lesson, he was contested, ‘excuse me sir’ (line 9). He ignored the 

interruption and tried to shift the attention of the class to the board work. To maintain the order 

of the class, he started to write down the students’ contributions on the blackboard (lines 25-62). 

The strategy of writing the students’ utterances on the board saved Kamal from facing the 

students directly. Despite this, he was challenged by a student who wanted to argue that religion 

should also be considered part of the definition of ideology (line 63). Mr. Kamal handled the 

discussion by making use of the power invested in him by virtue of his traditional role of teacher, 

‘this discussion [lesson] is out of the ambit of today’s discussion’ (lines 68-70).  The episode 

shows us that while actors do draw on the powers associated with their traditional roles to 

regulate the sequential order of turn-taking through a variety of strategies, they are also often 

challenged. In this case, the student contestation was also linked to the institutional policy of 

delivering a lesson in monolingual English. During my informal conversations with Mr. Kamal I 

found out that he was not comfortable in speaking English. He informed me that he had studied 

in Urdu medium contexts throughout his academic career and had had limited exposure to 

English. However, the institutional policy of English-only put him under pressure to engage with 

his students in English at length. Lines 26-36 illustrate the problem Mr. Kamal faced due to the 

policy of English-only.  I also observed that Mr. Kamal was not an isolated case but a great 
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number of teachers in Pakistan face a similarly awkward situation in which they are expected to 

reinforce the monolingual institutional norms and bear in mind that code-mixing and code-

switching would be interpreted as a sign of lack of proficiency in languages.                               

 

9.4 Rationale for Legitimizing Certain Discursive Practices in Schools 

As I noted in the discussion above, different discursive practices were legitimized in each school: 

in SD it was Arabic and Urdu whereas in SC it was Urdu-only with surface level English. In SB, 

the aim was to make English-only the legitimate language while at SA, it was English and Urdu. 

None of the schools made use of other languages in their everyday institutional lives. In other 

words, there was considerable linguistic disparity between the learners and teachers in these 

schools. The students of SC were taught in the national language Urdu only. Theoretically they 

were also taught English as a subject. The proficiency of the students in these languages was 

found to be very limited.  The students and teachers of SD seemed to be totally alienated from 

English as its use was discouraged on ideological grounds. However, it was found that the 

students were comparatively more fluent in the Urdu language than the students from other 

schools. They had developed some ability to read Arabic script and had acquired limited skills in 

translating Arabic to Urdu. The students and teachers of SB were bilingual in English and Urdu 

to a limited extent. Most of the teachers and students were not able to use English with ease and 

comfort. A significant difference in the language proficiencies of teachers and students was 

found in SA where almost every person in the setting was a fluent speaker of English and Urdu 

and in many cases an additional language as well.   
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In this section I discuss the reasons for legitimizing particular discursive practices in 

these settings.  I draw on classroom data and interviews with different social actors including 

pupils, parents, teachers and school management in all the four research sites. The argument I 

pursue is that linguistic differences are fundamentally a reflection of political, social and 

economic dissimilarity amongst the social actors and that schools play an active and decisive role 

in creating and sustaining the socioeconomic disparity within the multilingual population of 

Pakistan.  

 

9.4.1 Social Distinction and Upward Mobility through Bilingual Education 

A higher degree of bilingual education and the development of biliteracy in English and Urdu 

seem to be accessible to people belonging to that segment of society who understand the value of 

this bilingual education and have the financial resources to afford the cost of educating their 

children in institutions like SA. The parents, head teacher and students of SA I spoke to (Extract 

84, 85, 79) are fluent speakers of English, Urdu and other regional languages. The status of the 

community can be judged by the nature and extent of their social network in the country. Mr. 

Ghaffar, the father of a child studying in SA, noted the higher social position of his family 

(Extract 85, lines 33-40). Mr. Ghaffar comes from a feudal family, and is the owner of urban 

properties and agricultural land.  He is well-travelled and takes his children to foreign countries 

on holiday (lines 8-12). His home language background is multilingual, about ‘85 percent 

English with little bit of Urdu’ (lines 24-25). Mr. Ghaffar’s primary reason for placing all three 

of his children in SA is to groom them for a higher station in life. Mastery over English seems to 

be the important aspect of this grooming as he noted with great pride: ‘oh my God, they [the 
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children] have improved a hell lot of it...if you call my children and they start speaking [English] 

with you… they are hundred and ten times.  I should say they are million times better’ (lines 63-

69). As a result, Mr. Ghaffar sees a bright future for his children. His eldest is going to study 

Psychiatry in Kuala Lumpur, the middle one is also going to study abroad and the youngest one 

is going to stay with him until he moves out of the country. He is prepared to pay a tuition fee ten 

times higher than what he is paying presently because he believes that the quality of education 

his children are getting in this school is equivalent to what they would receive in the USA or UK 

(lines 90-102). 

The relationship of bilingual education with social distinction and upward mobility 

becomes even clearer when I analyze the interview of Ms. Humaira whose daughter was 

studying in SA. Like Mr. Ghaffar, Ms. Humaira preferred English as the language for the 

interview. She had recently moved from Jeddah where her daughter had been studying in an 

American school. Her husband still sent money from Saudi Arabia. Two of her sons were 

studying in prestigious private universities in the country. On being asked what she thought 

would be her children’s future, Ms. Humaira remarked ‘very bright...also for my sons (...) 

generally the place [Pakistan] has a lot of potential (Extract 84, Lines 64-65). She also helps her 

maid’s children with their studies in SC (lines 92-93). She had selected SA for her daughter 

because she had experienced firsthand the quality and system of education in SC school and felt 

that they had ‘not much to offer’ (line 39).    

The examination of the above interviews shows us that how the social actors understand 

the value of bilingual education and how they are prepared to make a considerable financial 

investment in acquiring bilingual resources. It also shows that they recognize that bilingual 

resources are linked to or associated with access to other resources such as a superior social 
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status and admissions to prestigious institutions of higher education, both in-country and abroad.  

These parents do not see English against the backdrop of colonial history or the nationalistic 

discourse of Urdu being a national language. Instead, their central concern seems to be to prepare 

their children to attain upward social mobility and financial security for which English and Urdu 

are the most important resources.    

The students of SA also show a clear understanding of the importance of acquiring 

valuable language resources which they recognize are vital for their future success and careers. 

Let’s look at two students,  Nida Tayyab, a female student of grade nine, and Asghar Naqvi 

(Extract 81, 82)  a male student of grade nine when  I spoke to them, both of  them indicated that 

they preferred English as the language for the interview (Extract 8, 1 line 5, Extract 82, line 3). I 

found them to be very comfortable and fluent speakers of English. Nida wanted to work for 

Barclays Bank but at an overseas branch (Extract 81, line 12) while Asghar Naqvi had many 

career options open to him (Extract 82, Line 16). Apart from their skills in English, both were 

users of Urdu at home and valued their local culture and identity (Extract 82 lines 27-34). 

The school, SA, understands the aspiration of the group they serve and work towards the 

bilingual development of the children. The classroom language practices are therefore geared to 

the development bilinguality and biliteracy (Appendix 6, Extract 41). In the classroom 

conversation captured in this transcript shown the teacher asks her students to listen to a public 

performer known for his dual command over English and Urdu and urges against  mixing the 

codes she says: ‘he is good in English as well as in Urdu’ (Extract 41 line 61). Her classroom 

practices show that not only is she a proficient user of English but she also knows when to use 

Urdu words: ‘beta’ (line 34) is used here as a term of endearment to help create a personal bond 

between her and her students. The administration recognizes that both languages, i.e., English 
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and Urdu are important for the children’s careers. In my detailed interviews with the head and 

vice principal of the school (Extract 79 and 80), I found that they were well aware of the market 

demands for bilingual education—‘it is because of the demands of the parents’ (Extract 80 lines 

97-100)—and its impact on the future of their students—‘of course the life chances for the 

students of English medium school are far greater and brighter’ (Extract 80 lines 89-91). In order 

to meet the market demands of bilingual education, the school has introduced a clear-cut policy 

for hiring teachers and for the mandatory use of English on all occasions in school. Speaking 

skills in English is the most important criteria for hiring a teacher: ‘language [English] comes 

first and then the basic knowledge of the subject’ (Extract 80 78-81). The market demands for 

English can be gleaned by the anecdote recounted in Extract 80 about a pupil at SA who 

complained to his parents that he had been taught by the school maid after his teacher had left the 

school. The father reported this to the vice-principal, who on investigation found that a recently 

hired teacher had spoken in Urdu during class. Because of this, the boy mistook her for a maid 

(Extract 80 lines 102-115). The vice-principal went back to the teacher and told her that she must 

speak in English: ‘she had to change her language practices…of course I did not tell her about 

the complaint’ (Extract 80 lines 117-119).  The quote not only shows us the differential in the 

social prestige associated with English and Urdu but also the school’s effort in meeting the 

market demands of languages.  

SA also attaches a great deal of importance to the national language—‘I ask them to 

make their classes print [displaying Urdu orthography]… it is so difficult to get things that have 

Urdu written on them… right… even the packet of Shan Masala [a brand name of spices]…there 

are fewer things that have Urdu written on them…we ask children to accompany [their] parents 

[when they go] shopping for grocery and find out such things’—remarked the vice-principal ( 
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Extract 79 lines 241- 252). School events such as dramas, debates and singing competitions were 

held in both English and Urdu. Teachers were also encouraged to speak in Urdu despite the 

parental pressure of speaking in English. The head of the school Ms Aine Arfin (Extract 79) was 

caught between the parental demands of English-only and her own position on languages. Ms. 

Aine Arfin, a perfect speaker of English, Urdu and Pashto recounted her personal and family 

linguistic trajectories and her exposure to the world outside, and how she came to realize the 

importance of multilingual education as opposed to English only (Extract 79 lines 166-195).  She 

makes use of her position to resist the market pressure and keep her school bilingual in English 

and Urdu (Extract 79 lines 99-108). In my interview with her, I found her critical of the wider 

misconception in society in which English is taken as synonymous with education. She noted: 

‘English is not education’ (line 158). She then implied that she made use of the agentive space 

available to her and told her teachers: “if the child is comfortable in Urdu… just speak in Urdu 

and have a proper conversation and do not insist ‘I will only reply if you rephrase and ask it in 

English’” (Extract 79 lines 133-138).     

The vice-principal also expressed similar awareness of language in her interview with 

me. According to the vice-principal (Extract 80 lines 36-39) ‘society respects you when you 

speak in English... language tells about your personality, about your educational background, 

about the family you have come from’ 

The analysis of these interviews gave me important insights into the views of different 

social actors regarding languages in these bilingual settings.  The market demands for English 

and Urdu seem to be the key factor in legitimizing English and Urdu and, in consequence, in 

regulating access to these resources. However, it is probably incorrect to assume that linguistic 

resources are equally available to all actors. The employment of bilingual and biliterate teachers 
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is perhaps one of the major strengths of SA because this helps the school in offering an 

empowering, bilingual and biliterate learning environment which grooms its students to enter the 

national and international labor market and academic institutions. In short, SA legitimizes 

English and Urdu because it shares the socioeconomic aspiration of the group it serves. Put 

differently, the school emerges as a partner which has the important responsibility of creating 

linguistic differences by arranging a different set of linguistic environments in the school. The 

school’s vision, mission and everyday processes seem to help in achieving the goal of the 

community it is serving. In other words, the institution safeguards the interests of the group 

which has access to it.     

 

9.4.2 Constructing Monolingual orders: the consequences      

Unlike the policy at SA, SC and SD have been following nationalistic and religious ideologies 

where Urdu and Arabic have been designated as the eternal marker of people’s identity. The 

everyday school processes are geared towards constructing and legitimizing monolingualism of 

the national language and Arabic despite the great demand for bilingual education. 

  In the government school (SC), where under the official medium of instruction and 

English has been theoretically introduced from grade one in all public sector schools, my 

ethnographic study of language use in the classroom and in different social spaces in the school 

revealed the complexity of language practices in SC. In the classroom, the language of teaching 

remained Urdu despite the fact that the majority of teachers and students shared a common 

resource i.e. Pashto. The teachers and students were bound to use Urdu because it is the national 

language of the country despite the fact that many students find it difficult. As the students of SC 
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noted in a discussion with me: ‘we find it [Urdu] extremely difficult’ (Extract 76 lines 17). Any 

attempt to use the Pashto language in the institutional setting, particularly in class, was looked 

down upon by the teachers even though they shared the same culture. The teachers did not ‘feel 

good’ (line 9) when students spoke in Pashto. The rationale for imposing such a regulatory 

regime became evident in an arrangement lesson which is commonly termed as ‘fixture’, given 

by Ms Tabinda, a grade twelve teacher of Urdu.  She also provided me with a rich account of the 

nationalistic ideology of ‘one nation one language’. In this lesson which she was talking to her 

large class about the previous lesson she had taught. As it was an arrangement class, the students 

and teachers did not have any textbooks with them.  Her argument unfolded as follows : all 

nations of the world such as Britain, France and Canada developed their national languages as 

they achieved territorial independence; in the case of Pakistan this has not been done despite all 

the institutional measures (Appendix 8, Extract 71 lines 11-29). According to Ms. Tabinda (lines 

65-70), the biggest hurdle in making Urdu-only education mandatory is the interest of the power 

elites who have the resources to send their children for education to the UK or America. She 

argues that the use of the code-switching in English and Urdu revealed an “inferiority complex” 

(line 83). Although Ms Tabinda tried hard to engage the students in her discussion, I noticed that 

the majority of the students showed little enthusiasm over what she was saying.  

In the post-lesson session, Ms Tabinda narrowed down the language issue to the level of 

ethnicity and class difference. She made insightful observations in which she argued that 

language is an important factor in the formation of social classes in the country. According to her 

‘[the] rulers and [the] upper middle class send their children to institutions that endow them with 

powerful languages whereas the majority of Pakistani children can only dream about learning 



224 

 

these languages...look, English is a foreign language, we call it the language of [the] rulers’ ( 

lines 42-48.)   

The key insight I draw from the examination of everyday language practices at SB is that 

language choice was considerably regulated through overt English-only policy expectations but 

also through the selection of monolingual English language textbooks.  

The net result of the regulatory regime in each of the four schools seems to have been the 

creation of socio- linguistic difference amongst the students of different schools. The students of 

the state school studied under the strict nationalistic ideology which promoted Urdu-only 

whereas institutions like DM promoted monolingualism in conformity with the perceived 

historical link between the Muslim identity with Arabic and Urdu. SB and SA seem to have been 

responding more to the market demands for languages in the country. Whereas SB claims to be 

providing education through English language, a close examination of its discursive practices 

showed that this was not the case. The only type of school that provided bilingual education was 

SA where only a small section of the Pakistani society could afford to send their children.      

To conclude, the languages on display in the different school environments showed a 

clear pattern:  the standard varieties of English and Urdu (in Perso-Arabic script) were exhibited 

in the school environment but at the same time contradictions between the languages varieties 

made visible in official signage  and language practices inside and outside the classroom were 

also noted.  While the values associated with English and Urdu language were clear, there did 

not seem to be a simple correlation between the values attributed to these languages and 

proficiency in their use amongst different practitioners. Besides the unequal distribution of 

socially valuable/power languages, the overlap between standard languages, i.e., English and 
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Urdu and the local community languages was either not recognized or seen as a problem. In 

other words, instead of other languages being recognized as resources, they were widely seen as 

problems. In the absence of provisions for people to develop knowledge of their local languages 

through mainstream schooling, they ended up choosing state and school supported languages. As 

a result, it seems that the  presence in the school of a diversity of languages was largely 

countered by imposing what Hymes calls ‘ a novel unity in the form of hegemony of one 

language or standard’ (1980: 22). The sources of the hegemony were ideological, historical and 

socioeconomic conditions of the particular social actors in these four schools and the interests of 

the power elites of the country.  

As I have shown, the linguistic resources of teachers and students differed widely from 

one school to another. While all the students and teachers who participated in the study were 

multilinguals, their proficiency, comfort, ease and confidence in speaking English and Urdu were 

found to be very different. All the students, teachers, management and community members of 

the private, elite English-medium school (SA) seemed to know how and when to use English. 

This constructed for them a separate social class position in which they were capable of 

translating their linguistic resources into other forms of material and symbolic resources. Their 

school served the interests of these bilinguals by providing them with human and material 

resources through which both difference and distance could be created between them and the 

other school-goers. The school and the community paid great attention to the verbal skills of the 

children and worked for the development of their overall linguistic resources. In sharp contrast to 

the students of SA, the linguistic resources possessed by students in the other schools were not 

acknowledged in the same way. In fact they were stigmatized. Their schools do not seem to be 

interested in developing their linguistic resources. The teachers and school administrators 
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seemed to be under pressure from the school administration to create institutional 

monolingualism. Institutional monolingualism was fostered by the traditional classroom 

interactional patterns in SB, SC and SD where the interstices for extended interaction mediated 

by the teacher were negligible.  
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Chapter 10: Taking Stock and Looking Ahead 

Overview 

This chapter presents a summary of the main findings of this study and examines their 

implications for the field of language policy and planning, the language-in-education policy of 

Pakistan and bilingual education; it also draws attention to the limitations of the current study 

and suggests avenues for further research. 

I organize this chapter into three sections. In Section 10.1, I present a summary of the 

general findings in the light of my research questions followed by a detailed summary of the 

findings organized under the headings of socioeconomic, socio-cultural and socio-political 

considerations. In Section 10.2; I discuss the implications of this study for language policy 

scholarship, the language-in-education policy of Pakistan and bilingual education. In section 

10.3, I point to the limitations of the current study and suggest some areas for future research. 

The central aim of the study was to investigate the discursive practices in schools in 

Pakistan and to explore how they intersected with the national and institutional language policy 

and actual practices in the classroom, social spaces in the school, the community and in the wider 

society. The other aim of the study was to examine ways in which social actors respond to policy 

in specific school settings.  

Using an interdisciplinary approach, drawing on methods and perspectives from 

linguistic ethnography, sociolinguistics and post-structuralist theory, I investigated the actual 

language practices in four schools at three levels: classroom, institutional and community. For 

that, I used multiple sources for data collection and analytical frameworks. 

The general findings of the study suggest that there is a clear contradiction between the 

language practices observed in schools and the policy at the government level. The language 



228 

 

practices of the research participants are more complex than they are assumed to be at the 

governmental policy level and in findings of survey-based research on language-in-education in 

Pakistan. Research participants draw on a variety of languages at different times and in different 

spaces in schools depending on a number of factors. The key insight of the analysis is that it is 

simplistic and naïve to associate people with just one particular language as they are known to 

have what Blommaert (2011) calls ‘truncated repertoires’ and draw on them in complex ways. 

The study found that the position of some of the research participants on the role of 

languages-in-education is mostly ambivalent. Moreover, there was a mismatch between their 

views on the role of languages in education and their actual languages practices in school. 

The use of local languages for formal education was largely considered a problem in 

these schools. In fact these languages and associated cultural values were regarded as deficient 

for use in formal teaching and learning. In addition, there was clear evidence of antipathy 

towards local languages and the participants in my study seemed to have accepted the argument 

that these languages need to be substantially developed if they are to be used for teaching and 

learning in formal schools. 

Access to full bilingualism and biliteracy in the language of the former colonial power 

and the national language seemed to be restricted to those attending SA. The students in SB and 

SC were provided with bilingual education in English and Urdu only in theory despite the fact 

that there is widespread demand for bilingual education. 

An analysis of the data gathered in this study shows that the linguistic repertoires of 

students are shaped in different ways in different types of schools and that there is a significant 

relationship between the nature and prestige of the linguistic resources of individuals/groups and 

the formal education options available to them. The findings helped me to destabilize the 
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argument about the home-school language gap which currently has ascendency in Pakistan. 

Given the complex sociolinguistic realities in the country and actual discursive practices in 

schools, the home-school language gap does not appear to be the major problem as the 

institutionalized regulation of access to powerful languages seems to be shaping the chances of 

different groups of students, positioning them in different ways vis-à-vis the national political 

economy and the changing market demands for languages.  

Regarding the choice of particular languages as media of instruction, my study has shown 

that historical legacies, and also socioeconomic and political interests, are the primary 

motivations. In turn, these choices have led to particular discursive practices in schools and those 

of particular ways of legitimizing and displaying school language policies.  

In conclusion, I assert that different social actors such as school administrators, teachers 

and students are not passive recipients of a language policy; rather, they actively shape policy in 

their everyday institutional lives.  

 

10.1 Socio-Political Considerations 

I discovered that Pakistan’s current language-in-education policy strongly resonates with British 

colonial language policies, in particular with regard to the language choice for school level 

education. Only English and Urdu are considered suitable media for teaching and learning in 

schools while all other languages are used for communication purposes in the wider society; this 

in effect establishes a language hierarchy. Another significant aspect of the legacy of the colonial 

language-in-education policy is that unequal access to powerful languages is ensured and 

regulated through parallel systems of schooling in the country. Schools that deliver bilingual 
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education and biliteracy in English and Urdu are accessible to a very small segment of Pakistani 

society. 

The everyday language practices observed in the research sites show that the national 

education policy is based on little empirical evidence. It seems that the policy has not taken into 

account indigenous experiences, epistemologies and realities.  It is also clear from the study of 

language practices at the school level in SA, SB and SC that the current language-in-education 

policy is severely limited with regard to public demands for bilingual education with English. 

The claimed introduction of English as a subject in the curriculum in all public schools seems to 

be no more than rhetoric as there is little evidence of the availability of teaching guidelines, 

teacher training programs and material resources for its implementation. More importantly, there 

is little evidence of the involvement of teachers and the community in the formulation of 

language-in-education policy.  

I also found multiple and diverse reinterpretations of policy in all of the four research 

sites. In almost all of them, the head of the institution and classroom teachers seem to play a key 

role in reinterpretation and/or implementation of policy. My study of the semiotic representation 

of different languages and its intersection with the audio-recorded discursive practices showed a 

complex relationship between them. While the official languages on display conformed to the 

established language hierarchy and seemed to promote a monolingual language policy, the 

language practices observed in graffiti writing challenged the monolingual order. Likewise, 

spoken language practices also defied monolingual norms with frequent evidence of code-

switching, code-mixing and hybridity. These spoken language practices were too diverse and 

varied to ascribe to just one broad function of ‘resistance’. They may well have been below the 

level of awareness anyway.  
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While monolingual ideology was  manifested in some ways at all levels—in the 

classroom, in institutions and in the wider society—it was contested/resisted/ or appropriated in a 

variety of ways depending on the interests of the groups and the institutions that  serve them. It 

can be said that there was a clear mismatch between the stated and the ‘practised language 

policy’ (Bonacina, 2010).  

I also found that larger socio-political categories such as ethnicity and class had bearing 

on the interactions that took place between the parents and the teachers and students and the 

teachers.  Reified social categories about ‘Balochi’, ‘ Sindhi’ or ‘ Pathans’ seem to permeate 

everyday interactions both explicitly and implicitly.  

 

10.2 Socio-Cultural Considerations 

I found that SD was sustaining the legacy of the traditional madrassahs (a school where students 

study theology). These have been in existence since eighteenth-century India as spaces for 

teaching and learning. In these institutions teaching and learning is mostly done in Urdu with 

limited introduction to Arabic and Persian. In eighteenth-century India, Arabic, Persian and Urdu 

became the identity markers of the Muslim community and it is on this basis that they continue 

to be given importance in twenty-first-century Pakistan. Learning English is considered a threat 

to discursively constructed Islamic culture and values. The selected languages are taught with the 

aim of attaining a Muslim revival while English is associated with Christianity and hence kept 

outside the doors of SD. During the course of my fieldwork for this study, I discovered that 

many students of madrassahs learn English after graduating from these traditional schools. While 

language practices at SD may be seen as means of   sustaining Arabic and Persian languages, 
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they seem to contribute to the distancing of madrassahs students from the languages and 

knowledge resources that would enable them to participate in wider social spheres in Pakistan. 

The language use in all the research sites shows that local languages are not seen as valid 

resources for formal education. I found explicit examples of contempt towards local languages 

and cultures, and forced implementation of monolingual language norms in the four different 

multilingual settings. The use of local languages outside the classroom settings and the 

multilingual graffiti gives rise to a fundamental question about the effectiveness of monolingual 

education policy. The widening gap between the community and the schools is something policy 

makers/educators/administrators seem to have given little attention to.  As a result, local 

literacies, knowledge and cultural values are not capitalized on for formal teaching-learning.  

The institutional use of local linguistic resources and cultures could, however, enable teachers 

and learners to capitalize on them legitimately and enrich the learning of the so-called ‘national 

language’ and ‘official language’ of the country. At present, the role of parents seems largely 

restricted to providing material resources to children for their school education. However, by 

introducing local languages and literacies, participation of the parents can be made more 

meaningful and their latent literacies can be capitalized upon for imparting formal education to 

their children.  

 

10.3 Socioeconomic Considerations 

The socio-economic status of parents is an important factor in determining the schools where 

their children go. The parents of the students SA lived in affluent neighborhoods and those 

members who were interviewed held high positions in public and private organizations. The 
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parents of children in the other schools chosen as research sites were less affluent with SD being 

the poorest.    

I also found that the parents of children in SA sought an education for their children that 

would prepare them for career jobs in foreign countries or in transnational/multinational 

organizations working in Pakistan. In some ways, the presence of multinational organizations in 

Pakistan has further intensified the struggle amongst young Pakistanis to attain higher bilingual 

education in English and Urdu. As a result, educators have institutionalized their interests in the 

form of private schools with ‘international standards’. Teachers in these schools work hard to 

produce competent bilinguals and biliterates, in English and Urdu, and give little consideration to 

teaching the local languages. 

The trend towards the commodification of English and the subsequent shift towards 

English-only instruction are resisted at the individual and group level who formulates their own 

language practices. For instance, as I showed in an earlier chapter, that a teacher at SB resisted 

the introduction of the English-only policy which required her to teach Urdu language through 

the medium of English. She continues to teach Urdu through the medium of Urdu and writes the 

dates on the blackboard in Urdu numerals. I also found explicit and organized resistance to any 

use of English by the teachers in SD where teaching and learning is mostly in Urdu and Arabic 

with some basic introduction of Persian. These forms of resistance should be taken into account 

while formulating language-in-education policy at individual and institutional level. Whereas 

teachers respond to the mandatory implementation of institutional monolingualism in a variety of 

ways, they show an incisive understanding of the social and economic interests of the school 

owners and the impact these interests have on their own lives.  
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In conclusion, the imperatives of a globalized economy, national policy and institutional 

regimes seem to considerably limit language choices in education and define the value of 

specific languages. At the same time, there are always spaces at the interstices of institutions 

where it is possible for teachers and students to exercise agency, engaging in their own preferred 

language practices or asserting their own language values. If this local/global dynamism was 

recognized, it could be used as the basis for formulating a multilingual education policy that 

would profitably draw on   local languages. 

 

10. 4 Significance of the Study 

In this section I claim that this study has contributed to research in three areas: language policy, 

language-in-education policy in Pakistan and bilingual education. 

 

10.4.1 Implications for the Field of Language Policy 

 In Chapter 2, I considered the changing and diverse empirical foci and emphases of scholars in 

the field of language policy and planning. Beginning from a macro level empirical focus with a 

preoccupation to solve language related problems of the decolonized nations by offering models 

and taxonomies, to the examination of the role of ideology, power and inequality with focus on 

government and institutional levels, the empirical foci shifted towards microscopic examination 

of lived-policy experiences using  socio-anthropological approaches. In the critical interpretive 

approach, the micro-empirical foci was  the same with an added emphasis on the close study of 

the interactional patterns in classrooms and linking them to macro-historical processes and their 

role in creating asymmetrical power relations.  
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I also argued in Chapter 2 that school and classroom based of policy implementations paid little 

attention to the examination of official and unofficial signage and the wider semiotics of school 

settings. In Chapter 10 I showed that the languages on display in a school environment are not 

neutral but reflective of asymmetrical power relations embedded in the history, politics and 

ideologies undergirding them. I have also tried to show the mismatch between the 

monolingualism of the official signage on display and the actual discursive practices. The power 

relationship and differential values attributed to languages can very well be studied by taking 

into account the texts and signs in a school environment.  While the study of the linguistic 

landscape has been touched upon by Shohamy (2006), her proposal remains programmatic with 

scant methodological guidelines. I have attempted to operationalize the notion of linguistic 

landscape in school settings and have examined its local meanings and variation. I have shown 

that it is invisible interests, ideologies, values of languages, wider politics and the social order 

that get played out in the display of languages. 

 

10.4.2 Implications for Language-in-Education Policy in Pakistan 

I have shown in Chapter 4 that research on language-in-education policy in Pakistan is largely 

survey-based and I have argued that it is inadequate for a comprehensive understanding of 

language policy in concrete settings. I also have shown gaps and inconsistencies in the statistical 

accounts given by Ethnologue, the national census data and international studies on specific 

languages in education in Pakistan. 

In Chapters 8, 9 and 10 I have demonstrated how an ethnographic perspective to the 

study of language policy in education can help establish/explore links between situated 

encounters, socioeconomic circumstances of individuals and institutional regimes. In particular 
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these chapters show that power, legitimacy, ethnicity and class are constituted interactionally in 

the specific context of communication and in everyday school routines. I have also attempted to 

show that the links between social categorization and linguistic repertoire are constructed in and 

through discursive practices in the institutional contexts and that they have a dialectic 

relationship, i.e. co-constructive and hence dynamic. Thus social categorization is not a static, 

permanent reality but rather it evolves, changes, modifies and gets reified through prevalent 

interactional norms and practices.    

I have shown that predominantly monolingual assumptions dominated language-in-

education policy in the four different research sites with differences in the choices available to 

the different social actors in relation to context, development, media and content. I have also 

shown that classroom interactions, language practices at official events and languages on display 

in school environments are profoundly linked to social categorization processes. Government 

claims that the so-called bilingual education, Urdu with English policy, provides equal access to 

predominant languages appears nothing more than rhetoric in light of my examination of the 

actual language practices in four schools.  

I have shown how access to linguistic resources is organized/ regulated by developing 

alternative educational provision in the private sector leading to the construction of asymmetrical 

power relations amongst different ethnolinguistic groups. I have also shown that teachers and 

school administrators are not passive recipients of language policy; they are perhaps the most 

important and active shapers/interpreters of policy. Although this might appear to be a naïve 

assertion for academics, it is important to note its significance in the context of research on 

language-in-education in Pakistan. This is the first thesis that shows the significance of the 
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researcher’s firsthand engagement with the subject of investigation, showing policy-in-action in 

different school settings. 

 

10.4.3 Implication for the Field of Bilingual Education  

I have shown in Chapter 4 that the subject of bilingual education has emerged as a major field of 

study in its own right and that it has been approached from a variety of interdisciplinary 

perspectives. By examining language-in-education programs in all the four research sites, I have 

also shown that language-in-education is not simply a politically neutral instructional 

phenomenon but rather is implicated in competition amongst groups over gaining access to 

material and symbolic resources. In the light of this study, I would argue that it is probably more 

important to examine the outcome of such programs in terms of language orientations, social 

relations and the consequences of biliteracy and bilingual education in the lives of the learners 

rather than following the traditional categorization of idealized bilingual education models and 

program types. I have demonstrated that the full development of bilingual education and 

biliteracy is carefully controlled and accessible to the elites only. 

In the schools in this study, most teachers and school administrators seem to follow the 

language-as-problem approach in which local languages are considered a problem. In 

circumstances such as these bilingual education is often taken as a method/approach to give 

students access to prestigious. However, I have also shown that the situation regarding the 

development of bilingual education programs in Pakistan is more complex than conceptualized 

by the linguistic human rights paradigm. While the shift from local languages to powerful 

languages was the common basis of the programs that were examined in this study, achieving the 

promised objective of full bilingual and biliteracy development for all students is very remote. 
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The differences in the language-in-education  programs already in place may not just be 

attributed to their positioning within the broader education system of Pakistan but to every aspect 

of the school process in terms of ‘context, content, development, media’ ( Hornberger & Skilton-

Sylvester, 2000). 

I have also shown that models of bilingual education suggested by Pakistani experts 

mainly draw on linguistic human rights arguments/conceptualizations of bilingual education 

without supporting them with empirical evidence. I have also compared local bilingual programs 

with current global trends in bilingual education.  Here I have shown that the transition model 

predominates in most bilingual education programs in the world despite empirical findings in 

support of enrichment models in which languages are seen as resources and are used 

simultaneously for all educational purposes. Finally, in this chapter I have shown that the 

phenomenon of unequal access to different types of bilingual education is rooted in the 

educational and cultural history of South Asia where religious, socioeconomic status and social 

hierarchy largely determine the kind of bilingual education given to its inhabitants. I have shown 

that in colonial times a universal English policy was neither envisioned nor considered practical 

in terms of serving the interests of the empire. As a result, bilingual programs with English were 

made available to a very small section of the population which then seems to have stratified 

Pakistani society in terms of segmenting people into groups who were allowed or denied access 

to bilingual programs. This historical trend in the shaping of bilingual education has not 

undergone much change in post-colonial Pakistan.  I have also shown that the new globalized 

economy has increased the demand of the elites for access to bilingual education programs with 

English, more so because they recognize the importance of English and literacy in English in the 

context of an international job market. 
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10.5 The Way Forward 

The current study has made an attempt to address the relationship between the languages on 

display in the school environment and the language practices observed inside and outside the 

classrooms. I have extended a critical linguistic ethnographic approach in school and classroom 

based research by using the framework of linguistic landscape which does help to illustrate the 

historical, political and ideological undergirding micro processes.  I did not find the framework 

very useful in examining the relationship between languages on display and the spoken 

languages in schools. This limitation or challenge is also observed by Rampton (2012:5) who 

states ‘that sign, practice and ideology are all quite easy to deal with separately or in pairs but 

handling the dialectics, i.e., the unstable mutual interaction is not that easy.’  This suggests that 

one of the future directions for linguistic ethnographic research in LPP should be the 

development of conceptual frameworks that could help us understand the relationship between 

the written and oral forms of a language. 

As I was primarily interested in theorizing real-life discursive practices in schools and the 

ways in which different social actors contribute to them, I particularly focused on these practices 

and did not take into account the use of languages in wider society. I suggest it would also be 

worthwhile for LPP studies in Pakistan to investigate language use in various community 

contexts. I also realize that in order to adequately address the social implication of bilingual 

education in the lives of learners, there is a need to further explore the intersection of the shaping 

of the linguistic repertoires of social actors and educational outcomes, as well as their placement 

in the labor market. To accomplish them, longitudinal research is necessary. 

As the study did not deal specifically with British colonial language-in-education policy, 

I only reviewed the existing accounts on this subject. I have shown that these are largely based 
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on discourse analysis of policy documents and government reports. The limitations of these 

documents stem from the fact that they were produced by people in power who often ignored the 

experiences of their subordinates. Focused, empirical investigations into the experiences of the 

locals with British colonial language-in-education policy in concrete settings in the nineteenth 

century would complement the existing accounts though this would be a challenge in historical 

research. It would be interesting to see how the ideologies of British colonial language-in-

education unfolded in time. A comparison between the years of the British Empire and the 

current global trends towards the commodification of languages would be illuminating 

particularly in the context of the new labor markets created by the presence of 

transnational/multinational companies in Pakistan. 

Returning to language-in-education scholarship in Pakistan, I emphasize that this study is 

the first attempt to engage with the real-life discursive practices in the country’s institutions. 

Following this study, I suggest an ethnographic perspective to the study of language-in-

education, with real-life language practices as its basis, would help develop a better 

understanding of the role of languages in educational institutions in Pakistan. Reliance on 

statistical accounts cannot offer an in-depth understanding of the complex phenomena associated 

with language use in specific settings.  

Although I have chosen to study four schools, I do not have any notion of their 

representativeness. I see them as a set of unique cases studied in-depth. As a result, I do not 

claim any generalization and do not suggest that the research findings are applicable to the entire 

country. There is, however, a great need for detailed empirical investigation of this kind in other 

settings so that we can build a fuller picture of the multilingual realities of   language-in-

education in Pakistan. 
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Appendices 1: Maps 

Map 1: Pakistan and Neighboring Countries   
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Map 2: Pakistan and  Neighboring Countries 
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Map 3:  Linguistic Map of Pakistan 
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Appendices 2: Education System in Pakistan 

 

Figure 1: Diagram of the National Education System 
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Doc 2: Recommendations for good practice in Applied Linguistics (The British Association for 
Applied Linguistics – BAAL)  

 
 
 
 
 
 
 
 
 

 
 

Recommendations for good practice 
in Applied Linguistics student projects 

 
BAAL (The British Association for Applied Linguistics) has developed guidelines for applied 
linguists in their relation to the profession, colleagues, students, informants, and sponsors. The 
recommendations are relevant to professional applied linguists, and the core recommendations 
identified here apply as much to a student doing an essay for an undergraduate course as they do 
to a professor managing a large funded project. The numbers at the end of each section of this 
document refer to the corresponding section in the full "Recommendations", available at 
http://www.baal.org.uk/goodprac.pdf 
 
1. General responsibility to informants . You should respect the rights, interests, 
sensitivities, and privacy of people who provide you with your data ("informants"). You should 
think about and respect all aspects of identity including their culture, gender, and age. On the 
basis of this, try to anticipate any harmful effects or disruptions to informants' lives and 
environment, and to avoid any stress, intrusion, and real or 
perceived exploitation. [6.1] 
 
2. Obtaining informed consent. You must get permission from anyone who provides you with 
data, whether spoken or written. To do this, you should let informants know anything about your 
project that might affect their willingness to participate: what your objectives are, what you will 
need from them, how much time it will take, and how you will keep their identities confidential, if 
that is necessary. When informants are under  
16, you also need their parents' permission too. [6.2] 
3. Respecting a person's decision not to participate . Informants have a right to refuse to 
participate in research, even if they said at the outset that they would. It is best to plan your 
project so that it does not depend entirely on the consent of one or two people. 
(6.3) 
 
4. Confidentiality and anonymity. If you have not been given the right to identify participants, 
they must not be identifiable in any way (confidentiality) and in particular you must not use real 

names (anonymity). You should try to anticipate ways identities might accidentally be revealed:  
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by including identifying details, pictures, or moving images, playing voices, or allowing 
unauthorized access to data on your computer or in your files. (6.4) 
 
5. Deception and covert research. Deception is unacceptable because it violates the principles of 
informed consent and the right to privacy. When linguists do not want informants to alter their 
usual style of speech, and anticipate they might do so if they know the purpose of the study, it 
may be defensible • to tell them the general purpose of the research without revealing specific 
objectives • to ask them to agree to be deceived at some unspecified time in the future (for 
instance, if there is going to be a role play) 
•  (if there is no alternative) to explain the research immediately after gathering the data, and ask 
for permission then. But if they do not give permission then, you will have to destroy the data 
without using it (and they may be very angry). 
 
While  deception is unacceptable, distraction is generally ethical. Distraction might involve 
introducing multiple activities into a study to prevent informants monitoring themselves, or asking 
them to tell about an event in their lives, when what you are interested in is not the story but its 
form. (6.5) 
 
6. Sponsors and users . If your academic project is done in co-operation with an agency, group, or 
company in the community, you must usually provide an account of your work that is useful to the 
user. In turn, they must understand that you have to be evaluated on your work as an academic 
product, and must meet academic deadlines and standards. (7) This document is copyright BAAL, 
2000 - permission to copy is granted provided 
acknowledgement of BAAL is given. 
  
 

From: http://www2.warwick.ac.uk [Access March 4, 2011] 

  

http://www2.warwick.ac.uk/
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Doc: 3 a, b: Letter of Permission sent to school managements  

a) Urdu version 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



273 

b) English version 
 

Dear Principal  
04 April 2011  

 
I am writing to ask permission to conduct my research at Bay View High School. I 
am a Senior Instructor at Centre of English Language, The Aga Khan University, 
Karachi. I am now doing my PhD in Applied Linguistics at Lancaster University, in 
the United Kingdom. This work will form the basis for my PhD dissertation.  
 
In this research I am studying language practices in classrooms, outside classrooms 
taking into account the institutional and societal contexts of their production. My aim 
is to explore the ways through which pupils, teachers and parents become socialized 
into School’s language environment in Pakistan. I expect this study to contribute in 
diagnosing and improving the current language-in-education policy, its development 
and implementation at the level of schools in Pakistan.  
The research will involve observation and audio recording of classroom 
communicative practices, outside classrooms such as canteen, playground as well as 
interviews with some relevant participants (teachers, pupils, parents/guardians and 
education representatives).  
 
The study will be conducted fully within the ethical standards prescribed by 
Lancaster University, by the British Association of Applied Linguistics and by 
relevant Aga Khan research boards. All people involved will need to give their full 
informed consent, and I will ensure unqualified anonymity at all stages of the 
research process and when reporting the findings. No participants will be identified 
by name, and all recordings will be transcribed and listened to only by myself and a 
very limited number of assistants who will help me with the transcriptions. 
Participants will be informed about their right to ask not to be audio recorded as well 
as to withdraw at any point from the research process if they feel appropriate to do so.  
 
In return I will send the summary of the main findings to your school and to all levels 
of education authority directly involved in the study. I will also arrange meetings 
with teachers and parents/guardians from the schools studied with the view to 
presenting and discussing the research findings. Moreover, since you have invited me 
to conduct as session for your teachers on Teaching English through Phonemic 
Symbols, I would be glad to do it while I am at your school. 
 
 
 
 
Thank your for your collaboration.  
Yours Faithfully  
Muhammad Ali Khan  
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Doc 5 a, b: Letter of permission sent to teachers   
a) Urdu version 
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b) English version 
 

Dear teacher __________________________________________________________  
 
I am writing to ask if you could help me with my research. I am a Senior Instructor at Centre of 
English Language, The Aga Khan University, Karachi and I am now doing my PhD in Applied 
Linguistics at Lancaster University, in the United Kingdom. This work will form the basis for my 
PhD dissertation.  
In this research I am studying language practices in schools taking into account the institutional and 
societal contexts of the development and implementation of Language-in-education policy of 
Pakistan. My aim is to explore the ways through which teachers, pupils and parents become socialize 
into school language environment. I expect this study to contribute in diagnosing and improving the 
current policy and implementation of language-in-education policy of Pakistan.  
The research will involve observation, aSDinistration of a questionnaire and  audio recording of 
communicative practices in and outside your classroom as well as few interviews with you of no 
longer than 30 minutes. Thus, apart from the interviews, the research will not take you substantial 
extra time. The study is not intended to judge the adequacy of your work or your communicative 
performance, so feel free to conduct your work in an unconstrained and natural way.  
The study will be conducted fully within the ethical standards prescribed by Lancaster University, by 
the British Association of Applied Linguistics and by relevant Aga Khan University research boards. 
As well as all people involved (teachers, pupils and parents/guardians), you will need to give your 
full informed consent, and I will ensure unqualified anonymity at all stages of the research process 
and when reporting the findings. You will not be identified by name, all recordings will be 
transcribed and listened to only by myself and a very limited number of assistants who will help me 
with the transcriptions. You have the right to ask not to be audio recorded as well as to withdraw at 
any point from the research process if you feel appropriate to do so.  
Teachers participating in similar studies have found the exercise worthwhile, reporting that they have 
a chance to reflect on their own language uses in their own classrooms and outside. Therefore, your 
participation may support you in taking forward your work. In return I will send a summary of the 
main findings to your school. I will also arrange meetings with teachers and parents/guardians from 
your school with the view to presenting and discussing the research findings. Apart from that, as 
requested by most of you, I will be conducting a session on Teaching English Pronunciation through 
phonemic symbols 
I expect your participation to provide important inputs that may help to shape the future of 
Language-in-education policy of the country.  
Thank you very much for your time and I look forward to hearing from you in due course.  
Yours sincerely,  
 
Muhammad Ali Khan 
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a) English version  
 

Statement of Consent  
I, ………………………………………………………., hereby accept to take part as a participant in 
the study conducted by Mr Muhammad Ali Khan on Language-in-education policy of schools in 
Pakistan. I confirm my understanding of the purpose and processes involved in the study. I also 
understand that I will not be identified by name at any stage of the research process and that I have 
the right to ask not to be video and/or audio recorded as well as to withdraw at any point from the 
study if I feel appropriate to do so.  
……………………………………………………… ……………………...  
(Signature of the participant)                                                                              (date/month/year) 
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Table: 1: Summary of classes observed and audio recorded at SB, SA, SC and SD 

(All names listed below are fictitious names and have been used to preserve confidentiality). 

Table I: Summary of classes observed and audio recorded at SB, SA, SC, SD 

Teacher 
 

Lesson 
Nr of lessons 
and duration 

School 

Ms Shaista  2 (80 min) SB 
MsFaiza  1 (40 min) SB 
Ms Kulsoom  1 (60 min) SB 
Ms Fatma Gul 1 (45 min) SB 
Ms. Tehmina 1 (45 min) SB 
Ms. Tabinda 1 (60 min) SB 
Ms. Fatima 1 (45 min) SB 
Mr. Kamal 1 (45 min) SB 
Moulana Mati-ur-Rehman 2 (120 min) SD 
Moulana Khalid Amin 1 (60 min) SD 
Moulana Abdur Rahim 2 (120 min) SD 
Moulana Afzal 1 (60 min) SD 
Moulana Shafeeq-ur-Rehman 1 (60 min) SD 
Mr. Ishaq 1 (45 min) SC 
Mr.  Tarang 1 (45 min) SC 
Mr. Salim 1 (45 min) SC 
Totals 18 (975 min)  

 

  
Table 2: Debriefing sessions with teachers observed at SB,SA, SC and SD 

 
Name / Group Role Language  

of Interview 
Ms.Sadia  Grade 6 to 10 English language teacher at 

SB 
English & 
Urdu 

Ms. Faiza Class teacher primary one at SB Urdu 
Ms.Kulsoom Class teacher Pre-Primary  English 
Ms. Fatma Gul Grade 9 History,  

English and Citizenship  
Teacher at SA 

English 

MS.  Tehmina Grade 9 & 10 Islamiat and English English 
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Language teacher at SB 
Mr.Tarang Class teacher and English language teacher 

at SC 
Urdu 

Mr.Ishaq Grade 10,Urdu language teacher at SC Urdu 
Ms.Tabinda Grade XII Urdu language  teacher at SB Urdu 
Group of 4  
teachers 

 Class teacher/Urdu language teacher/ Art 
teacher 

Urdu 

Ms. Amna Class teacher of primary at SB Urdu  
 

 
 
Table 3 a: School management, teachers, parents and pupils interviewed and audio recorded at 
SB, 

 
Name / Group Role Language 

 of Interview 
Mr,Afzal Principal (Morning shift) English 
Ms.Zubeida  HeaSDistress Primary Section English 
Mr.Nasir Principal (Afternoon Shift) Urdu 
Ms.Andaleeb Incharge ,Secondary school Urdu 
Ms.Sadia Grade 6 to 10 English English 
Ms.Sana Grade 5 teacher English 
Ms.Nasreen Grade 10 English language teacher English 
Ms.Zakia Grade 8 English language teacher English 
Mr.Asad Grade 10 Islamiat teacher English 
Ms.Mubashir Grade 8 Urdu language teacher Urdu 
Ms.Talat Ejaz Grade 10 Urdu language teacher Urdu 
Ms.Talat Mother Urdu 
Ms. Murad Father Urdu 
Mrs.Ghafoor Mother Urdu 
Ms.Farah Mother Urdu 
Mr. and Mrs. Kiyani Parents Urdu  
Ms.Mehar Murad Pupil Urdu 
Ms.Tooba Ejaz Pupil Urdu 

 
 
Table 3 b: School management, teachers, parents interviewed and audio recorded at SA 

 
Name / Group Role Language  

of Interview 
Aine Arfin Principal Middle School English 
Ms.Ghazala HeaSDistress Primary  English 
Ms.Uzma Coordinator English Language English 
Ms. Saira Azmat Director English 
Ms.Farzana HeaSDistress, Kinder Garten English 
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Ms.Nazia Siddiqi Curriculum and Co-curricular Coordinator English 
Ms.Fatima Gul Teacher English 
Ms.Tehmina Teacher English 
Mr.Tariq Part Time Teacher English 
Ms.Yusra Teacher English 
Ms.Huma Teacher English 
Ms.Mehnaz Montessori Directors English 
Ms.Tabinda Karim Teacher English 
Ms.Erum  
Mr. Ghafoor 
Mrs Humaira 

Mother 
Father 
Mother 

English 
English 
English 

Ms.Nida Tayyab Pupil English 
Mr. Asghar Pupil English 

 

Table 4: Meeting attended and audio  recorded in schools 

Group Involved Nature Language used School 
Pupils  Planning for 

preaching Islam 
Urdu SD 

Parents and teachers Parent- teacher Urdu SB 
Parents and teachers Parent – teacher English SA 

 

Table 5: Pupils interviewed and audio recorded at SB, SA, SC and SD 

Group Involved Role School Language of 
interview 

Mr.Mehar  Murad Student SB Urdu 
Ms.Tooba Ejaz Student SB Urdu  
Ms.Nida Tayyab Student SB English 
Mr.Asghar Naqvi Student SA English 
Group of 3 pupils Students SC Urdu 
Mr.Rizwan Student SD Urdu 
Mr.Osama Student  SD Urdu  
  

  

Table 6: Parents interviewed at SB,SA, SC and SD 

Name/Group Role School Language of 
interview 

Mr.and  Mrs. Kiyani   Parent SB Urdu 
Mrs.Ghafoor Parent SB Urdu 
Mr.Bashir Parent SB Urdu 
Mr. Ghaffar 
Mrs Humaira 

Parent 
Parent 

SA 
SA 

English 
English 



282 

Mr.Shah Parent SC Urdu 
Mr.Zahir Parent SC Urdu 
Mr. Khalid Parent SD Urdu 
Mr. Naseer Parent SD Urdu 

 

 
Table 7: Events attended and audio recorded at SB,SA,SC and SD 

 
Type Name /Group School 
Sports Group of 20 pupils and a teacher SB 
Independence day celebrations All pupils & all teachers management and staff SB 
Morning Assembly All pupils & all teachers management and staff SB 
Morning Assembly All pupils & all teachers management and staff SA 
Morning Assembly All pupils & all teachers management and staff SC 

 

Table 8 a, b: School management, teachers, parents and  pupils interviewed at SD 
 

Name Role Language of Interview 
MoulanaAbd-ur-Rehman Teacher Urdu 
Mr.Osama Student Urdu 
Mr.Rizwan Student Urdu 

 

Table 8b: School Management, teachers, parents and pupils interviewed at SC 
 

Name Role Language of Interview 
Mr.Ansari Principal Urdu 
Mr.Ishaq Teacher Urdu 
Mr.Sajid Teacher Urdu 
Mr.Tarang Teacher Urdu 
Mr.Shah Father/School  Canteen Worker Urdu 
Mr.Zahir Father Urdu 
Mr.Bilal Student Urdu 
Mr.Jameel Student Urdu 
Mr.Khayyam Student Urdu  
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Table 9: Transcription Conventions 

Character Format 

Italics                        translations of  Urdu/Pushto/ Arabic/ Persian into English 

Normal transcription for English and Urdu utterances    

Bold transcription for P/A/ P utterances 

Capital Letters           initial capitals (only used for proper names, language names, place 
names, titles, and months/days of the week) 

Symbols  

*  indicates louder speech than usual 

(…) indicates that part of the episode transcribed have been omitted 

(( text))  contextual information 

(xxx)  
(xxxi) (xxx) completely unintelligible utterance  

“  ”  reading from the text books, writings on chalk boards, farewell party titles  

 

[word or text]  word, phrase or text not uttered but implicit in speaker’s speech 

 

Representation of Other Features 

… pause: the number of dots indicates the relative length of each pause 

^ raising intonation followed by an oral gap that a speaker (e.g. teacher) 
expects  

 the listener(s) ( e.g. pupils) to fill with a syllable, a word or phrase 

!                               emphasis: marked prominence through pitch or increase volume 

Participants 

S:  non identified student 

Ss: several or all students speaking simultaneously 

R:             researcher  

T:                                teacher 
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Table 10 Questionnaire 

Language-in-Education Policy Questionnaire 

Introduction  

I am a doctoral researcher at the department of Linguistics and English Language, Lancaster University, UK. For my PhD research, I am looking at the language policy and practices in representative 
schools of Pakistan. The purpose of the survey is to better understand the language-in-education policy of Pakistan. This is not a test so there are no ‘right’ or ‘wrong’ answers and you don’t even have 
to write your name on it. I am interested in your personal opinion. Please give your responses sincerely as only this will guarantee the success of investigation.Thank you very much for your help. 

1. What subjects/subjects do you teach in School? 
a. _______________ 
b. _______________ 
c. _______________ 
d. _______________ 

 
2. Which Level do you teach? (please put a tick mark) 

 
a. Primary   ________ 
b. Middle  ________ 
c. Secondary   ________ 
d. High Secondary  ________ 

 
 

3. What is your school teaching experience? (please put a tick mark) 
a. 0 to 5 years  ________ 
b. 6 to 10 years  ________ 
c. More than 10 years ________ 

 
4. Please tick the highest level of your educational Qualification?  

 
a. Ph.D   ________ 
b. Masters   ________ 
c. Bachelors   ________ 
d. Alim-e-Din   ________ 
e. Other (please specify)  ________ 

5. What is the medium of instruction in your school? 
 

a. English only   ________ 
b. Urdu only   ________ 
c. English & Urdu  ________ 
d. Others (please specify) ________  

 

6. In which Language/Languages do you perform the following tasks in your school? 
Please select the numbers from the below and write the number given against the 
tasks? 

 
1. English only 2. Urdu only 3. English and Urdu 4. Others (please 

specify) 
 

• Teaching: a) main lesson content  ________ 
   b) classroom management  ________ 

   c) explanations   ________ 

   d) reply to pupils questions ________ 

   e) giving instructions  ________ 

• Planning:   ________    
• Greetings:    ________   
• Board work:   ________   
• Class Test:    ________   
• Feedback on Pupils work:  ________ 
• Parent-Teacher Meeting:  ________  
• Report Writing:   ________ 

7. Does your school have written languages policy? 
a. Yes ________ 
b. No ________ 
If it does, please say briefly what you believe it to be?  
If no, how would you describe the language policy of your school? 
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8. Do all or nearly all the students have the same home language? 
a. Yes ________ 
b. No  ________ 

 
9. a) Please list the home language / languages of your pupils and say approximately what proportion speaks each? 

a. ________,  
b. ________ 
c. ________ 
d. ________ 

 
 

10. Which language / languages do you encourage pupils to use at school?  Please give reasons: 
 

 

 

 

 
11. Which language / languages do you encourage pupils to use outside school?  Please give reasons:  

 

 

 

 

 

12. What language / languages do you use while interacting with following persons? Please select the numbers from the box 
below and write the number in the given against the tasks? 

1. English only  2. Urdu only   3. English and Urdu  4. Others (please specify) 
 

a. Principal  ________ 
 
 

b. Parents  ________ 
c. Support Staff  ________ 
d. Colleagues  ________ 

 
13.  In which language do pupils mostly use at the following: Please select the numbers from the below and write the number in 

the given against the tasks? 
 

1. English only  2. Urdu only   3. English and Urdu  4. Others (please specify) 
a. Note taking   ________ 
b. Answering Teachers Questions ________ 
c. Peers (class fellows)  ________ 
d. School Canteen  ________ 
e. Playground   ________ 
f. Formal School functions  ________ 
g. Convocations   ________ 
h. Library   ________ 
i. Greetings   ________ 
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14. Which language/languages do parents of your pupils prefer for their children to have command? (please tick mark) 
 

a. English only  ________ 
b. Urdu only  ________ 
c. English & Urdu ________ 
d. Others (please specify) ________ 

 
Thank you very much for your help. 
Muhammad Ali Khan   m.khan@lancaster.ac.uk 
 
If you wish to have the summary of this study sent to you, please write your e-mail id 
here:_________________________________. 
 
I would like to invite a few volunteers to follow up interview, please raise your hands if you are interested to take part in it.  

 

Appendices 4: Research Sites 

Research Sites 
 
 
Table 10:  Teachers in SB in Karachi in 2011 

Name Gender First 
language 

Teacher 
training 
(years) 

Teaching 
experience 

(years) 

Grade 
taught 

Ms. Faiza F Urdu -  11 6 to10  
Mr. Afzal M Urdu 1  11 6 to10  
Ms Sana F Urdu 1  11 6 to10  
Ms. Nasreen F Punjabi 1  20 6 to10  
Ms. Ambreen F Urdu No 7  7 to 9  
Ms. Farah F Urdu No 7  7 to 9  
Ms. Talat F Urdu 1 6  6 to10  
Ms. Sarwat F Urdu No 20  10  
Ms. Zakia F Urdu 2  22  3,4,5 
Ms. Kulsoom F Urdu 1  22  3,4,5 
Mr. Nasir M Urdu 1  27  3,4,5 
Mrs. Gafoor F Urdu 1  10  6 
Ms. Shaista F Urdu No 3  6 

 
  

mailto:m.khan@lancaster.ac.uk
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Table 11:  Teachers in SA in Karachi in 2011 
 

 
Table 12:  Teachers in SC in Quetta in 2011 

Name Gender First 
language 

Teacher 
Training 
(years) 

Teaching 
Experience 

(years) 

Grade taught 

Mr Salim M Sareiki 1 21 6 to 8 
Mr Sajid M Punjabi 1 7 6 to 10 
Mr Tarang M Pushto 1 23 6 to 10 
Mr Ishaq M Punjabi 1 21 6 to 10  
Mr Akbar M Balochi 1 15 6 to 10 
      

 
Table 13:  Teachers in SD in Karachi in 2011 
 

Name Gender First 
language 

Teacher 
training 
(years) 

Teaching 
experience 

(years) 

Grade taught 

MoulanaKahlid Amin M Urdu 1  20 6,7,8 
MoulanaShafeeq-ur-
Rehman 

M Urdu 1  13 4,56 

MoulanaAbdurRehman M Urdu 1 13 4,5,6 
Mufti Mati-ur- Rehman M Urdu 1 12 4,5,6 
MoulanaAfzal M Urdu 1 10 4,5,6 

 

 

Name Gender First 
language 

Teacher  
 training 
(years) 

Teaching 
experience 

(years) 

Grade taught 

Ms Fatima Gul F Punjabi - 13 6 to 10 
Ms Tehmina F Urdu - 18 6 to 10 
Ms Fatima F Punjabi - 5 11 and 12 
Ms Yusra F Punjabi - 6 months 4 to 6 
Ms Rizwan F Urdu - 5 8 to 10 
Ms Huma F Urdu - 10 11 and 12 
Ms Tabinda Kiran F Punjabi - 20 11 and 12 



Appendix 5: Relationship between Language-in-education Policy and Everyday Language Practices in Schools

5.1: Common Classroom Interactional Practices in Schools

Extract 1: English Language Class at (SC, 17-5-2011)

1 Mr S. [Urdu] .. á‚g}±Æ™�‚]ÅB

 come on boys open your book to page seven.. 

2 Mr S. [reading, English]  "my family consist of six members" ..

3 Mr S. [translating, Urdu] .. ÷Z{0+ZybßÍV6,Œì

4 Mr S. [reading, English] "(consists of).. members ..my family consists of six members"

5 Mr S. [translating, Urdu] ÷Z{0+ZybZ�ÛZŠ?Œ .. gÁÄWŠò÷ .. )Œƒ**(

6 Mr S. [reading, English] " I have one brother.. my name is Amna.. and my brothers name is Abid.. my father is a

doctor" ..

7 Mr S. [translating, Urdu] .. ÷Z!*\eZËì( .. )÷ZzZ−eZËì .. ÷}¸ð»**x¬$+ì  .. ÷Z**xWìì .. ÷ZZq-¸ðì

8 Mr S. [reading, English]  "(he is known as Dr. Umer).. my mother's name is Aisha.. she is a house wife.. my

grand parents dadi amma and dada abbu live with us..  my dada abbu is an old man" ..

9 Mr S. [translating, Urdu] z{ywúg]ìªy»»x»`™C .. ÷~âV»**x¬Èì .. )z{eZË/ÐT**Y@*ìZk»**xeZË/ì(
.. ÷}ŠZŠZZÌ1hñWŠò÷/g¦{÷(,~/Æ÷ .. ÷~ŠZŠ~ZòZzgŠZŠZZ1øg}‚BgT÷ ..ì

10 Mr S. [reading, English]  "he is 70 years old.. my dadi amna is also an old lady.. (she is quite healthy and).. my

dadi amma is also an old lady.. she is very loving and kind" .. 

11 Mr S. [translating, Urdu] )¡q(úDz{¹÷Zzg .. þpz{¡qZzgúD÷ .. ÷~ŠZŠ~ZâVÌ1hS÷  þ.. ‚wì 70 ZyÅ/
.( ›™äzZà÷

12 Mr S. [reading, English]  "every night before going to bed.. she tells me different but interesting stories.. she

never forgets to give me sweets and rewards for my good deeds" ..

13 Mr S. [translating, Urdu] z{ZiZqwÆZÅxÆîg6,z{=  .. )z{=ŠNZzgZ¹ã‹CìgziZq-Ü7( .. gZ]ÎäÐ¬ .CÙ

ZY»x™CƒVÂ÷~ŠZŠ~ZÅxÆîg6,=  Z#~Ãð .. z{ZÅx~=‹ðŠb7Èr .. ‹ðŠb7Èr

... ‹ðŠb7Èr

14 Mr S. [reading, English] "she teaches me how to recite the Holy Quran.. my dadi amma is very regular in  her

prayers.. and tells me to say my prayers every day" .. 

15 Mr S. [translating, Urdu] þ÷~ŠZŠ~ZâVúiÅ¹0*È~™C÷!*‡°ÏÐúi7,f÷gziZ: .. ˆz]™**2C÷  z{=ŒÛWy0*uÅ

..÷ ZzggziZ:=úi7,"c9÷gziZ:=úi7,"c9 .. !*‡°ÏÐ

16 Mr S. [reading, English] "she is kind and generous.. my brother Adil is younger than me..he studies in class

three.. he is very naughty and careless.. he loves to play with my doll.. i always help

and guide him in his studies.. we play together and share our toys..  we all love one

another" ..

17 Mr S. [translating, Urdu] ~.. z{Š~¯k~7,kì .. ÷Z¸ð¬ŠwíÐgN*ì  Mgenerous means z{$!*yZzgM…3š3ï EGGÅ÷

ëZq-‚BÈ÷Zzg~ZÐZL[âV~Ñq-™C .. ZmæŠ™CƒVZzg7,Jð~ZmæŠ™CƒV

.. ëZq-Šzu}Ð›™D÷  )Ñq-™**( .. ƒV
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18 Mr S. [reading, English]  "one another and each other^ we are happy family... my father is a child specialist.. he

spends most of his time looking after sick children" ..

19 Mr S. [translating, Urdu] þ÷ZzZ−”V» .. )Zq-Šzu}Ð()Z#z{ßvƒV()Z#ŠzÐic*Š{ƒV(ëpl!*l÷pl!*l{0+Zy÷

.. Zy»ZÒz‰ÜFg”VÅôZã~¦/g@*ì .. eZËì

20 Mr S. [reading, English]  "he does not charge any fee from poor patients" ..

21 Mr S. [translating, Urdu] .. ¾d$FgßÍVÐ%ÉVÐ:7fe÷

22 Mr S. [reading, English]  "he gives them medicine free of cost.. my mother is an educated lady.. she looks after

my grand parents.. and helps me and my brother with our home"  

23 Mr S. [translating, Urdu] z{÷~ .. ÷~âV7,Sè{Ây÷  %bÆŠzZðŠï÷ .. z{Z7�Û~zDŠï÷ŠzZƒV»Ãð…7fe

.. )z{øg~æŠ™C÷(z{÷}Zzg÷}¸ðÆ»x™ä~æŠ™C÷ .. ŠZŠ~ZòZzgŠZŠZZ1ÅŠN¸w™C÷

24 Mr S. [reading, English] listen carefully.. you will learn it by heart.. it is not difficult lesson

25 Mr S. [translating, Urdu] 7ì  t$Â .. ?ZkÃc*Š™ßÐ .. ¨gÐ’

26 Mr S. [reading, English] "my family consists of six members.. i have one brother..my name is Amna.. any my

brother's name is Abid..my father is a doctor" ..

27 Ss. [translating, Urdu] ÷Z**xWìì .. ÷ZZq-¸ðì .. þ÷Z{0+ZybZ�ÛŠ6,Œ .. gÁÄWŠò÷ .. ÷Z{0+ZybßÍV6,Œì
.. z{eZË/ÐT**Y@*ìZk»**xeZË/ì .. ÷}¸ð»**x¬$+ì ..

28 Mr S. [reading, English]  "my mother's name is Aisha.. she is a house wife.. my grand parents dadi amma and

dada abbu also live with us.. also my dada abbu is an old man.. he is seventy years old"

..

29 Ss. [translating, Urdu]  ÷~ŠZŠ~ZòZzgŠZŠZZ1øg}‚BgT  þ..  z{ywúg]ìªy»»x»`™C÷ .. ÷~âV»**x¬Èì
.. ‚wì 70 ZyÅ/ .. ÷}ŠZŠZZÌ1hñWŠò÷/g¦{÷(,~/Æ÷  :..÷

30 Mr S. [reading, English]  "my dadi amma is also an old lady.. she is very loving and kind..every night before

going o bed.. she tells me different but interesting stories.. she never forgets to give me

sweets and rewards for my good deeds" .. 

31 Ss. [translating, Urdu] z{ZÅx~=‹ðŠb7 .. =SðŠb7Èr  z{ZiZqwÆZÅxÆîg6,z{  .. ÷~ŠZŠ~ZâVÌ1hS÷  þþ

.. Z#~ÃðZY»x™CƒVÂ÷~ŠZŠ~ZâVZÅxÆîgP=SðŠb7Èr .. Èr

32 Mr S. [reading, English] "she teaches me how to recite the Holy Quran.. my dadi amma is very regular in her

prayers.. and tells me to say my prayers every day" .. 

33 Ss. [translating, Urdu] ÷~ŠZŠZ~ZâVúiÅ¹0*È~™C÷!*‡°ÏÐúi7,f÷gziZ: .. z{=ŒÛWy0*uÅˆz]™**2'

.. ZzggziZ:=úi7,"c9÷gziZ:=úi7,"c9÷ .. !*‡°ÏÐ

34 Mr S. [reading, English] "she is kind and generous.. my brother Adil is younger than me..he studies in class

three.. he is very naughty and careless.. heloves to play with my dolls" .. 

35 Ss. [translating, Urdu] z{¹ .. z{Š~¯k~7,kì .. ÷Z¸ð¬ŠwíÐgN*ì generous means z{$!*yZzgM…3š3ï EGGÅ÷

... z{÷~¥/-VÆ‚BoI™@*ì .. ÑZgCZzgz{¹)Zoì

36 Mr S. [reading, English]  "i always help and guide him in his studies.. we play together and share our toys.. we all

love one another" ..
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37 Ss. [translating, Urdu] ë.. ëZq-‚BÈ÷Zzg~ZÐZL[âV~Ñq-™CƒV .. ~ZmæŠ™CƒVZzg(=ç FXHJð~ZmæŠÇƒV
.. Zq-Šzu}Ð¹›™D÷

38 Mr S. [reading, English]  "we are a happy family.. my father is a child specialist.. he spends most of his time

looking after sick children.. he does not charge any fee from poor patients.. he gives

them medicine free of cost" .. 

39 Ss. [translating, Urdu] ¾d$ .. Zy»ZÒz‰ÜFg”VÅôZã~¦/g@*ì .. ÷ZzZ−”V»eZËì .. ëpl!*lÄ÷pl!*l{0+Zy÷

%.. FgßÍVÐ%ÉVÐ:7fe÷)%!()¾d$(z{Z7�Û~zDŠï,ŠzZƒV»Ãð…7fe

.. bÆŠzZðŠï÷

40 Mr S. [reading, English]  "my mother is an educated lady.. she looks after my grand parents.. and helps me and

my brother with our home work" 

41 Ss. [translating, Urdu] )z{øg~æŠ™C÷(z{÷}Zzg÷}¸ð .. z{÷~ŠZŠ~ZzgŠZŠZZ1ÅŠN¸w™C÷ .. ÷~âV6,Sè{Ây÷

.. Æ»x™ä~æŠ™C÷

42 Mr S. [reading, English]  "my family consist of six members..^my family consists of six members^.. i have one

brother^.. my name is Amna^.. and my brother's name is Abid^".. 

43 Ss. [translating, Urdu] :÷} ^.. :÷Z**xWìì ^.. :÷ZZq-¸ðì ..^ ÷Z{0+ZybZ�ÛZŠ6,Œì ^:.. :÷Z{0+ZybßÍV6,Œì
.. ¸ð»**x¬$+ì

44 Mr S. [reading, English] "my father is a doctor..^ my mothers name is Aisha^.. she is ahousewife^.. my grand

parents dadi amma and dada abbu also live with us^.. also my dada abbu is an old

man^.. he is seventy years old^"..

45 Ss. [translating, Urdu] z{yw .. ÷~âV»**x¬Èì .. z{eZË/ÐT**Y@*ìZk»**xeZË/ì .. ÷Z!*\eZËì .. :÷ZzZ−eZËì
:÷}ŠZŠZZÌ1hñWŠò÷ ... ÷~ŠZŠ~ZòZzgŠZŠZZ1øg}‚BgT÷ .. úg]ìªy»»x»`™Cì

.. ‚wì 70 ZyÅ/ . /g¦{÷(,~/Æ÷

46 Mr S. [reading, English] "my dadi amma is also an old lady^.. she is very loving and kind ^.. every night before

going to bed^..she tells me different but interesting stories^.. she never forgets to give

me sweets and rewards for my good deeds^"..

47 Ss. [translating, Urdu] z{  CÙgZ]_?YäÐ¬ZzgCÙgZ]ÎäÐ¬ .. :pz{¡qZzgúD÷ .. ÷~ŠZŠ~ZâVÌ1hS÷

.. Z#~ÃðZY»x™CƒVÂ÷~ŠZŠ~ZâVZÅxÆîg?=‹ðŠb7Èr . ŠNZzg&B5Òï
EG

E¹*V‹C÷

48 Mr S. [reading, English] "she teaches me how to recite the Holy Quran^.. my dadi amma is very regular in her

prayers^.. and tells me to say my prayers every day^.. she is kind and generous^.. my

brother Adil is younger than me^".. 

49 Ss. [translating, Urdu] ÷~ŠZŠ~ZâVúiÅ¹0*È~™C÷!*‡°ÏÐ7,fìgziZ:!*‡°Ï .. z{=ŒÛWy0*uÅˆz]™**2C÷

÷¸ð¬ŠwíÐ ...Mgenerous means ZzggziZ:=úi7,"c9÷z{$!*yZzgM…3š3ï EGGÅ÷ ..Ð

gN*ì

50 Mr S. [reading, English] "he studies in class three^.. he is very naughty and careless^.. he loves to play with my

dolls^.. i always help and guide him in his studies^..we play together and share our

toys^".. 

51 Ss. [translating, Urdu] æŠ  ~Zm .. z{÷~¥/-VÆ‚BoI™@*ì .. ÑZgCZzg¹)Zoì  :z{¹ .. z{Š~¯k~7,kì
.. Ñq-™CƒV   ëZq-‚BÈ÷Zzg~ZÐZL[âV~ .. ™CƒVZzg7,Jð~ZmæŠ™CƒV
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52 Mr S. [reading, English] "we all love one another^.. we are a happy family my father is a child specialist^.. he

medicine free of cost ^"..

53 Ss. [translating, Urdu]  Zy»ZÒ .. ÷ZzZ−+”V»eZËì .. ëpl!*lÄ÷pl!*l{0+Zy÷ .. ëZq-Šzu}Ð›™D÷

z{Z7�Û~zDŠï4è X
..÷ ¾d$FgßÍVÐ%ÉVÐ:7fe .. z‰ÜFg”VÅôZã~¦/g@*ì

.. ŠzZƒV»ÃðB
(<4è
EXGEfe

54 Mr S. [reading, English] "my mother is an educated lady^..she looks after my grand parents^.. and helps me and

my brother with our home work"

55 Ss. [translating, Urdu] z{÷}Zzg÷}¸ðÆ»x™ä~ .. z{÷~ŠZŠ~ZòZzgŠZŠZZ1ÅŠN¸w™C÷ .. ÷~âV7,Sè{Ây÷

.. æŠ™C÷

Extract 2: A grade six lesson on Jihad Holywar, (SD, Maulana Abdul Rehman, 30-7-2011)

1 Mr. M. [reading, Urdu] ~�ZÝ®ZŠñz{Îñ  ZâxZ1�gèZv¬\ÐgzZe$ñāuc*
it has been narrated by Abu Hanifa that the  size of the small battalion is one hundred 

2 Mr. M. [reciting, Arabic] " ææææÎÎÎÎ^̂̂̂ÙÙÙÙ]]]]ÖÖÖÖvvvvŠŠŠŠàààà]]]]ÎÎÎÎ××××ãããã^̂̂̂]]]]…………eeeeÄÄÄÄÚÚÚÚ^̂̂̂ÞÞÞÞääää "

3 Mr. M. [translating, Urdu] ^.. Œ‰ .. egÎ  ì(400) ZâxŒä�Ûâc*āuc*ÅÁZiÁ®ZŠegÎ

it has been narrated by Abu Hanifa that the  size of the small battalion is one hundred

four hundred .. have you got it..^

4 Mr. M. [reciting, Arabic] " ]]]]ÎÎÎÎØØØØ]]]]ÖÖÖÖrrrrnnnn����]]]]…………eeeeÃÃÃÃjjjjääää!!!!¤¤¤¤ÍÍÍÍ "

5 Mr. M. [translating, Urdu] .. HÅÁÐÁ®ZŠegDÙZgì
and the size of the large battalion is.. four thousand

6 Mr. M. [reciting, Arabic] " ŸŸŸŸááááÊÊÊÊnnnnääääiiiiÃÃÃÃ††††mmmm––––ããããààààÂÂÂÂ××××oooo]]]]ÖÖÖÖ––––nnnn^̂̂̂ÅÅÅÅ]]]]ÖÖÖÖËËËË––––nnnnvvvvjjjjääää "

7 Mr. M. [speaking, Urdu] Œ‰XXÅ<å XEZZ¤/utñÂZkÆ‚B
have you got it..^ therefore if there is a small battalion

8 Mr. M. [speaking, Urdu] úg':YNXŒ

then women should not accompany them.. have got it..^

9 Mr. M. [speaking, Urdu] ðYN  7ñāßv$YNYNÐc*ā‚g}Æ‚g}ßv»  YVāZk~Zk!*]»ZEy ..‰
ðYñā̧̈ ..Ð

 because  there is a no guarantee that soldiers come back alive or dead .. it is a

possiblity

10 Mr. M. [speaking, Urdu] ZÚZ¡y7ñ .. WYN

that they dominate.. but we are not sure..

11 Mr. M. [reciting, Arabic] " ŸŸŸŸááááÊÊÊÊnnnnääääiiiiÃÃÃÃ††††mmmm˜̃̃̃]]]]ÖÖÖÖÛÛÛÛ’’’’^̂̂̂uuuuÌÌÌÌÂÂÂÂ××××oooo]]]]ŸŸŸŸ‰‰‰‰jjjjííííËËËË^̂̂̂ÍÍÍÍ "

12 Mr. M. [translating, Urdu]  ZknZk~ŒÛWy0*uÃ"wäÆn7™**ìXZ¤/úgÂVÃ‚BáYNÐÂÍtZLúgÂVÃŸù™ä
c7™Šc*

because it mean offering disrespect to the Quran taking  women to the battle field

means losing them

13 Mr. M. [reciting, Arabic] " ææææ]]]]ÞÞÞÞããããÜÜÜÜmmmmŠŠŠŠjjjjííííËËËËççççááááeeeeãããã^̂̂̂ÚÚÚÚÇÇÇÇ^̂̂̂mmmmÀÀÀÀ]]]]ÖÖÖÖÛÛÛÛŠŠŠŠ××××ÛÛÛÛnnnnàààà "
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14 Mr. M. [translating, Urdu] ZzgZ,~ŒÛWy0*uÌ:á .. ZzggÎZð .. ŠÑäc  z{ßvŒÛWy0*uÅ"wä™D÷›âVÃ,z…

YVāZk~Hñ ..³.. YNZ¤/ðh}ßv

they disrespect Quran in order to  instil fears in muslim.. and embarrasment.. and in

such cases Quran should  also be not taken if the battalion comprises fewer people..

because what is in there^

17 Mr. M. [reciting, Arabic] ^" ŸŸŸŸiiiiŠŠŠŠ^̂̂̂ÊÊÊÊ††††ææææ]]]]eeee^̂̂̂]]]]ÖÖÖÖÏÏÏÏ††††1111ááááÊÊÊÊoooo]]]]ŸŸŸŸ…………šššš]]]]ÖÖÖÖÃÃÃÃ‚‚‚‚ææææ "

18 [a student who remains standing

throughout the lesson with his book in his

hands]

z{ŒÛWyÅE+?™,Ð

 they will disrespect Quran..

19 Mr. M. [explaining, Urdu] ZknÆñg .. ŒÛWy0*uÃÍc*"wäc7™**ñ
it means to offer Quran to them to disrespect..

20 Mr. M. [explaining, Urdu] |.. ™D³  Zzg›âyÃªZKq,7 ..³ Zy»Z¤/p›âVÐtßÍ7æ{JB(,JD .. ÑZ±g

ñ›âV  ÉW`J-›âVäX»�ÛzVÐŠz4Å .. ðD³  ‚g}›âVÆ‚g}ŠÔ  ~Z0+gÐ

.. !*]™~WYãe’  t.. ÃÃðÃZ+{7ðZ
because the non believers are not trustworthy.. although they shake hand with muslims

secretly..and they give their possessions to muslims.. but in reality  all of them are

enemies of muslims..in fact till now all those muslims who have had friendship with

non believers have never  benefitted.. they only had to incur losses..

25 Mr. M. [reciting, Arabic] " " ŸŸŸŸeeeeªªªªŒŒŒŒeeee^̂̂̂áááámmmmvvvvÛÛÛÛØØØØ  ææææÖÖÖÖçççç����ììììØØØØ]]]]ÖÖÖÖÛÛÛÛŠŠŠŠ××××ÜÜÜÜ]]]]ÖÖÖÖnnnnããããÜÜÜÜ "

26 [pointing toward the text book speaking in

urdu]

bÎ .. Â[ñ  ÄÎ‚w6,Zã .. Zkz‰ÜÐt!*]Zk~Ðððñ .. Â[˜åZt  ŠdX6,ZãÂ[ñ  

ZzgW`Ì™D .. ›âVÃ“5å
E

G
E~eZ%c .. ÅÖf™D³  ñg�ñŒÛWy0*u .. ‚w6,ZãÂ[ñ

(... 0*uá™̂:™z)  ŠÔÅi}~ŒÛWy  W\~VäZq-Zg÷áŠ�Ûâc*å ..³

kitab-e-hidaya .. so old this book is since that time this  thing is written in it.. it is

hundreds of year old book..six hundred years old book.. non believers disrespect our 

holy book Quran.. so that Muslimcome under their pressure.. and they do it even 

today  our prophet Muhamd peace be upon him said do not take Quran to the land of

enemies(...)

30 Mr. M. [reciting, Arabic] " mmmmççççÊÊÊÊççççááááeeee^̂̂̂ÖÖÖÖÃÃÃÃãããã‚‚‚‚ "  " ŸŸŸŸáááá]]]]ÖÖÖÖ¿¿¿¿^̂̂̂aaaa††††ÂÂÂÂ‚‚‚‚ÝÝÝÝ]]]]ÖÖÖÖjjjjÃÃÃÃ††††šššš "

31 [a pupil standing with the book reads] .." ›yZâyá™o~`ŠH "

muslim negotiate peace and then go to the land  of non believer..

32 Mr. M. [explaining, Urdu] .. m,ZáÆŠHñ  »Èñz  ZâyáÆŠHñÂZk .. Zk~Ãðw`7ñ
 there is no problem with that.. if taken  permission it means they have taken visa  

34 S. [reading, Urdu] .." ½z�ð  ā‡.Þ .. 1ZkcÌÑZ_³ "

but there  are conditions for that as well whether they are trustworty..

37 Mr. M. [talking, urdu] äCc*āzm,ZÂïŠH  Æ),gÍV Thailand.. ZrVäzm,Z¯gZŠ}Šc*  Â.. Zq-Ši}g~)®)»Y**ðZ .. !*Ç

™Šï deport ™D³XXZzgQ  Zknā�Ì)®)YCYCñZkÃz{¬{ .. :Yƒ Combdiap

1  .. 7,}ÇāWÐW\Æ‚B÷|uHYñÇ  tÌŠ9 .. Šï³@*āZyÃ:ïYñ  zm,ZZkn ..³

7gZ™CñX  z°{Ã .. ŠNßāz{̧xtñ
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exactly ..once our team went to Thailand.. they got the visa immediately but our elders

of Thailand told us that that we should not go to Combodia..because they give the visa

first and then they take hostage and then they deport.. they give  visa because they

want to get visa fee.. we should see how we are treated by them.. they must see what

type of nation they are.. whether they fulfill their promises

39 Mr. M. [reciting, Arabic] " ææææ]]]]ÖÖÖÖÃÃÃÃrrrr^̂̂̂ññññ̂ˆ̂̂mmmmíííí††††qqqqààààÊÊÊÊoooo]]]]ÖÖÖÖÃÃÃÃŠŠŠŠÓÓÓÓ††††]]]]ÖÖÖÖÃÃÃÃ¿¿¿¿nnnnÜÜÜÜŸŸŸŸÎÎÎÎ^̂̂̂ÚÚÚÚjjjjääääÂÂÂÂÛÛÛÛØØØØmmmm××××nnnnÐÐÐÐeeeeããããàààà "

40 Mr. M. [translating, urdu] ªCÙÂt„ñāz{¥s7

but it should be seen that whether they  

41 Mr. M. [translating, urdu] .. ţxZ+ñāz°{Ã7gZ™Cñc*7  pŠN1Yñā .. ™,Ð

are a nation that fulfil its promises or ..not..

42 [reading out from the book] .." 1hSúg](,}H~Y$Ëñ "

older women can accompany  battalion.. 

43 Mr. M. [reciting, Arabic] " ]]]]ÚÚÚÚ^̂̂̂]]]]ÖÖÖÖjjjjçççç]]]]hhhhÊÊÊÊÏÏÏÏ††††]]]]…………ââââààààÊÊÊÊoooo]]]]ÖÖÖÖffffnnnnççççllll]]]]…………ÊÊÊÊÄÄÄÄÖÖÖÖ××××ËËËËjjjjßßßßjjjjääää "

44 Mr. M. [reading, urdu] .. 1hSúg]Hx~Y$Ëñ .. ;V

yes.. older women can go in greater battalions..

45 Mr. M. [reciting, Arabic] " ŸŸŸŸññññããããÜÜÜÜmmmmŠŠŠŠjjjj‚‚‚‚ÙÙÙÙeeeeääääFFFFÂÂÂÂ××××oooo••••ÃÃÃÃÌÌÌÌ]]]]ÖÖÖÖÛÛÛÛŠŠŠŠ××××ÛÛÛÛnnnnàààà "

46 Mr. M. [translating, urdu] 3**åä .. z{W‚y»x™$Ë³

they can do small chores.. like cooking

47 Mr. M. [speaking, urdu] Y

 yes

48 [reading out from the book] FgzVÅ�ŠZg~™**

they can take care of sick 

49 Mr. M. [explaining, urdu] .. Zzgin6,÷™gS³ .. 0*ãÑÑ™½g„³  †3**å:Zzg»[ .. 1h·™$Ë³  ‰ZqwZ,³�

there are some works that old women can  do .. for example .. cooking food.. fetching

and  storing water.. and healing the wounds..

52 [pupils listen silently]

53 Mr. M. [reciting, Arabic]   " ]]]]ŸŸŸŸÂÂÂÂßßßß‚‚‚‚]]]]ÖÖÖÖ––––††††ææææ…………éééé "

54 [reading out from the book in urdu] ÷ÃŠzg™äzZÑñXX�Zyúg]y~ .. gx4ñ   ZyÆnZLyzV~Y}  ��Zyúg'³  Zzg "þ

.." �³[ñz{7Y$Ë .. Üsz{úg]YñÏ�1hSð  gì˜Š~

and young women it is advised that they stay home..holy wars will be participated in

by older women..those who are sexually active should not go..

58 Mr. M. [reciting, Arabic] " ææææŸŸŸŸmmmmŠŠŠŠjjjjvvvvgggg]]]]ìììì††††]]]]qqqqããããààààÖÖÖÖ××××ÛÛÛÛffff^̂̂̂••••ÃÃÃÃjjjjääää "

59 Mr. M. [translating, urdu] Yè .. ‰xVç~î_~ÆnYNt47³ .. î_~  ˜ŠÆñµ6,úgÂVÃZL‚BIt#ª
^ Œ‰ .. W@+QZk~'wðYNÐ

during war cohabitation with women.. the way  husband and wife do.. is not good..

because then the warriors will get engrossed  in this act.. have you got it..^

63 Mr. M. [reciting, Arabic] " ÊÊÊÊ^̂̂̂ááááÒÒÒÒ^̂̂̂ììììßßßßçççç]]]]ŸŸŸŸeeee‚‚‚‚ÚÚÚÚíííí††††qqqqnnnnààààÊÊÊÊffff^̂̂̂]]]]ŸŸŸŸFFFFÚÚÚÚ^̂̂̂ðððð����ææææáááá]]]]ÖÖÖÖvvvv††††]]]]ññññ†††† "

64 S. [speaking, urdu] .. Z¤/¹„¢zg~ñ
if absolutely necessary
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65 [reading  from the book] ;VZ¤/¹„

 if it is very 

66 Mr. M. [explaining, Urdu] Z#Zv .. gÇ³  ZkpZécXXZj7gZ™äcgZ5 .. g¿ñ  ZK̈yctpZé  Zv¬\ä .. ¢zg~ð
W\ßÍV ".. !*0+-V»�Šzgå .. !*0+-V»ÌŠzg@*ì ..~ ÆŠ+Ã;äcœ™äzZáÂ̧Zkiï  ¬\

.. ZzgßÍVÃÌØðÇ .. ZyßÍVÃÂØñ .." ÃØñā!*0+c*V¾Ãë³

essential to cohabit.. then Allah  has kept ways for man to fulfil his need.. when

warriors would   work hard to spread the words of Allah.. in those times there used to

be a system  of slave women..do you know ..who slave women were..

72 [pointing towards the researcher, speaking

in urdu] 

¬ZyÃ .. úYV™,Ð .. Zzgú™äÆ!*g}~Wð_ñ .. Çñ .. Ë(6,ú™}  ›yZ#

Z¤/z{ZsxÅŠZz®)ÐÅsðYNÂQZ7Šú]Š¶ÅÃÒ™,ÐZzg7â…Â .. ÅŠú]Š,Ð  Zsx

.̂. QH™,Ð

when muslims attack some place.. o.k.. we have talked about attack..why to attack..

first we invite them to accept islam..if they reject the invitation of becoming muslim

then they should be given second invitation and if they do not accept it even then so

what we will do..^

73 [pointing towards pupils, speaking in

urdu]

ZzgZ¤/tßvbt .. ŠzZzgî'+£é
G

g~™«™,Ð tax tð@*ñā?—)4èG  bt»È ..
—)4èGbtŠz [ ÿÑŠ+  Z[?

Z[È .. ZzgZ#ZyÆ0*kŠÑbÌW³̀ .. Zzg:btŠ¶c»g³  :ZZyÑN .. »g:ðV  Š¶cÌ

Åúg'ZzgZyÆ�Šzu}ßv³�_YNÐz{›âVÆÝx  Â±ZðÆẐy .. gñ³āî±}Ð

.. úg'!*0+~0YEZzg%ŠÝx0YNÐ .. Çñ .. 0YNÐ

 now they should give us muslim  tax.. means you  [non believers]give us  money  and

we will protect you.. and if they are not agreed to pay tax even.. despite the fact that

they have been given reasons for it.. so after war..their women and their other alive

people will also become slave and men as well.. and then the religious leader of the

time  will divide them and whoever get a slave women.. 

he will become the owner of that women.. which

74 Mr. M. [speaking, Urdu] z{ZkZk!*0+~»â´0Yñ .. ZkÆẐâxZkÅ„ZkîgÐ™,ÐZzgZ#TÆz~!*0+~WYñÏ

1ZkÐ¬¼ÑZ_³z{tāz{!*0+~·Šz»gZÅ .. ªāZ[z{!*0+~ZkÆn'wðYñÐ ..Ç

@*āZk»$+y .. Zâæ]¦/Zg}@*āZkÃtWYñ .. Zk»$+y¬™s™B .. "$6,2VÅ:ðúg] .. úg]ð
(... ZkÆ‚BZ(|uHYñāz{›yðYñ) .. QZm!~ðÏ  .. 0*uðYñ

means that the slave women will be the legal right of that man.. but there are some

conditions  or that.. that the slave women should be Judo-christians... they should not

be idol worshipper.. the body of   this slave women should be cleaned..there should be

time enough for her to have at least three monthly  menstructions so that her body is

clean.. then she is the possession of that muslim.. she should be treated as muslim (...)
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Extract 3: A grade 6 lesson,English novel,  "Lisa  goes to London" (SB, Ms Shaista, 29-7-2011)

1 Ms. S. [speaking, Urdu] chapter one .. W`Ðît**zw7,³Ð

from today we will read the novel.. chapter one

2 [pupils take out the books]

3 Ms. S. [speaking] ð̂ñ? self reading HZm

have you done the self reading?..

4 Ss. [chorus] no miss

5 Ms. S. [speaking] .. 7,# chapter one Óxa

6 all of you read chapter one..

[pupils read out silently]

7 Ss. [chorus] .. é~ä7,|1
miss i have read..

8 Ms. S. [speaking] wait for others

9 Ms. S. [speaking] .... eÖ~¹Vñ~ÌÈŵ

where are your dictionaries.. i have also left mine..

10 Ms. S. [speaking] ok.. so all of you have done..

11 Ss. [chorus] yes miss

12 Ms. S. [speaking] yes Daniyal tell me the summary..stand up and tell the summary..close your 

books

13 [a boy stands and reads out from his

note book] 

t..[̧  t.. Ð1Ñ mum dad ZL  Zkä .. ñZðZå letter Zq-  9ZäZLJB~ "(xxx)

the 1àÆ  Â.. ā̧Hñ what is the news ä7Yā fatherÆ Zk ..ñwonderful ¹

ßyYä»jñµ a free trip to London³ ZzgkH,̂gi=Š} orginzers are offering 

 ".. Š}gì÷

(xxx) "Liza was carrying a letter in her hand.. she told her mum and

dad..listen to this news.. this is wonderful.. her father asked what the news

was.. she said that the organizers were offering me a 

14 Ms. S. [speaking] ..  book.. close o.k

15 close your book.. o.k.. what was the   competition about..

16 .. ¾q»å? competition

17 Ss. [chorus] short story competition

18 Ms. S. [speaking] o.k.. fine.. sit down..

19 where is London.. continent.. i want

20 to know the continent?..

[speaking to the particular pupil]
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21 Ms. S. [speaking] .. Ã2»**xCƒ
tell me the name of continent..

22 Ss. [chorus] city.. c*Continent

continent or city.. 

23 Ss. [chorus] continent is England..

24 Ms. S. [addressing the whole class] ?...ìcity...ìcountryìtown... Hì itself ßy

  London itself... is it a town.. a country or a city?

25 Ss. [chorus] .. é;ñ
 miss it is a city..

26 Ms. S. [speaking] .. »H**x? country ÂZm

then what is the name of its country?..

27 Ss. [chorus]  miss England..

28 Ms. S. [speaking] o.k. good..

29 Ms. S. [speaking] .. 0*ÎyÃyÐ',ZW~ñ?
in which continent Pakistan is located?...

30 Ms. S. [speaking] .. Zk,ZyÃyÐÃ2~ñ?
which continent is Iran in?..

31 Ss. [speaking] .. éZ¨~

32 Ss. [chorus] ms in Asia..

33 Ms. S. [speaking] o.k move to chapter second..

[all reads chapter two silently]

34 Ms. S. [speaking] done.. everyone..!

35 Ss. [chorus] yes miss..

36 Ms. S. [speaking] o.k. now close your books .. ok.. yes

37 Sehrish.. give me the summary of chapter

38 number two but in English..

39 S. [reading from the note book] "it is monday... Liza is at Heathrow airport

40 at London.. a.. young woman waiting for Liza

41 named Daina.. she took Liza to the hotel"

42 Ms. S. [speaking] o.k .. fine.. yes Daniyal Ahmed..

43 summary of this chapter..

44 S. [reading from the note book] " it is Monday.. Liza is at Heathrow airport

45 Heathrow airport London.. a young woman
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46 [fumbles while pronouncing English

names]

waiting for Liza named Diana hello Liza.. i am"

47 Ms. S. [speaking] Z*7g^¹Vñ Heathrow .. ™DðñeZ^v71s summary H1Ñåā

did not i tell you that while summarising we do not write  dialogues..

Ms. S. [speaking] where is Heathrow airport?

48 Ss. [chorus] ßy~

in London

49 Ms. S. [speaking] .. ™ZcÆZ*7ĝ»**xHñ?
what is the names of Karachi airport?..

50 Ss. [chorus] »bR,ì

Jinnah terminal

51 Ms. S. [speaking] Zzgîßv¹VgT .. Zzg™Zc»Zk~{mñ .. W\ÃØñā}g}o~PZÚDZ],7g^³

..³

you know that in our country these are a few international airports.. and there

is one in Karachi...  and where do we live..

52 Ss. [chorus] U~

in Malir

53 Ms. S. [speaking] ..ñ Â}g}0*kZq-̧ô»£xñ�ā}gZZ],7g^
so we have a picnic resort which is our airport..

54 Ms. S. [speaking] ¹VS? shopping malls W\Æ0*kÓx

where are all the shopping malls?..

55 Ss. [chorus] .. ¹Šzg

very far..

56 Ms. S. [speaking] .. HðCñ? superlative degree ØĝÅ "short".. �Û†742.ç FGF
H~Zq-zgeå

 there was a word in chapter one "short"..what  is thesuperlative degree of  

"short?"

57 Ss. [chorus] ?.. éH

 ms what?..

58 Ms. S. [speaking] what is the superlative degree of "short"?..

[all silent]

59 Ss. [chorus] ms small

no ms shortest

60 Ms. S. [speaking] superlative....  ÂØñ you know comparative HðCñ superlative...good...

good..you know comparative. superlative  is the quality of anything whether it

is good or bad..
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61 Ms. S. [speaking] what is superlative degree..

62 Ms. S. [speaking] ËÌqÅZYððc*',Zð
the good or bad of anything

63 Ms. S. [speaking in English and

translating in Urdu]

and now... would any one tell me  the names of ten cities of Pakistan.. start..

Æname ZYZ[ .. ÃðÌ=0*ÎyÆÃð 10 cities CñÇ .. ÑzqðYN ..

64 Ms. S. [speaking] .. 9}ðYN stand up..

65 [students take turn and tell the names

of the cities]

Karachi.. Lahore.. Hyderabad...Sukkar.. Multan

66 Ms. S. [speaking] ̀9**ÒÃHðŠHñXX
67 what has happened to the general knowledge

68 Ms. S. [speaking] .. 7,³  ZYZ[Z†742.ç FGF
H

now move on to the next chapter..

69 [she picks a  piece of chalk and write a

phrase on the board] 

ƒ{ñÙÐ7,³XX

"a young man"

everyone reads silently 

70 Ms. S. [speaking] "a young man" Zk¿»ƒŠHðÇ
what is the opposite  of this phrase "a young man"

[pupils raise their hand in excitement]

71 Ss. [chorus] ms a old man

72 Ss. [chorus] no.. no.. an old man

73 Ms. S. [speaking] good.. what is the time

74 Ss. [chorus] 12:30

75 Ms. S. [speaking] .. 7,³ 3 ZYá742.ç FGF
H

76 now lets read chapter three..

[pupils read silently]

77 Ms. S. [speaking] o. k summary of chapter 3..

78 S. [reading from the note book] "Liza and Diana are now looking out

79 of the window.. Liza is taking a lot of 

80 pictures of Hyde park"

81 Ms. S. [speaking] o.k fine.. and now you.. chapter 

82 number three summary

83 S. [reading from the note book]  "Liza and Diana are ... is in hotel..

84 he was looking throughout window..

85 out of window in Liza room.. Diana 

86 was say.. he was
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87 Ms. S. [speaking] Diana is he..

88 Ss. [chorus] Diana is she

89 Ms. S. [speaking]  she

90 Ss. [chorus] she.. this is a Hyde park..

91 [pointing at another student] o.k fine.. now you 

92 S. [reading from the note book] "Liza and Diana in the Liza room.. they 

saw at the window.. they saw at a 

Hyde park.. this is a wonderful  view..

photography is Liza's hobby"

93 Ms. S. [speaking] o.k.. sit down (...) pack up your bags..

94 Šzq,  Zk742.ç FGF
H~ .. ZYZq-!*]Zîñ

one thing is important.. in this chapter there are two

95 Ms. S. [speaking] .. Hñ Hyde parkā  ÀW\ßv=CNÐ (xxx ) Zzg Hyde park Zq- .. Zî÷

k»**xtYVg3ŠHñ .. ¹Vñ
 important things.. one is Hyde park and (xxx) tomorrow  you are going to tell

me what Hyde park is.. where is it .. why is it called Hyde park..

Extract 4: A grade 11 lesson on Oral Communication Ms Fatima (SA, 20-7-2011)

1. Ms F: hello.. we are going to do some

2. public speaking exercise today.. not in

3. a Pakistani English.. ((she picks up the chalk

4. and writes)) my high school life.. ok

5. .. if you want to improve your English..

6. you should watch BBC and CNN a

7. friend of mine had an amazing accent..

8. i asked her how she picked up.. she

9. said watch CNN.. o.k.. now who

10. will speak..

11. S: i used to be.. i used to enjoy my

12. school life.. i used to be the most naughtiest

13. person in my class

14. Ms F: would you please pay attention to 

15. your pronunciation.. and speak full sentences

16. S: in my school I used to be the naughtiest
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17. person in my class.. also… we had a 

18. group of four.. what we used to do is

19. .. ah.. our school used to start at eight..

20. i used to go by bus.. reach my friend

21. place at ten to eight and he used to live

22. almost beside school

23. we had chai wala hotel and we four used have to chai paratha

24.   .. our school time.. used to vary

25. from 8.30 to 9.00 .. we were the black listed

26. students.. and i was the one who never

27. used to study.. i was the one who never

28. studied.. no private lessons.. and i got the best grades

29. Ms F: wow..

30. Ms F: who is going to speak now.. anybody

31. else

32. S: we had a very good experience.. we were not

33. friends but then become close.. seven or

34. eight of us.. we are now friends.. we 

35. are like group and our group name is (xxx)

36. at first we were not that much close.. you

37. know.. we start loving each other and then

38. we had lots of fun.. we studied together..

39. lots of outing and then we used to organize

40. events likes farewell.. it is fun to be a

41. part of high school (…)

Extract 5: Debriefing session with Ms. Fatima Gul at (SA,20-7-2011 )

1. R: during the history lesson i saw that

2. you were very particular about the right

3. pronunciation of the words

4. Ms FG: i am an English teacher also (( 

5. laughs)) but we do it as practice whether

6. we are English teachers or not.. we have

7. got to (xxx) all areas.. we keep an eye on
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8. their writing as well..

9. R: that is fine but i would like to

10. understand the reasons for giving so

11. much importance for pronouncing English

12. words correctly and you also showed them

13. conventional Pakistani pronunciation of the

14. words.. do you think it is very important

15. Ms FG: alright.. pronunciation is important

16. because you have got to teach the children.. then

17. this is a language and there is a beauty

18. in it..

19. R: hm.. hm

20. Ms FG: If you are speaking it properly.. if you

21. are not[speaking it properly] it does not flow

22. out in that beautiful way.. so ((seem to

23. get a reason to justify)) and it is my

24. job as a teacher to tell them that this

25. word is pronounced this way

26. R: yeah.. yeah..

27. Ms FG: and generally how Pakistani people

28. correcting English of other.. children do

29. sometimes also.. you know there is a lot of

30. bullying done on it also

31. R: hm.. hm..

32. Ms FG: because if you do not know how to

33. pronounce words correctly.. children make

34. fun of those students.. so generally

35. R: so there is a social element attached

36. to how one pronounces English words..

37. Ms FG: ((with great emphasis)) of course there 

38. is.. for example our actress Meera.. everybody

39. makes fun of her [because of her Pakistani way

40. of pronouncing English words]

41. R:  am sure you know very well that

42. English pronunciation varies from region to
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43. region .. country to country.. so which

44. standard do you follow and ask your

45. pupils to follow

46. Ms FG: ((without any hesitation)) the

47. British system..

48. R: you mean British standard pronunciation

49. Ms FG: yes..

50. R: some people say that based on people

51. pronunciation one could tell a lot

52. about them

53. Ms FG: yes.. my students value me a lot

54. and they get influenced by me and one

55. reason is that when i speak I speak

56. correctly [pronouncing English words]

Extract 6:Interview with  Yusra, a grade 8 teacher of Geography (SA, 21-7-2011)

1. R: (…) how would you describe the language

2. policy of your school

3. Ms Y: they want all the students to speak

4. in English because it is an English - medium

5. school and you know English is an international

6. language.. so we want kids to speak in English..

7. R: how do you socialize them into school

8. language environment because children come

9. from diverse linguistic backgrounds

10. Ms Y: yes.. you know the parents.. there are

11. different.. different kinds of languages spoken

12. at home.. but kids these days.. the media..

13. the books..  i think they are well aware of how

14. to speak English.. and in our branch we

15. have grade 8 and 9s.. we have girls who

16. are actually grown up..

17. R: hm.. hm

18. Ms Y: we do not have to make them learn English
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19. R: do you speak any other language in

20. school..

21. Ms Y: yeah. Not really.. but at times.. when

22. teaching..i might speak a few words in

23. Urdu..

24. R: a few words.. in a lesson of say

25. …

26. Ms Y: forty minutes.. we mostly remain

27. English only

28. R: are the parents happy with this 

29. policy of school

30. Ms Y: yes, they are very happy.. this is the

31. reason.. they are sending their children

32. to us because what lacks in them (parents) they do not want their children to be

33. lacking in it..

34. R: that is the main reason..

35. Ms Y: yeah, that is the main reason..

36. R: thanks very much for your time
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5.2: Pupils Categorization by their Teachers

Extract 7: Parent teacher meeting of a pupil of grade I at (SB, 29-9-2011)

CT= Class teacher, GKT= General Knowledge teacher, UT= Urdu teacher, IT= Islamiat teacher, F=Father

1 CT ÆnWñ÷ progress ÷ZzgZkÅ father t‘yÆ

 this is Muskan's father and he is here to discuss his child's progress..

2 CT you are general knowledge teacher.. you

are Urdu teacher.. you are Islamiat

teacher and i am the class teacher

3 CT [talks to father] z{¹ic*Š{{ñl .. Æ!*g}~¼IeSƒV attitude ~‘yÆ ..÷ Father W\‘yÆ   

.. z{ËÐ!*]7™C .. gS÷

you are Muskan's father.. i would like to say something about Muskan's

attitude first.. she remain quiet most of the time .. she does not talk to anyone..

4 F 9ì
that is right

5 GKT t™  FŠi .. 1r7ì ..ìquiet tā`¹  Åìz{ problem face ‘yÆ‚B�~ä
W@*āÃ̀™~Wg;ā7  ~7

the problem i face with her is that she is very quiet .. she does not speak..at

times i do not understand whether she is getting me or not

6 F Y þ

yes

7 GKT .. gN*ƒZ�Z[Â‹ŠîìX1¯k~W7™0*C

she gives  the rote learnt answers but she is unable to participate in  classroom

discussion..

8 F .. ÂW\ßÍVÆpsÐz{ZjwWY@*ì  z{ .. é¬t9å1Z[Zk»Øt»ƒg;ì
miss she was fine earlier but now her interest is fading .. it is because of

teachers' fear that she comes to school..

9 UT .. ZgŠz~Ç÷1�Z[LŠî÷ZzgL7

she is ok in Urdu but she sometimes responds and sometime does not..

10 GKT .. gCW\¯k~WÐ
&4-£4è
EG‚HG1z{7ß  ~Zj9ƒV .. `¯k~ÕPì

she tries to hide at the back of others.. i keep telling her to sit in front but she

does not

11 CT ZOŠÅ¶
lack of confidence

F ëßvÃÒ™,Ð ..Y

yes.. we will try
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12 IT .. ¯ä~ÂƒCì shapes Zsx]~Ç÷1

 she is fine in Islamiat.. but she has some problem with drawing shapes..

Extract 8: Post Parent teacher meeting with teachers at (SB 29-9-2011) 

CT=class teacher, GKT=General Knowledge teacher, UT=Urdu teacher, IT= Islamiat teacher, 

1 R ‘yXXi!*yÆZ±gÐ¾§bÆ{0+ZyÐWCì?

from what language background  does Muskan come ?

2 CT ZkZjw~ic*Š{ ..ìLanguage problem ZyßÍVāt„ .. tßvy~�c1s÷ .. �c

.. ZyßÍV~½ic*Š{7ƒC .. ¯kÆaWD÷ lower middleF,

Balochi.. they speak Balochi at  home  this is their language problem.. most of

the children in this school come from lower middle class.. they are not

educated..

3 GKT Z[Z0+Zi{ÎNāZyÆy»H ..ìgate keeper z{ŒV6, .. Z[W\‘yÆzZ−ÅVwáB

.. tÂZgŠz9Ð71wMh .. âjwƒÇ

let's take an example of Muskan's father..he is a gate keeper here.. now you

can..very well imagine the language environment at home.. they even can not

speak Urdu  properly..

4 R .. ic*Š{F, .. çÙîg6,¹$zgƒD÷

they are financially challenged  

5 GKT  most of them..

6 R hm hm

7 GKT .. gT÷âV!*\�c~”VÐW™D÷©āÔ~Ì .. Zk´º~ic*Š{F,�c

in this area.. most of the families are Balochi.. parents speak in

Balochi..children also talk in Balochi even in meetings

8 UT .. ëZyßÍVÃŒD÷āW\ßv”VÐZgŠz~1Ñ™,

we ask parents to speak in Urdu with their children..

9 GKT Zy»ZÝXtìātßvZgŠz7B  

the main problem with these people is that they find it difficult to understand

Urdu

10 R .. ZyÅi0+Ï?ZkÆHZW,Z]ƒD÷

what are the consequences of not knowing Urdu and English on their lives..
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11 CT ƒD÷�āZd½Å§sYN rare cases

 few of them end up getting higher education

12 IT .. ~;}0ÆYD÷  c*ŠÐz){ .. ic*Š{F,ZKŠ»3Ås÷

most of them open up their shops.. or they go to Dubai as fishermen..

13 UT .. ¢k5ë
EIEYc*Çge)~ic*Š{F,™D÷

most of them either become  fishermen or gardners..

14 GKT  ìÑā .. Zôm,~~YV77,JD  Zzgc™äÑāëßv”VÃZgŠz  Zq-�`aÆzZ−Wñ

.." ~ZgŠzÃ7,Jc*™, English ÂW\ßv ..ìEnglish medium W\ßvë,ā "

a father of a Baloch child come to me one day and demanded that Urdu

language be taught in English as our school is English medium.."why do not

you teach in English.. because you claim that you  are English medium

school".. he said

15 GKT Wy~=I7,ZāW\»ñ/$è™ZgŠz~97ì .. ~ä¹āZ(e7ì

i told him that it was not possible..enough was enough i had to point out his

masculine and  femanine errors in Urdu

Extract 9: Parent teacher meeting of a pupil of grade 2 at (SB, Ms. Amna, 29-11-2011)

T= Teacher, M= Mother

1

2

3

4

T 'ðhZ‚¯k~K .. Wðì  Improvement »° .. ƒðì better¹Progress ‘Ô.çGEZÅ

Z¤/‘Ô.çGEZ .. ƒYC÷ nervous ÆŠgxy¼7bgƒVÂ‘Ô.çGEZ¯gZ presentation ~Z(ƒ@*ìāZ#

.. 7™0*NÂtgzä@÷ understand Z¤/.. "Aliza stand up give me answer"Ð7g

.. ƒYCì ..shy 7ì cross questionÃð

Aliza progress is getting better.. there is a lot of improvement.. the only

thing is that when i am presenting in the class and ask her she gets

nervous.. if i ask Aliza that "Aliza stand up give me answer".. if she does not

understand she begins to cry..she does not cross question.. she is very shy.. 

M : [remains silent throughout]
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Extract 10: Defriefing session  with Ms. Amna after parent teacher meeting (SB, 29-9-2011)

1 R ™~7  c*Z,aƒD÷Î  H‘Ô.çGEZ»Ãð{mXì ..‰ W\‘Ô.çGEZÆ!*g}~W™g„
W@*

you were talking to Aliza's mother about her classroom behavior.. is she a

particular case or you often have such students who do not understand you..

2 T .. Å§bƒD÷ Aliza Fa

there are often such children..

3 R .. ZmÃð{mzz
any particular reason for that..

4 T .. ÅzzÐ¹Ð)bƒD÷  ´º .. Š¶øg}0*kZk§bÆaWD÷
look we have such kind of children coming.. we have problems due to our

location..

5 R ¾§bÆ)bƒD÷
what sort of problem..

6 T ì˜V area 97ƒCXtZ(  Ì!*Ç pronunciation t�¼aøg}0*kZ,÷XÅZgŠz
�cWgìƒD÷X�SÌ .. ¹ic*Š{7,ñ‘7ƒD

it is not a very educated locality.. we have children coming whose Urdu

pronunciation is not even correct.. you know Balochi children come  in.. even

Sindhi..

7 R ™C÷ deal M\¾§bÐZy)bÐ

how do you tackle with these challenges..

8 T ZgŠz~è™Zzgñ/$Å¹™VƒC .. ëzZ−+Ã!545ë GHE
Y

~CD÷āaZk§bÅ™V™D÷
ëtÌ1s÷āy»âjwÌpsƒ**e’XXÜs¯kÆâjwÐÂ�Ût77,}Ç ..÷

we tell parents in these meetings about pupils' error.. they often make

masculine feminine mistakes.. we also tell them that there should be changes

in home language environment.. only classroom language practices  are not

enough

9 R ZgŠzƒãe’XX£g~ZgŠz»ZEwƒ** .. i!*yÆZ±gÐ .. y~W\¾§bÅp~eS÷
.. âV!*\¾i!*yÃZÌŠï÷  e’
what changes in the home language environment do you suggest.. it should be

Urdu.. standard Urdu should be practised which language do parents give

preference..

10 T .. Z‹

English..
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Extract 11: Address by the Head Mistress to primary students on the occasion of independence day celebration at (SB,14-8-2011)

1. Hom: asalamalikum and good morning to

2. all of you.. and happy independence day..

3. to all of you.. students this is the day

4. when we celebrate.. the day of independence 

5. .. for our country.. and what does that

6. mean to us.. that we all have to think..

7. realize and reflect upon.. you as students

8. have greater responsibility to see Pakistan

9. .. flourishing day by day.. and how will

10. that… realize.. that is your 

11. hard work.. with your endeavors and 

12. with your good studies.. i would not 

13. take much of your time but on this day

14. .. i would like you to just think for a 

15. minute.. just think for a minute..

16. what can we do for Pakistan as students

17. .. what does Pakistan need from you..

18. what does Pakistan need from us.. it

19. only needs our sincerity.. our honesty

20. and our loyalty to the country.. and 

21. i think this is the age where you can

22. learn all these values which you should

23. inculcate in your lives..so with these

24. good habits and with your hardwork..

25. i believe that we celebrate many

26. such occasions where we really proud

27. .. where we feel ourselves proud whenever

28. we see our flag hoisting.. this flag should

29. keep on hoisting because this is our 

30. identity.. this flag is here.. we are here..

31. the flag is high.. we are high.. so i

32. would just request all of you.. work

33. hard.. work for Pakistan and as

34. Pakistan goes ahead.. you would also
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35. achieve lots and lots of success in 

36. your life with Pakistan.. thank you 

37. very much.. long live Pakistan.

38. Ss: ((claps))

Extract 12: Morning Assembly at (SA,18-7-2011)

ST=Sports Teachers, HT=Head Teacher, S1-S7=Pupils participating in presentation

1. ((pupils and teacher gather in the 

2. verandah of the building. Pupils stand

3. in rows facing a platform on which

4. their sport teacher dressed in pants shirt with

5. a tie holds a microphone))

6. ST: ((speaking on a microphone)) (xxx)

7. attention.. stand at ease.. attention..

8. stand at ease.. now complete silence..

9. at ease ((pupils respond to the instructions

10. by changing their standing posture))..

11. hand by the side.. ready for the

12. national anthem

13. Ss: ((sing national anthem accompanying

14. the recorded musical played from

15. the stage))

16. St: good morning boys and girls

17. Ss: good morning sir

18. HT: ((walks to the platform and takes the

19. micro phone)).. um.. it is very important

20. that you ignored the last few days (xxx) out

21. here were packets of French fries.. and

22. i can not imagine why any body would

23. eat and leave it in the ground.. next

24. time I walk out i am going to (xxx) o.k..

25. also we are off for Eid ((religious festival))

26. whole week ((ss applause)) very excited

27. you all have a great Eid.. ah.. have fun..
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28. alright have a wonderful holidays

29. ST: please sit down.. we have a presentation

30. Ss: ((sit and watch the presentation))

31. ((two pupils carry a model of a house

32. and stand by the platform and presenting

33. students stand near the stage))

34. S1: good morning teachers and fellow

35. students.. today is our presentation about 

36. ownership ((very confident while

37. addressing the gathering)) look at this

38. paper house and guess who this house

39. belongs to.. let see who can guess!

40. S2: (( a student from the group of presenters

41. gets onto the stage and takes the microphone))

42. one sunny morning not very long ago..

43. a lady went for a walk.. as she strolled

44. along the cool morning air she suddenly

45. stopped.. in front of her was a very

46. beautiful house.. she stood by the

47. house and suddenly a man stopped and

48. said (( gets on to the stage))

49. S3: good morning.. i can see you like

50. this house

51. S4: yes.. very much.. beautiful!

52. S3: i am glad you do because the 

53. house in mine..

54. ((S5 takes the microphone))

55. S5: i can see you are having a good

56. look at this house..i can see you are

57. interested in it

58. S4: yes.. i am

59. S5: pleased! Because it is mine.. ((S6 onto 

60 the stage with microphone))

61 S6: the lady was bewildered because

62 two people said that the house was 
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63 theirs.. (( S7 onto the stage))

64 S7: hello.. are you renting the

65 house

66 S4: yes i am very much.. i is beautiful

67 S7: i am glad you are because it is

67 mine

69 S4: ((addressing S3,S4,S5 and S7)) excuse

70 me.. are you all relatives .. you all say

71 the house in yours..

72 S3: the house is mine because i am the

74 builder ((gives the microphone to

74 S4))

75 S4: the house in mine because i bought

76 it .. i am the owner

77 S5" the house is mine because i live

78 in it.. i am the tenant

79 S6: now the lady understood that the

80 builder.. the owner.. the tenant

81 were all speaking the truth.. all of

82 them owned the house but in different

83 ways.. ownership is not only about

84 things that we buy and possess.. we

85 share ownership with many people..

86 S2: the house for teachers and students

87 is our school.. we all own it but in

88 different ways (xxx)

89 S6: if we share our school.. then we

90 should keep our classes clean and

91 make it a happy place by saying no

92 to any form of behavior.. violence 

93 and negativity

94 S2: ladies and gentlemen i ask you once again

95 whose is the house

96 Ss: everyone

97 H.T: that was absolutely superb class 6..
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98 you know what .. nothing can be more

99 connected to what i said this morning..

100 the school is our responsibility.. we have

101 to keep it clean .. right! .. right!.. right!

102 Ss: yes!

103 S.T: kindly walk to your classes quietly

Extract 13: A grade 6  English lesson on the novel  "Chocolate Factory", novel (SB,  Ms Shaista, 29-7-2011)

1 Ms S .. t¦/g~IV .. á™WØ .. ?g¿ƒðñ table ÷~ book ¢yt standup.. qg_ o.k

o.k Haris stand up.. Usman that book is lying on my table.. bring it ..how

were your summer holidays..

2 Ss é¹Zh¦/g,
ms very nice 

3 Ms S .. !*g~CØ .. !*g~ .. W\ßv¹V¹V‰¸
where did you go..and please take turn and tell everyone..

S [children wanted to take turn and tell

the class about their vacations in Urdu]

4 Ms S .. ™ZcÐ!*CÙÃyŠHå
 anyone went out of Karachi..

5 S .. é¬‰¸
ms we went earlier..

6 Ms S Zzgšwt  ¢yÅi6z{„(,~ðð³ . āé»x¹Šî³  tqg_»gz**XÔ‚wÐñ

ZgŠzÅÂ[¼”VÆ0*k¶Zzg .. ™Š~ñ payment ZYƒäÂ1VÅ .. ¯c*ðZì styleH
.. 7ñ list 1÷}0*k .. ÷}0*kZgŠzÅg¿ððñ .. ¼”VÆ0*k7¶
Haris has been complaining since last year that the teacher gives lot of

homework..Usman you still have your long locks..and Bilal what hair style is

it..has everyone paid for the books..some kids have got the books of Urdu and

some do not .. i have got the books of Urdu..but i do not have the list..

7 Ms S c* **zw7,|1ñ  JBZVN .. Ä”Vä**zw7yh+Z .. ™1 .. Šc*å  éî!))6,±((ä¼»x
.. Üsyh+1ñ

 ms Tuba ((coordinator)) has given you some task.. have you done that..how

many of you have not bought the  novel.. raise your hand have you read the

novel  or have only bought it..

8 Ss .. é7,Jñ
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 ms we have read..

9 Ms S [pointing the boy to stand up] ñ ZÅW\CNH7,J
Aslam you tell  how much have you read..

10 Ss .. 742.ç FGF
H7,|n³ 20 :)<ÍZDðñ((éîä

(( nervously)) ms i have read twenty chapters..

11 Ms S: .. âðey .. âðzZ̀  zz^™54èGFEI-  .. stand up g�

Rabia stand up.. what happen to you my  wife.. ah.. my child..

S [student stands up silently]

12 Ms S:  W\‰aZ( (xxx) ¾»Šw7eL .. ÐÏ   =7Øåā÷~¯kW^,~W™¥}™ä

1wg„  Ô‚wÐ~» .. ~Â¶  ¼c*Š™ä .. HXå .. =¹ic*Š{',ZÎ .. ™,Ð

ñZi:7™gS  ~vgZ'+£é
G

g~Šzu~“VÐ .. ƒV
i do not know why my class has started giving excuses.. no one wishes to do

any thing.. a child like you  behaves like that.. what  is the problem..do you

find anything..difficult in memorising.. since last year i have been asking

you.. i am not comparing you with your sisters 

13 Ms S: .. ZYÂ[ÃŠB

 lets have a look at the book..

S [students begins to read the book ]

14 S .. éZhÐ
.it is nice.

15 Ms S [pointing at the title cover] .. ¾ÃIñ�W”* .. ÃyÐW”*Æg8-Åñ .. W”*Å§bñ**

 is it not like the colour of an ice-cream..  which ice-cream colour is it..does

anyone like Pista ice-cream

Ss (xxx)
16 Ss .. éc*Š7ñ .. Wy~ŠiW\äe<“3ð¶  éÃÃ.$ .. éz8

ms Vanilla.. ms Coconut when did you eat the Chocolate last time..: do not

remember..

17 Ms S:  ok.. now open your book

S [students open  the book and read

silently]

18 Ms S: ok.. tell me the time.. is it twelve o clock

S [students opens the book and read

silently]

19 Ss .. é!*gZ#‰³

ms it is twelve already..
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20 Ms S  remaning work will be done tomorrow..

 ¹gN*‚ .. 742.ç FGF
Hzy-.$zy%æFH−Ñzq™Š,  W`ÆŠyW\»H»xñāW\ßv .. À!*¹»xƒÇ

..ñ self readingā  Zk»»ÈØñ  .. ZkÃ7,|k meaningful 1¹ ..ñ

today you have to read chapter one unit one..it is a very small chapter .. but it

is very  meaningful.. read it.. you know the meaning of self reading..

21 Ss: .. é7¥x
 we do not know..

22 Ms Ss no discussion

S [reads silently]

23 Ms S have you done.. how many students

are left.. ok.. now.. you have three minutes 

are left..to dito discuss it..discuss it..  

24 Ms S .. ÃðÎZwÃð7Zz .. ™, discuss W\ßvegegÆ¤/z\~ .. ëäZÌ¤/z\7¯ñ³

ÃðqÂñÂW:
we have not made the groups yet.. sit in a group of four and discuss it..any

question.. any point or any difficult

[pupils read out the text in groups]

Extract 14: A Kinder Garten Lesson on Animals,  (SB, Ms Faiza, 10-8-2011)

1 Ms F ok.. now we are doing animals : 

[shows pictures of animals]

what is this..^

2 S cows.. goat..

3 Ms F very good.. they are animals.. they

are living things

4 Ms F C8-HðD³ ^..

5 Ms F [translating, English] * what are living things..^

6 [asking students  to watch poster

silently]

7 Ms F the ones that breathe.. they drink  water..

8 Ms F [translating, urdu] ZzgQz{(,}ðYD³X .. �0*ãÃW³ .. �‚÷fe³
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Ms F 6āZväZk plant Ã¯c*ñ .. Zk~ water Šï³XXZk~ soil ð@*ñ .. tZy» food ð@*

ñ.. QW\ daily 0*ãŠï³QtW×W× grow ð@*ñ .. Zk~HWYD³ fruits..^

9 Ms F [translating, English] the way Allah has made this plant..we water it.. it has got soil in it..it is its

food.. then we water it everyday .. then it grows slowly.. what grows on it..

fruits^

10 Ss [chorus] fruits

11 Ms F from where come mangoes..^

12 Ms F [translating, urdu] ^.. ‘¹VÐW@*ñ :

13 Ss [chorus] from trees

14 Ss [speaking in urdu] ÐW@*ñX tree

15 Ms F both trees and animals are living things..

16 Ms F [translating, urdu] ..Ìanimals Zzg  ÌC8-ðD³ trees

17 Ms F what are we.. we need food..look our body moves ((waves her hand))

18 Ms F [translating, urdu] }gZŸÛñ))ZL;BÃy™Š¬Dðñ(( .. ŠB we need food.. ZzgîH³

19 Ms F .. ðD³ living thingÌanimal Zk„§bÐ .. îßvÌ(,}ðD³

we also grow .. in the same way animals are also living things..Allah has

made many animals.. one is jungle animals..

20 Ms F ~Ãy jungle animals Ôjungle animals Zq-ðDÔ .. ¯ñ³ animal Zv¬\ä¹‚g}
^.. ÃyÐðD÷
Allah has made many animals.. they are all jungle animals what are jungle

animals..^

21 Ss: è..è.. ;¶ .. iQZ ..

tiger.. lion.. elephant.. zebra..

22 Ms F ^ Z,ðD÷�}g} animals¼

there are animals that 

23 Ss ‚BgT³ ..

live with  us^

24 Ms F ^.. ƒÃyÐYâg³  ))YâgzVÆeĝÅ§sZ÷ág{™Dðñ((t
((pionting to  the chart)) what are these animals..^

25 S dog.. cat..

27 Ms F where is sheep..

28 S sheep.. sheep^ sheep.. sheep^:

you know Allah has  given him such body that ..

29 Ms F [translating in urdu] uŠ-VÆ .. ¯ñYD³ sweater ZkÐ**Q .. ¯ðñ body :W\ÃØñZvxVäZmZ+

^ ë³ pet animals Jg}‚BgT³ZyÃ animals�.. ¯ñYD³ blanketsn
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you know Allah has given him such body that we can make blankets.. which..

animals that lives with us we call them pet animals^

30 S pet animals

[get up from their seats to greet

another teacher who comes into the

class]

good  morning teacher

31 T good morning.. sit down please..

32 Ss thank you teacher

33 Ms F ZzgZL ..Ã brother ZL ..Ã mummyH pet animalā  W`W\ßvZLZKCNÐ

.. ÃðD³ father Ã sister

today you are going to tell your father and mother.. to your brother..and to

your sister what  pet animals are..

Extract 15: Debriefing session with Ms Faiza, a Kinder Garten teacher at (SB, 10-8-2011)

1 Ms F .. 1W\ä=!*zg7™Zc* .. ~ä¹™VÅ³

 i made a lot of mistakes.. but you did not point it out..

2 R ÷ZìwñW\äÃðt7Å
i think you have not made any   mistakes

3 Ms F .. È»p[Z0+Zi{ñ .. :7u=ZL
no sir.. i am well aware of   my English pronounciation..

4 R W\¾§bZj .. W\ÃÂ7ðC .. Zi!*31%zZá¸ ... W\Å¯k~a

™C³ handle

children in your class come from..diverse linguistic backgrounds.. do not you

find it difficult.. how do you handle the demands of a multilingual class

5 Ms F  Zk§bÐ .. ßvCD³ādWZk§bÐ²<4/õ XG
J  pŠ„î .. uªZyÃîZk„§bÐCD³

.. ªCÙñ¼a�aðD³ .. 1%ic*Š{ZYð@*ñ

sir we tell them.. we ourselves tell them ..that children this is a better way of 

saying things.. obviously we have Baloch children as well..

6 Mr R :YY
hm.. hm..

7 Ms F Zôm,~  1îZyÃ�Z[ .. ³ÂîZyÃgzÈ7³  Z#aZK´‡ði!*3c*yÅi!*y~1s
.. SÂZq-:Zq-Šy™YD³ ... îZyÅ!*ÂV»�Z!*Ki!*y~!*g!*gŠï³ ... c*ZgŠz~„Šï
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the home language we do not stop when they speak regional languages or

Urdu.. we reply in our them..but we respond to them in either English or

 and we keep doing it till the time they understand..language

8 Ms F (xxx) Z#¹ic*Š{ .. LLgzuÌŠï³

at times we stop them speaking in their languages..

9 R .. ™$Ë¶  W\z;VtZgŠzÆZÖpÌZEw .. „ÆZÖp!*g!*gŠzCÙZñ  $~W\äF(Zôm,~
.. ZkÅÃð{mzz¶
during the lesson you deliberately used English words time and again.. you

could have used words of Urdu as well in place of them.. was there any

particular reason for it..

10 Ms F .. ZzgâV!*\Z7‹Ic¬³  utZ‹z*Zjwñ

sir this is an English medium school and parents send them to us because we

teach them English..

11 R YY

hm.. hm

12 Ms F Zq- .... ',q-ÆŠgxy .. ‰Zz‡]Â»zZ−+ÃÌG7,@*ñaZÒ¯k~\!Zzg>â‡å
äâV!*\Ã  Qî .. I75 spoon and bowl FŠi2äÆ ".. >Š}Šz .. \!Š}Šz "

 Ã1ÑāW`ÆŴ\  Q}g}™5åG
H›öäâV!*\ .. §b1ÑY@*ñ  1ÑtÂØ`āy~Zk

.. ßv\!Zzg>71BÐ

at times we have to teach parents.. a child would always say in Urdu "piala"

(bowl) give.. and chamcha..(spoon) during the break me piala and

chamcha"..(bowl and spoon)  despite teaching spoon and bowl.. then i called

the parents and discovered  that  they used  words piala and

chamcha"..(bowl and spoon) then our head mistress advised them to say

spoon and bowl at home instead of piala and chamcha..(bowl and spoon)

5.3: Relationship between Pupils Categorization and their Ethnicity and Class

Extract 16: Morning Assembly at (SC 15-5-2011)

ST= Sports teacher, IT= Islamiat teacher

1 IT [speaking , urdu in microphone] .. ŠgxV~Ã,gO .. úƒDYN .. !*izZq-Šzu}Æ+ñ6,gO .. Óx±ÆZKÑí',Z',™,  

.. ƒâg .. W‚y!*l .. ƒâg .. W‚y!*l .. !*'7 .. {ñÙÆ‚B9}ƒYN
boys.. stand in straight lines..put your hands on the.. shoulders of the boy in front

of you .keep a distance between yourselves.. no noise.. do not  talk among

yourselves.. stand at ease.. attention..stand at ease.. attention..
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2 IT Z( .. h÷á**ƒª#ÖÆŠy .. %ûÑZvÑZ!7,J™} 100 �¿ .. —gå»Zg÷áŠìā " pZvgÝg°
z{ .. QkŠyQkÆ’)ÕäzZÑ .. ZzgTŠytÄ7,ñ .. gZ]»e0+ƒ@*ì 146.. gz×n}zZÑZVNÐ

. „¿ƒYì

"in the name of allah the most merciful the most beneficent".. Prophet 

Muhammad peace be upon him has said.. any person who recites there is no

god but Allah 100 times a day.. by the grace of god on the day of

judgement..his face.. will be luminous like the full moon.. and the day he

recites this.. that day only that person will be better than him.. is the one who..

3 IT h.. %ûÑZv,·gÎw7,J™} 100 �¿ .. Za—glk~V»Zg÷áŠì .. �ZkÐÌic*Š{7,ñ

ZkÐ .. gZ]ÆŠyZzgTŠytÄ7,ñ 14 6ā .. ÷á**ƒª#ÖÆŠyQkÃZ(gz×n{zZÑQVNÐ

āÑZÈîWŠwÆn .. ¼ŠgzZc*]Ðt!*]U*"$ƒ@*ì .. �ZkÐÌic*Š{7,ñ .. Zaz{„¿ƒ@*ì

âjwƒZy»n{Š*~ * ÝÅÒ] .. Zzgn}ÆaÌâgìZzgtÂx@ìā�(ßv .. Ìâgì

.. âgZã0Y@*ì

recites this even more than he has.. our most holy prophet peace be upon him

ofsaid.. the person who recites.. 100 times there is no god but Allah and

Allah..by the grace of the Muhammad peace be upon him  Almighty on the day 

of judgement his face will shine like the full moon.. and the day he reads this..

no one will be superior to him for that day..except for him who has read this

even more than he has.. it is evident from many sources that..the recitation of

"there is no god but Allah" is beneficial for the soul..and it is beneficial for the 

face.. it is a valid observation that pious people who recite the kalima often* 

 they have a luminescent face..

4 IT ZzgZ#Ë» .. ÑZ!ZÑZv·c*Š™Zz .. 1ÜIÑ .. aÃÑzq~Z#z{!*]™} . —gå»Zg÷áŠìā

.." T¿»ZzwZzgWy~ÂDÙZg‚wJ-Š* .. A$ÌÑZvÅS™z .. %ä»z‰ÜWñ

Prophet Muhammad peace be upon said.. when a child begins to talk.. when he

learns to speak.. teach him to recite the kalima.. and on his death bed..remind

him again [to recite it]..person whose beginning and end is  [the kalima].. for 

a thousand years this world".. 

[Assembly sings national anthems]

5 ST Zģ .. Â¶Kyè³Ä¬Áy .. íg@÷áŠ!*Š .. ƒâg0*uui~÷áŠ!*Š .. W‚y!*l    ƒâg  .. W‚y!*l
÷áŠ!*Š .. ¸xoāXX0*Ò{@*È{!*Š .. ¸]Wp]úZx .. 0*uui}»Âx .. %œ/¢÷áŠ!*Š .. 0*Îy

.. ‚t}.ZñfzZrw .. YyZLw .. F,)yèâè÷áyqw .. 6,_*g{zh°ÚèF,¹z¾w .. 2wè%ZŠ
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stand at ease.. attention.. stand at ease.. attention..blessed be the sacred 

land..happy be bounteous realm.. symbol of high resolve..land of Pakistan.. blessed 

be thou citadel of faith.. the order of this sacred land..is the might of the

brotherhood of the people.. may the nation.. the country..and the state shine in 

glory everlasting.. blessed be the goal of our ambition.this flag of the cresent..and 

the star leads the way to progress and perfection.. interpreter of our past..

glory of our present.. inspiration for our future.. symbol of Almighty's

protection:..

6 ST Óx±ÆZL7½ð E
Y

V6,9}ƒYNZzḡkZ™g`™74fõ EŠgpZ„ÅYCāz{Óx”V»Ìð
™}Zzgøg}‚BZk»x~æŠ™} check

all boys keep standing in your places and persons in-charge of class persons 

please help in the  cleanliness inspection 

[the teachers enter the grounds for 

cleaning inspection]

7 IT g!*CÙd .. ÑîtÆ‚BHì .. tHìgC .. Ù̂ßZyßÍV»
search all of them.. what is this son.. lets see what else you have with the ball.. 

get out

8 [slapping him on the face] .. ‚ñ!*bZy»ZÌì .. ZÌì .. ZŠOWîZŠOWZŠO *

come here..here here..do you have any arms.. the cell phone is their armament 

[exasperated] 

9 IT ~ä¹òyßÍV~1^0*×» .. Hì1^0*× * .. ZÌìì * .. Hì * ^ ZÌì7  * 

.. ¸ð»yñz # »yñz .. ¢45é
EHEwŠÔ™–Š�@*4 .. gzZ`7ì

do you have any weapons^ * so he says..* he has weapons he does..*he talks of 

boot polish..i said the Pathans do not have a tradition of boot polish..play

cricket.. football.. and throw them away. [boot]. *take hold of your ears! 

brother I say take hold of your ears.. 

10 IT Zz}»yñzZßÆ])**gZnƒDƒñ((tg©»  * .. ZL»y}Z(:ƒāËZ*ŠÆ»y:ñ}
 ZzUZy?äµ¹ZzUZy?äµ¹ .. ±?ÆÂLc*ŠWñg÷á!*l  *.. Z•Zq-Zq-“zZæ
.. vgZ!*\Æ0*kŠH .. vgZZkŠy!*\ÃÌëä1Ñå .. nÐ?äëÃ¹ßHì .. ßHì

ZjÍà .. gzBŠc*ì 50,000 ]™zZkät71Ñāëä .. Zkä1ÑggZÌëH™}}.Zn
Ã .. Zq-WŠòÃZLa .. gzBŠc* 50,000 āëä .. c*ŠìZkŠyZq-a»!*\Wc*Zzg¹ .. %zZäÆn

.. 1ÑZŠOÂ7Wc*ZŠOWñÂÍàâgŠz .. Íà%zZäÆn

331



tell him to hold his ears may it not happen that he gets hold of a teachers ears..  

I say take hold of your ears.. you sons of owls.. ((speaking with great anger))

stick a rickshaw antenna i n each of them..*when they sit on the bench they will

remember..come on excellent *oh you wrestler.. you have been giving me a

tough time for long .. by god you have troubled me long.. that day i told your

father.. i went to your father..he said go away what am i to do by god..be

grateful  he did not say i have given 50 000 rupees..to have him killed..do you

remember the day a father came and said..i gave 5000 rupees.. to a man for

my child..to a man for my child.. to  have him killed.. he said has he come here

if he comes here shoot him..

ST:[blows on the whistle]

11 IT c*eZË1áÇŠzqzV» .. Zôm,WñÇëßÍVÃ1%Æn  * .. ŠZ-$ÂZq-ÆÌ™s7H™zV
egeg .. »y7ñD÷ .. Zzg:ŠZ-$™s™D÷  .. :�D0*×™D÷ .. ŒVÂgzZ`„7ì

.. ?ßÍVÃwZ¾nŠc*ì .. ZjwÄW4ì .. ?ßÍVÃØ7ì .. âg}ÇZ¤/»y7ñDƒ
not one of them will clean their teeth..*will the  English come here to tell you

people.. or will doctors..there are two traditions that have no practice here..

they never polish their shoes.. and they never clean their teeth..if you people

don't hold your ears.. i will thrash you four times each if you don't take hold of

your ears.. do you people not know.. what time school starts.. why have you

been punished 

12 S )<ÍZDƒñ(  Ìð»  :Ss

for cleanliness ((clearly anxious))

13 T .. ZL!*wŠdøg}!*wŠd
look at your self and look at me.. 

14 S uëÌð™g;ì

sir we do clean everyday sir

[pointing to his uniform]

15 T uWñÇ .. gZq-(9}ƒYz;BZz6,™z *.. Šd colour BzZá»  ¼ÂXìZeg8-ŠdZzg‚
.. W\eñ8Ð .. Q?ßÍVÃCñÇ

there must be a problem  look at the colour  of your uniform and look at his 

((pointing to the boy next to him))..*come on all of you stand in one place and

put your hands up..let sir come he will teach you.. would you like some tea.. 

((to the researcher))

16 R .. 7]t
no thank you..
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17 T zZ−+ÜsbŠ}Šï .. 7ì look after ZyÅÃð .. t�øg}aÍḡZjw~ƒD÷   

. y~Øg7™zZ*ŠÆ0*kYîØg™z .. Zzgë÷Yî ..÷
these children who come to government schools.. they have no one to look

after them.. the parents only give  them money.. and tell them to go.. do not

make noise in the house  go to the teacher and create a ruckus..

18 R hm hm 

hm hm.. 

19 T ~))Šzu}Z‚E+{ .. ÂZŠOëÆƒñÂ̧Zq-È{Wc* ..¶strike øg~ .. Zq-Ši(,ZŠNzZ§ƒZ
Ë .. āøg}a77,|gì÷ .. ËÃÃð„7 .. ƒŠH .. ™g;åāŠdZq-· discuss Ð((
.. ~ä¹÷á@ßÑÇ .. “»ƒÏ ..strike ZzgH45Âî XGc*gtW5 .. Zq-ŠyZq-È{Wc* .. ä7Y7
.. ëßÍVäZÐ‚B´c* .. “»ƒÏ . t„ZkÆZÖp¸ .. Š}ŠyQWŠH .. Šzu}Šyz{QWŠH
eñöð

once a very interesting thing happened.. we were on strike.. we were hanging

around here when a man came up to us.. . i ((turning to address the other

teachers present))  was telling my colleagues that a month.. has passed.. and no 

one is concerned.. that their children are not being educated..no one has come

to inquire.. then one day a man came.. and said when will this  strike.. finish.. I

said perhaps in a week.. the next day he showed up again.. he came again the

third day.. he repeated exactly what he had said.. when will it end.. so we got

acquainted with him.. we sat with him.. offered him tea..

20 T øg}0*kX . ÐÃðÂzZ−Wc* ..1200 ā]ì”V~ .. ‚¹VÃ~ä¹ .. ZzgZkÐ!*'Å

āW\ÃZâ„ .. ~äZkÐ¹ .. ‚gzVÆkH{ëäŠðñ .. Zh!*]ìÂZkÐðhZ‚m0ŠH

‚gZŠy . ‚g}ÍḡZjw~7,_÷ .. &AV÷Zzg4dW .. Hì÷}7a÷ .. YVì

ZkÅâV
&A¢.ç EGzi .. Qgì÷ .. x̃gì÷ .. HƒZìtqÂhz{qÂh .. âVÃZÚß .. yÆZ0+g÷

~ä¹ā~Â .. ÷~Yygh} .. āZjw“AÇ .. Zzgâ7Ð7g .. Ë§jÐYî .. 1rì

ZŠOt .. ÐÎîzÇî¼7ì education Hì .. Ð¹Îîì education āW+ .. ¹plå
.. 7icì
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and talked to him.. i said to my colleagues.. thanks be to the Lord that out of

the 1200 children here.. at least one father showed up.. he came to us what a

good thing this is.. we have washed ourselves of all sins..  i said to him..why

are you so concerned.. he says I have seven children.. three daughters and four

sons.. they are all in government schools.. all day long they are home..

breaking that.. idling annoying their mother.. like a whirlwind breaking this 

away.. wasting time.. their mother tells  me every day.. go somehow.. and ask 

the teacher.. when will school restart.. so I can have some peace..i said i was

very  happy ..that you cared so much about education.. he said.. i have no

concern with education.. this is how it is here..

Extract 17: Interview with Mr Ansari, (Principal of SC, 18-5-2011)

1 R ÃW\¾§b language policy ZkZjwÅ .. āW\TZjw~u',{÷ .. {Cb .. (¹]t ...)
. Òy™8

(…) thank you very much.. please tell me.. how would you  describe the 

language policy that as principal of your school.. of your school..

2 Mr A äministry of education 0*Îy~  Âøg}ŒV language policy Z(ìā # actually

ZgŠzz*÷ZzgZgŠzi!*y„ZEw .. Zjw~z{ mostly.. Zzg�øg}Zjw~ . ™Š~ determine

pz{¹ [English].. Z‹z*Ì÷  ~ÌÍḡÆZŠZg} institution øg} .. ƒCì

z;V ..ìEnglish medium˜V .. �ñy~&c*eg÷  ‰..÷limited ¹„ .. ðh}÷
.. zg:ZgŠz„ZEwƒCì (xxx) Z‹

actually # the point is that the language policy here in Pakistan is determined 

by the ministry of education.. which in our school.. mostly in all schools.. Urdu

is used as the medium of instruction  Urdu is the language used.. in our 

institutions also in government institutions there are a few english medium 

[schools].. but they are a few.. they are limited in numbers..just as in 

Balochistan there are three or four.. where there is English medium..there

English (xxx) or Urdu is only used..

3 R ?.. ÆƒD÷ background ŒVÆa¾

what is the background of the children who come here?..

4 Mr A �.. ÐWD÷ lower middle class ÐWD÷ lower class.. ¯kÆa÷ lower ¹„
.. ¹¾d$÷øg}u»g~ZjßV~½"5é GEMMtÌßg]qwì

the children are from  a lower class.. they are from the lower middle class they

are very poor the situation is same in our government schools.
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5 R .. YHi!*yƒCìic*Š{F,”VÅ
yes.. which is the first language for the majority of children..

6 Mr A .. a_y÷  70 to 80% ÂZk~ (xxx) _i!*y
: Pushto (xxx) in this school 70% to 80%  children speak Pushto..

7 R .. Zkâjw~e|÷ Urdu XÆ+Bû
Gz{ .. Âz{ÃyÐ§j÷

in that case what methods do you employ.. to help them adjust in this milieu.. 

8 Mr A Âz{ .. 7,JðYCì as a compulsory subject .. ZgŠzÂøg}ŒV«)®)Ð7,JðYCì

national ZgŠzz{Y…÷Yèz{7,_Wgì÷Yèøg}ŒV .. ƒD÷ familiar (,}
Z[Â .. ÂZk„Ãz{ZEw™D÷ .. Â”VÃZgŠzWCì .. gZ‚Åi!*yÌì .. ÌZgŠzì language

å] øgZ [ Yè ..] ™Šc*ìpZ[J-Zk»ZÌic*Š{ZW,7ƒZ compulsoryÐ1 Z‹ÃÌ¤/i+

..[ R,+7ì

Urdu is taught here right from class one.. it is taught as a compulsory subject..

so they are very familiar with it.. they know Urdu because they have been

studying it also because here the national language is Urdu.. it is also the

language of wider communication.. therefore children know Urdu..and they

use Urdu.. now they have also made English compulsory from grade one but

impact as yet this has not had a.. because our teachers are not [yet] trained [to 

teach English]..

9 R Qz6,Ð0™WC45é XGR\B÷āZk~p~Å language policy YZYutCñāW\ä¹ā
.. Ã÷áï™**ec teachers ¢zg]ìc*Zk~

yes.. sir you said that the language policy was made from above.. do you

think.. there should be some changes in it or that teachers should be inducted..

10 Mr A system āøgZ .. âè~ÔHZ[Ìt„ßg]qwì .. øg}ŒV‚gZ¼$+¬Ðâè~

ðhZ   ministry of education.. z{0Y@*ì .. �¼z;VÐ0Y@*ì  ìcentralized

.. CñYD÷ objective HY@*ì consult ZkÃ .. Z#z{0*Œ¯Cì .. ™Cì contact¹

z{ZkÅgzÝ .. �¼QyÆ0*k�¼êc*åÐW@*ì .. pê÷}ìw~ZkÅgzÝ~7ƒ@*
language ƒ'ā determine ‚g~q, .. Ât (( êƒ@* )) ~ê7ƒ@*YèZ¤/ZkÅgzÝ~

.. HYñ cover ÃZk~ area ¯ãecāCÙ area to area 0*Œ)ZOŠÆ‚B( .. HƒÏ policy

.. Znˆ[Ðøg~ŒVZq-„§bÅ½ì
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over here unfortunately every thing in the past.. why talk of the past even today

the situation is the same.. our system is overly centralized.. whatever is decided

there.. that happens.. the ministry of education.. makes some effort to contact

us.. when they make the policy.. there is some consultation.. objectives are

shared.. but in my opinion decisions are not made accordingly.. the input they

get from public school teachers.. decisions are not made keeping these in view

because if decisions were made in the light of [their recommendations]..these

things would have been determined in the language policy what should it be..

the policy ((speaking very firmly)) should be made according to the needs of

each area.. it should cover each region only then will we have a uniform

system of education..

11 R Å!*]™,ŒV6,Zq- social class uW\ä¹ZkZjw~Zzg~äÌ̈gHāŒV6,Z¤/
W\HB÷z{ .. ÆaŒV7WD÷ social class Šzu~ .. ÆßvWD÷ working class

YV7WD÷ŒV
sir you said that in this school and i too observe that if we were to talk of

social classes then only children from working class backgrounds come to your

school.. children from other social strata do not come here to study..why is this

so in your opinion.. 

12 Mr A ŠBZ(ìāXÆzZ−+7,ñK÷ZzgçÙqªÌ4‘{ZyZjßVÅqªÂŠNgì÷
a÷�7,ñ÷�7,ñ 80 80 Zjw~”V»ìZq-Zq-¯k~ over crowded øg}ŒV

7effective teaching Ètìā  7ƒg„ì teaching āŒV? .. K÷z{ÂB÷
.. Âz{ßvZiZŠZgzVÅ§s−YD÷  ƒg„ì

look the thing is parents who are educated  and have financial resources.. they 

see for themselves the conditions of these schools.. we are over crowded each

class has some 80 children.. those who are educated.. the educated they know

very well.. that there is no teaching here.. i mean effective teaching is not

possible  so these people turn to better institutions..

13 R .. QyÆ0*kb÷z{−YD÷
those who have money.. they go away..

14 Mr A ™ZD O level z{  ìdifferent ZyÅ½ÂëÐ!*Ç  ~YD÷ private sector !*Çz{ßv
.. Zïgsyic*Š{Zk§sƒ@*ì .. ™ZD÷ A level÷
absolutely.. they go to the private sector.. their way of education is very

different from ours.. they offer O level and A level courses.. they go that way..

15 R ..Y..Y

yes.. yes..
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16 Mr A :™naèu»g~Zjw~�Û~Z�mìÂÁ afford øg}ŒyÂt¾d$ßvWD÷�
.. Ãð:7ìZkn¾d$ŒVW™7,_÷÷  Ó#Ö�Û~Šîì even

only the poor come to us those who can not afford to send their children to

private schools.. because education is free in government schools.. even the

books are given free of cost by the government  there are no fees that is why 

the poor come here to study..

17 R a÷ 1200 Zy”V»wHƒ@*ìt�

how do you visualize the future of these 1200 students..

18 Mr A .. 7ƒ@*ì future Zy»Ãð .. PaWÐ(,|YC÷1ic*Š{F,ÂçÑ}»**Îg0YD÷
a few might prosper.. but the majority will be a burden on society.. they have

no future..

19 R a_1s÷åÌ_1mìQÌz{_71m majority.. ZYu~äZq-¯k~Š¬ā
..

i have noticed in your school.. that despite the fact that the majority of children

and the teachers too speak Pushto  they do not make use of their common 

language for teaching..

20 Mr A ÿjwþìÂZk Urdu medium Yèāøg~0*Œ7ìøg~ .. å_~Zkn77,J@*
ZzgZk»ZJyÌ .. YèÂ[ZgŠz~„èƒðìÅ<å XEZZgŠz~„7,Jãì .... HƒZì boundÃ

āÃðZzgi!*y .. øg}¹‚g}ZŠZg}Z,÷˜V6,6,±™xVä0*È~Îð .. ZgŠz~ƒÇ
.. p~äZ+Ãð0*È~7Îð .. ZEw7ÅYñÏ
the teacher does not teach in Pushto.. because this is not our policy..ours is an

Urdu medium [school].. therefore the teacher is bound by it [the rules]..

because the books are in Urdu therefore they must be taught in Urdu too.. and

the examination will also be conducted in Urdu.. there are many schools where

the principal restricts children from speaking any  language other than Urdu..

but i have not imposed any constraints..

21 R ZyÆ!*g}~WåHìwìH�ñyÆßv ..÷reaction [ !*CÙúZxÆ ] Zk0*Œ?�ZŠZg}Ð

... ™D÷c*ZyÆ¼Šzu}ìÑ]÷ accept Zk0*ŒÃ

how do the people [the society at large] react to this policy.. do you think the 

people of Balochistan accept this policy or do their views differ.. 

22 Mr A .. çÑ}~øgZ�7,J–¡ìz{Ât&ìāY�aYi!*yìZk„~Zj7,J**ec
Zq-ŠiW5 .. i!*âV6,»x„7ƒZ .. øg}ŒVZk6,»x„7ƒZZk6,»x„7 ..p

ÆnCŠzā̧Å5éEMM knowledge
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the educated section of our society.. understand that the child should be taught

in his own language.. however.. there has been no work done in any of the

languages..there has been no work done ..at all "languages have been

ignored".. it so happened.. for your knowledge i would like to tell you that in

the 80s.. teaching in  the mother tongue was introduced here.. 

23 Mr A i!*3�cÔ',Zz~Zzg_ÂÁ ... ™Zð¶̂ mother tongue ~ŒV6, 80s 49 Åì 80s t!*]

ÌŠ~ˆpz{Š/¹',~§b**»xƒZñ‹äZk training Ìe÷•¼Z*E+{Ã¼

.. ~½Š~Yñ mother tongue ÷áilìā .. ™Šc* totally rejectÃ

books were published in Balochi.. Brahavi and Pushto  and some teachers 

were also trained.. but the experiment failed totally.. the community rejected it

totally.it was taken as a conspiracy against them that they should be taught in 

the mother tongue..

24 Mr A ~7,JD÷Zzgë¾d$  ™Zc .. ~7,JD÷ England ātÂÿxZy(þZL”VÃ .. úZxä¹

z{Î!÷āZ¤/_̂ .. ?WYN national level ¾!*YÃZgŠzÐÌïÜeT÷@*ā}Z(:ƒāë
.. ÂZrVä77,JâV!*\ÉāÿŠï¸ëþZkÃ77,ñÐ .. ~7,ñÇÂZkÅ¹VCƒÏ
the people said.. that they [the ruling elite] send their children to England for

education.. their children study in Karachi and for us poor people they want to

restrict our children access even to Urdu so that our children will not be able

to compete at the national level.. they believe that if our children are educated

in Pushto only.. they will not be able to compete in the job market.. so the

parents would write to us [saying].. that we do not want education in our

mother tongue..

25 R .. ~Wå¹]¦/ZgƒVÆW\äZCËz‰ÜŠc*

thank you very much for giving me so much of your valuable time..

Extract 18: Interview with Mr Ishaq who teaches Physics to grade 10 students of (SC, 17-5-2011)

1 R .. Ã¾§bÒy™8 language policy (W\ZLZjwÅ ..)

(…) how would you describe the language policy of your school..

2 Mr I z{ .. Š~÷ books �ZrVä .. āÓxp}ZgŠz~7,JñYî .. tì understanding.. ZgŠzì

z;VZk~ .. ×ƒDƒñ(ì ) 1˜Vz{ZgŠz~"† .. Q*ŠZgŠz~7,Jg;ì .. ÌZgŠz~÷

. ZzgẐYŒÇ .. ZLßÍVÃZk§bŒŠ}Ç . ™Šêì Pushto mix
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Urdu is.. the understanding is..that all subjects will be taught in Urdu.. the

books they have sent to us.. those too are in Urdu.. teachers teach in Urdu..

but where they are stumped in Urdu ((in anger)).. there they resort to a

mixture of Pushto [and Urdu].. this is how they explain things to their

people.. and the child understands better..

3 R ?.. ¾¾i!*y~7,JD÷ physics W\

which languages do you teach physics in..?

4 Mr I Zyƒâg .. Pƒâg”VÃ8èFNE©8ƒV .. ÂZK¯k~Ð .. ™Z@*ƒV practical ~Z# .. QgŠz~

~Zyƒâg”VÐ .. Ã_~ŒŠï÷ [ ZL‚¹V ] Qta .. ™zZ@*ƒV practical ”VÃ~

u.. a1s÷ .. W\ßÍVä_~YVŒc* . HƒVXā”V~äÂW\ßÍVÃQgŠz~Œc*å

.. WY@*ì .. W‚ãÐ™~ .. ±ÃVÃ_~

in Urdu.. when i give laboratory lesson..then from my class.. i choose a few

bright children.. i do the laboratory work with these bright chidren..these

children then teach the other boys in Pushto..i tell these bright ones.. that

children i taught you in Urdu..why did you explain in it [to the others] 

Pushto..the boys say.. sir in Pushto the boys.. understand.. more easily.. 

5 R .. Å¶ [ Ñzq ]Ìmother tongue education W\ßÍVä ..Y
you people had started  [imparting] education in the mother tongue as well..

6 Mr I _z){Ì .. ZrVä�cÌÑzqÅ .. ))(ÏgÉ{((ÆŠzg~tÑzqHå  Ó#Öä&¼-ö E
YH

™r#

c*të÷āW\))ZKâŠg~i!*y»ZEw:™,((Z(: .. ËÃgzÈ÷ .. Zk»³tƒZāZ#ë ..

tøg~âŠg~i!*y .. āW\…ùgzuMh÷ .. Âtßvë÷ .. ƒ\ZgŠz~7,JN .. ™,

āW\”ñÐ�Zi!*31s÷ .. ZÒøgZZyßÍVÐZ%sƒ@*ì .. ëZeZEw™,Ð ..ì

.. ZyƒÆ‚BZgŠz~1á ..

the government had started this in the times of Mr Bugti ((a nationalist political

leader, who was assassinated)).. they introduced Balochi too.. Pushto.. and

other languages also..the result was that when we.. stop anyone.. or else tell

them you should not do this [use their mother tounge].. teach only in

Urdu..then these people tell us.. that how can you stop us..this is our mother

tongue..we will use it.. we often come into conflict with these people.. we tell

them you speak to the students in different languages.. you should speak to

them in Urdu..

7 R .. Ðpl÷ language policy H”VÆzZ−+ZjwÅ

are the parents happy with the language  policy of the school..
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8 Mr I āZ¤/Zy”VÃ .. ~ZÒâV!*\ÐHƒV .. ZyÃH¥x .. z{))—ZDƒñ((ŠŒÂVÐWD÷

ZkÆẐjwá™Wz .. ~eZß language centre ZL”VÃË .. 7,Jz arts ÂÃð .. ZK̈y¯**ì

WÆ  ZyÐ outsider Z¤/Ãð .. XÃZgŠz!*Ç™7WC .. YVāŠgxy~FaZ,ƒD÷ ..

.. Âz{¼7CMh .. ™~Wð UrduH  7iā
((smiling)) they come from villages.. what do they know.. i often tell the

parents..if they want their children to become civilized human beings.. they

should teach them an art.. put their children in some language centre.. after

which they should bring them to school.. because arround us are some

children who do not understand Urdu at all.. if an outsider were to ask them

if they understood Urdu..they will not be able to tell any thing..because they

do not understand any thing(...)

Extract 19: Interview from a father and a mother from  (SB, 27-7-2011)

M=mother, F=father, R= researcher

1 Mr F . ÷}&aZkZjw~³Zzg~ŒVaNZgƒV

 three of my children study in this school and i work here as a gate

keeper..

2 Mr.R .. y~W\ßvÃyÏi!*y1s÷

: which language do you speak at home..

3 Mr.F .. y~ë�c1s÷

we speak Balochi at home..

4 Mr.R .. Åi!*y¼Zzg   āyÅi!*y¼ZzgZjw  ”VÃXð@*ì

do children find it problematic that home language and the language of

school is different..

5 Mr.F .. Xð@*ì

yes it is problematic..

6 Ms M .. !*Ç7Y„¶  ¬Â~ZgŠz .. ”VÐ5ñ  ~äÌZgŠzZL
i have also learnt Urdu from my children..i did not know it at all..

7 Ms M: ”V~Â7,Sè7  ~1r³ .. Z‹~1ß  .. ayWD³Â1s³Zk§b!*]™z

W\  Z¤/.. ÔC~ä77,Jñ   ~ä¹ .. Z‹1%Æ�X÷  a1s÷ā .. ƒV

.. ¼2MhðÂ¢zg2ƒ
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 when children are back from school  tell me to speak in English.. i tell

them look i  am not literate i can not speak in English ..children say that

they are given marks for speaking in English .. i tell them you can teach

me i am ready  tell them i am not literate and if.. 

8 Mr R .. W\”VÆi!*yÆZÃ¾§bi™D³

how do you help your children with the language problem..

9 Mr F .. ŸŠï³  0*õ]ck×  ZjwÆî̂ßv”VÃ

after school everyday we send our children for five hours private

tutions..

10 Mr.F Zv»]ñZ[ÃðX7 .. ”VÃZL„0*kgÄß  ‰Zz‡]Â~k×ÅéÃ1mðVā

¸āW\Æ”V»i!*y»Xñ  ¬ZjwzZá1s ..ñ

at times i would request private tutor  to keep my children at her

place..thank God there is no problem any more..

earlier the school would tell us  that our children had language problem

11 Mr R YV

why

12 Mr F .. �c1må  YVāß̂v

because our children would speak   Balochi in school..

13 Mr. R ”VÃ¹Zh§b .. ”VÃ¹Zh§bWYñ  W\ÃyÃyÏi!*3eT³āW\Æ

.. WYñ

which languages do you want  your children to know very well..

14 Ms M ZâZh1B English ÷~ÂpZéñāz{

i wish they speak in English

15 Mr.R .. Z(YVñ

 why is it so..

16 Ms M:  ÷}ÃÌ .. ~1rðV .. ìÃŠ÷[g{YCðV  ~ZkÆ .. '÷}Ã�Z‹!*]™D÷

=¹ZY4ñ .. !*]™ãWYñ English Z,

 people who speak in English .. i keep looking at their faces with

wonder.. i tell myself.. i wish i could also speak in English

17 Mr.R: .. W\»¹¹]t
thanks very much indeed..
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Extract 20: Interview with a father of grade  6 student at (SB , 28-11-2011)

F=Father, R=Researcher

1 F ÂìÑtÛR,egb .. 7Yā¾n  ~ä .. :Q(,JŠ~  (~tÈg;åāZyßÍVä ...)

.. 4~WŠñ]»N*ìƒ@*ì 45 Â`»�WñÇ .. a÷ 45 Zq-¯k~  qÑè ..÷

(...) i was saying that they have raised the tution fee again.. i asked them the

reason..they said that they were computer charges..although there are 45

pupils in one class..how is it..possible they get their turn on computer in a

45 minute class..

2 R .. ÂZrVäH¹

what did they say..

3 F ìW\ÃŠ¶÷ compulsory ìÑātÂ

they said that this was compulsory and we had to pay

4 R ƒV

hm hm..

5 F .. Î:ƒ̂ì  Z[!*g{ .. ™~7W@* .. :(,JDYgì÷

they keep raising the fee.. i do not understand ..now the fee is twelve

hundred a month.. 

6 F ZYW\CNāHtßv�S»™gì÷

are they finishing Sindhi language

7 R =7¥x

i really do not know

8 F Xg}“  z{ .. 7,Jgì÷ZyÅâ™~»ƒYñÏ   ŠBuZ¤/�S»™,ÐÂ�Xg}�S

�S:»ÅYñÂ  UŠzÐÂ³HƒÇXX~teLƒVā   Z¤/ZyÃW\Ze7- .. Ð7,Jgì÷

.. ZYì

look sir if they stop teaching Sindhi then those who are teaching it will lose

their jobs..if you remove them suddenly what will be the impact on  these

teachers.. i want that they continue teaching Sindhi language..

Extract 21: Debriefing session with Mr Tarang who teaches English to grade 10 students at (SC,17-5-2011)

1 Mr T ŒV0*Îy .. ZK¯k~_YV7ZEwÅZ¤/p~ÌZzgaÌ_Y…÷  W\ä¹ZYÎZwHā~ä  (...)

1 .. g} deliver ÃQgŠz~ lesson ÂøgZZjwåZk!*]»0*Èìāz{¯k~ZL .. ~øg~�̧òi!*yìz{QgŠzì

Ó#Ö .... ))»°ZoƒÆ((~ä_−!*y»ZEwZka7HYVÆ  ˜VÂƒCìz;V~_ZEw™@*ƒV

..÷rules & regulation � c*ZjwÅ§sÐ ... Å§sÐ
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(…) you asked a very good question that why did i not.. use Pushto in my class even though i and

the children know Pushto.. here in Pakistan Urdu is the national language.. so our school teacher is

required to deliver his lesson in Urdu in the class.. but where i find it difficult i use Pushto..

((very cautiously)) i did not use the Pushto language because.. either from the government ... or

from the school there are rules and regulations..

2 R .. ÷ZìwìāZŠZg}Å0*ŒÌ¼tì  

in my opinion that is the institutional policy as well..

3 MrT .. ZĶòi!*yZEw™,  ZŠZg}Å0*Œt„ìāW\ .. !*Ç

certainly.. the policy of the institution is just that you use your national language..

4 R .. W\Zk0*Œ~(Ï¿Š4ŠÙ÷   :

do you see political interference in this policy..

5 Mr T ”VÆZjwÐ .. �ā!*ÇçÑ}Æ   z{ßv¯D÷  $+¬Ð syllabus øg}  ))ÎZwÅ°p™Dƒñ((  

z{ .. t�”VÆ)b÷  .. Zzg=¯kÆZ0+g�)bƒD÷  ~åƒV ..this is the main cause.. ..÷unaware

�ā  7,J@*å Threshing machine ~ŠÎ,Æ”VÃ .. Â÷~t?m,ìāQyZ‚E+{Ã÷áïHY**ec .. =¥x÷

ācèqÑ]ÃŠN™ .. ~ÂtHƒV .. �ñy~Zk»ZEw„7ì  LŠ@„7Yè .. �ñy~Ëaä

.. ZyÆ!*g}~7,Jc*Yñ .. n*]÷ .. �ñy~Nh÷ . 0*Œ¯ðYñ
[complimenting the 

pertinence of the 

question]

 our syllabi  are unfortunately developed by those people  who are  completely unaware about the 

society about the.. unaware about children. schools.. this is the main cause.. i am a teacher and i 

know the problems that exist in a class.. problems that children have.. i know of these.. o my

suggestion is that those teachers should be included.. i taught children in grade 10 about the

threshing machine  which no child in Balochistan.. has ever seen because  it is simply not used 

in Balochistan.. i say that..policy should be developed according to the contextual relevance.. there 

are mountains in Balochistan.. there are minerals.. this is what should be taught.

6 R .. W\»Zk!*g}~Hìwì .. ¹Y@*ìāQgŠzZka̧ò−!*y¯ðˆìYètgZ‚Å−!*yì .. ƒVƒV

hm.. hm.. it is said that Urdu has been made the national language because it is the language of

communication.. what are your views on this..

7 Mr T eìz{èI)®) .. c*z{øg}0*ÎyÆZ,ZŠZgzV~ .. ~÷ abroad z{ .. Æa÷ politicians øg}�  (...)

Zzgøg}a .. ÂëätÎeāëÂZyÆzZ−+ÆÝx÷ .. „7ì concept ˜VQgŠz»Ãð .. eìz{̧x6,„ƒ ..ƒ
.. Yèøg}”VÃz{ñµ„7ïg;ì .. ZyÆ”VÆÝxƒVÐ

(…) our politicians children.. are abroad.. or else they are in such institutions in Pakistan.. 

whether it be a religious party.. or nationalist..where there  is no concept of Urdu.. so i now 

believe that we are the servants of their parents..and our children will become the servants of

their children.. because our children are not getting those opportunities..

8 R . ā�̂cÔ',Zz~Zzg_~W:™} .. ZÌZq-Šz„Cgì¸āZ‚E+{!*‡°{0*È~ÎD÷

343



(…) a friend was just saying that the teachers actually put restrictions.. that a child  should not 

talk in Balochi Brahvi or Pushto..

9 Mr T ..Ìfine Zzg .. 0*È~ÎðYCì .. !*Ç

of course.. they restrict them.. and they also fine them..

Extract 22:Interview with Ms.Uzma, coordinator English language at 

(SA,20-6-2011)

1. Ms U: it is totally an English medium school.

2. R: what do you mean by totally English

3. medium school..

4. Ms U: except for Urdu we have everything 

5. in English.. it is an O level school.. we

6. encourage a lot of extra curricular activities

7. so that the children not only learn English

8. in the classroom they should also learn

9. and enjoy English outside

10. R: hm..

11. Ms U: we have plays.. dramas.. concerts

12. .. every year we do Shakespearian play..

13. and we would like you to see it and

14. you should see how are children grade

15. four.. five.. and six.. recite beautiful

16. pieces of Shakespearian verses..

17. R: really..

18. Ms U: and they do it and they choose the plays

19. from the library.. we have a beautiful massive

20. library.. and we explain children

21. R: hm..

22. Ms U: librarian has a big hand in it.. then

23. choose their own Shakespeare novel.. they

24. first go through revised version.. sorry

25. abridged version as well as the original..

26. they choose an extract .. bring it to the teacher..
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27. this is what they act out on the stage..

28. R: what family background do children

29. mostly come from..

30. Ms U: all very good..

31. good English speaking families..

32. probably all children converse in English

33. with parents

34. R: the school fee must be very high

35. Ms U: not much really.. seven to eight

36. thousand a month.. roughly speaking

37. R: lets talk about governmental language - in

38. education policy..

39. Ms U: i tell you one thing.. i am Pakistani to 

40. core.. a very very loyal Pakistani.. and 

41. i love my language .. there is no one in

42. the world who can speak Urdu.. probably

43. a few Indians.. we respect and we love

44. the language.. which is very important..

45. but I feel that the amount of Urdu that is

46. being done in school is quite enough..

47. R: hm.. hm..

48. Ms U: because they have an Urdu background

49. .. they do not need to learn Urdu right

50. from the scratch as they need to learn

51. English

52. R: do they all come back from Urdu

53. background..

54. Ms U: they are basically Pakistani people..

55. they are not foreigners..

56. R: I mean their home languages..

57. Ms U: their home languages  are naturally

58. Urdu.. English is their second

Extract 23: Interview with Ms. Tabinda Kiran, a grad 4 English language teacher at  (SA,15-7-2011)

1. Ms TK: (…) you know .. when children come to
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2. our school we try to provide them lot of 

3. opportunity to listen to correct English and

4. speaking English correctly through.. we

5. believe in immersion.. that it..

6. R: hm.. hm

7. Ms TK: to immerse them into the situation

8. .. where they.. where they.. mean.. dip

9. in the situation.. they are exposed to the

10. language all the time..

11. R: i am really very interested with the

12. ways of immersion that you are following..

13. Mr TK: actually we communicate in English

14. only.. o.k.. and .. then we encourage

15. parents to speak in English with children

16. at home as well.. but..

17. Ms TK: yes.. not many of them

18. R: but not many of them do it..

19. R: when pupils deviate from the immersion

20. process.. how do you deal with them..

21. Mr TK: in the beginning young kids do deviate..

22.  they use their home language but later

23. on they get used to it..

24. R: what strategies do you use when they

25. deviate

26. Ms TK: actually we do not point out at the

27. things.. instead of pointing out at a child

28. that you are doing something wrong.. we just

29. rephrase

30. R: you mean rephrase the utterance in

31. English

32. Ms TK:  oh.. yes..

33. R: that is one of the key strategies of 

34. immersion

35. Ms TK: yes..

36. R: what are the parents aspirations..
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37. Ms TK: of course English only..

38. R: Pakistan language in education policy 

39. says that Urdu is the medium of instruction

40. and English is introduced as a subject

41. from class one now.. what are your views

42. on it..

43. Ms TK: you know.. I will not comment on it but

44. I will only say that not giving children the

45. opportunity to learn English is not fair..

46. what is your view on it..

47. R: It may be that  the society is multi lingual

48. like all other places of the world.. in our

49. multi lingual world.. there are languages which

50. are powerful these days.. though linguistically

51. they are not much differences in them..

52. but socio linguistically they hold different

53. powers.. it will be naïve to say that

54. Sindhi language is as powerful as German

55. .. the access and right exposure to powerful

56. languages make differences in the life

57. changes.. I think people should have

58. options to choose.. I do not want 

59. imposition of any language on my children..

60. Ms TK: you know most of the parents are wise

61. and they always want to give best to their children..

62. but here.. unfortunately they are not aware.. i

63. give one example from someone Ii know very well..

64. our tailor.. you know tailors earn a lot but they are

65. not literate.. o.k.. a tailor brought his child to

66. our school.. not this school another school..

67. that is also a good school.. English medium school

68. he talked to the head and said that

69. will my child speak English the

70. way your daughters do.. so here.. here English

71. becomes something else.. the form is not on
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72. any other thing

73. R: you mean it is more of status symbol

74. Ms TK: exactly..

Extract 24: An Interview with Mr. Akbar, teacher at (SC,19-7-2011)

1 R W\Zk .. ZzgZk6,a**ÌQZƒZì .. Æ!*g}~–ƒZì  ZjwÅŠ-ZgzV6,�aZ-e.$8gc

Æ!*g}~¼CN

 the walls of the school have Baloch liberation federation written.. and attempts

have been made to hide could you please tell something about it 

2 Mr.A 8gcZyÃ .. ÃO**eT÷  z{ZyWzZizV .. tz{WzZi,÷XÃ0*ÎãZ]45Òg.3ï
HEIEH»™**eS÷  

9ìā [ Ó#Ö ] 1z{ .. ā£òi!*y~½Š~Yñ   Zy)�a(»_cì .. 7â„ì [ �a ]

§bWÐ   ¸ðZ#i!*yZEw„7™äŠzÐÂi!*3¾ .. 7ì  capacity ZyÅi!*âV~

! (,³Ï

these are the voices which the Pakistani establishment  want to silence.. they

the federation does not want to recognize them [Baloch] .. they [Baloch] want

education in their  mother tongue but government say this language lacks the

capacity.. the point is is when you [government] do not allow people to   use

this language how will the language develop

3 R ?. çÑ}~W\ZkÆHZW,Z]ŠÙ÷

 what do you see are the effect of this policy in society?

4 Mr A ..7 tÃðeq’!*]: .. ßvWiZŠ~â8-gì÷ .. Zˆkøzòì  .

zc*Ã .. �d$SðYg„ì .. ßÍVÅÙ|#SðYg„ì .. i!*yÆ‚BçÙZzgpDXaZƒZì

.. HKz~6,c*gi+-6,ZkÃZÌŠ~YCì .. �ci!*yÃ�ÛzrŠ¶cÃð6,z¤/Zxƒ@*ì .. ŠNB

Mr A  feelings of alienations is growing .. people are  demanding independance ..

everyone knows it..people are losing their identity.. people are losing their

cultural identity..look at the media.. how many of them show programmes to

promote the Baloch language.. does the television or radio give it

importance..

5 R ÃµçÙZzgpD)bZkÅãCŠ÷?

what are the fundamental socio economic issues?

Mr A ZzgŒVÆßÍVÃ¼ .. »6,z){ŒVÐïáYD÷ .. �ñyÆf{],6āW\Ã¥xì’

.. �ñyÅ’�|Zzgº[~ZEwƒCì .. z{W`ÌƒÐ¾d$÷ .. 7M
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you know that Balochistan is rich in natural resources..such as natural gas..

copper etc.. these minerals are  extracted to Punjab and Sind.. the people of

Balochistan remain in protest..

6 R i0+Ï?HƒD÷?  ZjßV~Xi!*âV~½Š~YCìZkÆZW,Z]”VÅ

what are the impacts of the languages taught in the school on the lives of

pupils?

7 Mr A ÐVi!*âVÃŒVÐÃðm  Zy .. ZgŠz²!ZzgZôm,~ .. :øg}ZjßV~&i!*37,JD÷

²!»**xÌZk .. Üsi!*3c*Š™ZD÷ .. È7&   Zk»Ãð .. ²!&‚w7,JD÷ ..7
Ãpl™äc  MYZ/ä˜Š-V .. Üs5ÃgziÇgŠ¶cZki!*yÃÑzq™Šc* .. 7å  ß"~

µ̂45é
YG
E{ .. tZgŠzZzg²! .. :”VÃZôm,~WCì .. Å<å XEZZ[5Ãâ™~ïYCì .. ²!ZjßV~Ñiò™Š~

.. z{çÑ}?1ú÷ .. ÷aË»xÆ7
our schools claim to teach three languages.. Urdu..Arabic and English.. all of

them have no relevance.. Arabic is taught for three years.. no one knows its

image..they make  children memorize there languages.. there was not any

Arabic in this province.. it was to please religious segments of the society.. Zia

ul Haq [military dictator] made it compulsory in order to give jobs to the

graduates of dini Madrasa.. as a result mullahs got jobs in schools.. the net

result is that children are not good users of these languages.. they are

completelydestroyed.. they have no worth in society and they are a burden on

society..

Extract 25:Interview with Ghazala, a head Mistress of a primary school  (SA,19-7-2011)

1. R: which languages background children usually 

2. come from

3. Ms G: we have children coming from surroundings..

4. from some villages as well..

5. R: do most of them speak Urdu and English 

6. Ms G seventy percent children speak their

7. local languages

8. R: or potwari

9. Ms G: they call it pahai
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10. Ms G: yes.. that is a mix

11. R: Is not it difficult to socialize them

12. into school language environment..

13. Ms G: not at all.. because people are 

14. quite educated.. in everywhere .. in

15. houses there are graduate people..

16. R: how do you help them become a part 

17. of school language environment.. what do you

18. do when they speak their home languages in

19. school..

20. Ms G: some time we do face this.. when children

21. come in play group and nursery.. because you

22. know in K.G. class.. when they come to K.G.

23. class.. they have been in the school for two or

24. three years.. so they know how to speak Urdu..

25. no problem.. but children are in pre-school or 

26. nursery.. three to four years age children .. few

27. of them have this problem.. like they speak their

28. native language

29. R: how do you deal with them at that age..

30. Ms G: not a problem because you know  we

31. speak Urdu with them and they do understand

32. Mr R: but Urdu is also a foreign language to  them

33. Ms G: not at all.. no.. because they come from..

34. as i told you.. the education level is quite good.. in 

35. every house.. i mean.. you can find a graduate..

36. one or two so.. i mean..

37. R: hm.

38. Ms G: so Urdu is, not an alien language to 

39. them

40. R: hm..hm

41. Ms G: besides i am living in a city..

42. R: the government policy on language in 

43. education says that Urdu is the medium of instruction

44. and English is introduced as a subject from
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45. class one.. how do you see it

46. Ms G: well.. Urdu has to be there because it is 

47. our national language.. it has to be there .. we

48. like it.. we certainly understand it and we

49. communicate in it.. but English should be

50. given more importance

51. R: ok.. but what should be the right age for

52. introducing English..

53. Ms G: the right age to introduce any language..

54. could be.. the earlier the better.. so it

55. could be three years.. it could be four years..

56. R: what does your personal experience 

57. say on it..

58. Ms G: actually i am working with educated

59. people.. you know.. the kids coming to me

60. at the age two and a half.. so.. mostly they

61. speak Urdu.. and they are sometimes understanding

62. English..

63. R: but majority of Pakistani children do not have an 

64. access to school like yours..

65. Ms G: ah … well … actually I was speaking

66. in the light of my experiences.. so… you know

67. what .. we need to change things..

68. R: hm.. hm..

69. Ms G: you know.. the child in a government 

70. school.. join it .. i do not know the right 

71. age they join the school.. but I heard it is

72. three or  four .. so.. I think teachers are

73. speaking in Urdu.. so Urdu could be alien to

74. them .. so why can we not.. why can we not introduce

75. English to them

76. R: thanks very much for your precious time
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Appendices 6: Pupils, Teachers and Parents socialization into Schools Language Environment 

6.1 : Strategies of Collaboration or Contestation

Extract 26: A group discussion with teachers on the processes of socialization  in the school language environment at (SA,

24-7-2011)

1. R: the focus of discussion is the.. are there

2. ways through which pupils are socialized into

3. school language culture as the majority of 

4. pupils come diverse ethnolingiuistic background..

5. T: i teach Urdu and Islamiat and during the

6. class.. they are here [school] for only six hours

7. .. most of the time they are not here.. so they

8. pick up all sorts of phrases.. even though they

9. are speaking in English.. they do not use

10. proper English.. 

11. .. we keep reminding them

12. to improve their

13. vocabulary in English.. we 

14. inculcate in them the sense of good English

15. and bad English..

16. R: hm..

17. T: during the school hours.. this is our

18. criteria ((expectation)) that they only

19. speak in English.. because all their

20. subjects are in English..

21. T: you know in order to improve their English

22. we have made English literature a compulsory

23. subject

24. T: since i teach social studies (xxx)

25. R: what do you do when pupils use home

26. language in classrooms..

27. T3: we do not encourage it..

28. T: what we do is.. we keep  saying

29. "pardon" or " sorry" until they realize

30. that they have to speak in English.. 

352



31. .. they are not

32. allowed to use any language other than

33. English.

34. T: we Urdu teachers have a great problem..

35. because they do not switch .. they are so

36. used to speaking in English that we complain

37. that they do not speak in Urdu.. out of six

38. hours.. they get little time to speak in Urdu..

39. no matter how many times i remind them..

40. they still ask me questions in English..

41. R: how would you describe the language policy

42. of the school.

43. T: we do not undermine Urdu.. our policy

44. is not to undermine any language

45. T: we do not say that any language is 

46. bad.. we tell them that Urdu is our national

47. T5: language.. it is of great importance..

48. both Urdu and English.. when they talk to

49. their peers outside the classrooms.. you know in

50. informal situation they use both [English and Urdu]

51. R: lets talk about the language practices

52. outside the classroom.. 

53. T: they switch  according to the situation

54. .. if they are talking to us or to heaSDistress..

55. they know switches are not going to work..

56. but with minor staff.. cleaners they

57. speak in Urdu.. the point is that children

58. know who can understand what languages..

59. T: they  dare not speak in Urdu with me

60. but at times when they want to discuss

61. something very personal.. they speak to me

62. in Urdu..

63. T: most of our children think in English..

64. because whenever they speak out they speak in

65. English and they are very comfortable in it
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66. but you know when they are in different

67. situation they use different language..

68. T: i would like to say here that Urdu has

69. become a taboo language.. in our elitist 

70. society in Pakistan.. if you go to any club in

71. Karachi.. you will  note that children in these

72. clubs are speaking in English and they

73. do talk to children who do not speak in

74. English.. i had this experience because my

75. daughter.. was in a play ground.. in a

76. club.. there was a group of students..

77. group of girls.. they were constantly

78. talking to each other in English and my

79. daughter was not.. she was speaking

80. in normal Urdu.. my daughter went

81. up to them and she said .. "hello which

82. school are you from".. they said.. "please

83. go away.. we do not want to talk to you..

84. my daughter said.. i just asked you about

85. your school..[ with a great pride] " we 

86. are in a convent of Jesus and Mary..

87. my daughter said.. "i am also in convent

88. of Jesus and Mary".. the next thing was

89. the smile from the group.. you realize

90. so much of a difference because she

91. was speaking in Urdu.. they did not

92. even want to her.. it is a kind of taboo

93. that is why most of the children put in extra

94. effort and they do want to show that look

95. we can speak in English.. this is the

96. sort of attitude we have about Urdu language

97. T: Grammar school students have the

98. same attitude and many other schools..

99. T4: it comes from parents.. they force on

100. children to speak in English.. i have seen
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101. people at Macdonald's and KFC.. they are

102. encouraging children to speak in English

103. with waiters.. cleaners (( laughs))

104. T: a renowned scholar of Urdu Hafiz 

105. Jalandri mentions.. basically Urdu is

106. treated as a half wife and English as

107. queen.. all our politicians.. all our

108. leaders.. speak Urdu.. but they think

109. in English.. they live in English ways..

110. they drink and eat like English men..

111. only at the time of getting votes.. do they

112. talk about regional languages..

113. T: i must say there is a strong myth in our

114. country about English and development..

115. i have been to many countries.. let me give

116. you example of Japan.. you can not even

117. survive in the roads of Tokyo where 78%

118. of  income is from travels.. it is about

119. seven years ago.. you can not survive for

120. ten minutes without knowing their language

121. ..because nobody.. nobody.. will talk

122. to you in English even if they know it..

123. (xxx).. I had to learn their language.. we

124. as a nation has made it a stigma not

125. to speak in English.. i have seen may 

126. successful nations without knowing 

127. a.b.c of English..

Extract 27: Interview with Ms. Farah, a mother of a boy studying  (SB 2-8-2011)

1. R: (…)you are a Punjabi speaker… do you

2. speak Punjabi with your children..

3. Ms F: when they come from school.. they

4. talk to me in Urdu and i also reply them
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5. in Urdu..

6 R: are you happy that they do not speak

7. Punjabi..

8. Ms F: no no.. i am very worried about that

9. that i did not do best for them.. this is

10. very bad.. sometime i tell them  to speak Urdu

11. .. sorry i mean speak Punjabi but  they do

12. not know .. they do not do..

13. R: why

14. Ms F: they do not like it.. really they 

15. do not like it.. they think that this is

16. the language of hm… very low type of 

17. persons.. why.. what is in their mind

18. …. that Urdu speaking persons are getting

19. better than Punjabi persons

20. R: so.. you regret it now..

21. Ms F: this is the actual thing.. i realize

22. .. when i sometime scold them in Punjabi..

23. they laugh.. (( laughs)) they understand..

24. R: thanks very much..

Extract 28: Children of Pre-school playing outside with Sport Teacher  (SB, 3-8-2011)

1. Ms T: (( music plays and children are outside))

Ss: ((talking to each other in Urdu))

2. go on the slide.. come here girls..

3. go on the slide.. hurry up.. one by

4. one.. very good.. very good.. ((

5. children takes the slide)) very good..

6. now go on  the merry go round .. hurry

7. up.. Sana go on the merry go round

8. .. boys come here.. boys come here

9. .. go on the slide (( now boys take

10. the slide)) one by one
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Extract 29: Students' farewell party at (SB, 30-9-2011)

SH1= student host,  SH2= student host, U1= student moderator

1. SH1 (…) excuse me everyone.. could you 

2. all please be seated.. this is the start of our programme

3. U1: good evening ((clapping from 

4. the audience))

5. .. titles are the most anticipated

6. parts for every second year [ outgoing

7. class] for any farewell party.. so

8. keeping up the tradition we have our first

9. set of titles

10. U2: first title in our list goes to the 

11. personality who is the head of English

12. literary society.. she is an all rounder..

13. good at studies.. busy with co curricular

14. studies and what not.. till now you

15. people must have guessed this lady..

16. she is Aniqa of grade twelve and

17. her title is "she is all that" (( clapping

18. and applause))

19. SH2: the titles will be given by Urooj

20. and the i.t man Rafi.. i

21. U1: well following the all rounder is the 

22. intelligent student of science society..

23. he is Ata ur rehman and his title is"

24. "computer is my darling"

25. please give a round of applause for

26. him (( applause))

27. U2: this title goes to Salman and his

28. title is  the "keen eye photographer"

29. ((applause))

30. U1: girl who is decent quiet and

31. sweet.. non other than Ariba.. her 

32. title is             " silent
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33. Worker" (( American pop music playS))

34. U2: the most popular boy.. among girls

35. U1: who could it be.. well there are many

36. lady killers here

37. U2: well this is Aga Fawad..and his title

38. is "ladies man"

39. U1: what somes to your mind when you think of 

40. Arnold Schwarzenegger..

41. U2: strong man

42. U1: the next award is Arnold Schwarzenegger

43. award and the nominee are(…)

44. U1: have you ever heard of evil Kennival..

45. the darling motor bike rider (…)

Extract 30: Interview with Mr. Naseer a father of a pupil at (SD, 30-9-2011)

1. R: is rupees 4200 is suffieicient for a month gz9~¦/ZgZƒY@*ì 4200 :ÂR

2. Mr N: by the grace of Allah time is passing.. Z:Zv .. :'z‰Ü0*kƒg;ì N

3. R: how many children do you have :W\ÆaÄ÷ R

4. Mr N: six children ..by the grace of Allah.. one of Zq-Å .. Z:Zv .. :ba÷ Mr N

5. them is married .. two kids are small.. !*¹gL÷ .. Šz
+B2.ç
EFGFH_÷ .. ÷áŠ~ƒ̂ì

6. R: where do you live :W\Åg;ö¹Vì R

7. Mr N: Bahawalpur :¸zjg Mr N

8. R: aright ..so your children live there (( aW\Æz;VgT÷ .. :ZY R

9. around 1200 km from Karachi)) ³¢a(( 1200 ))™ZcÐ½ã

10. R: and you.. .. ;ZZzgW\ R

11. Mr N: i live here [in the kichen of a mosque] [ KÆ!*zgc{ä~ ] :~ŒVgLƒV Mr N

12.

13.

i clean it..by the grace of Allah.. over there ((Bhawalpur)) i would z;V .. Z:Zv .. ÌðÌ™@*ƒV
))¸zjg((~

14. get rupees 4200 but here i get 6000 rupees gz9X÷ 6000 gz9X÷1ŒV 4200

15. by the grace of Allah Z:Zv
16. R: you have decided to send your children to :”VÃW\äægÎV~½ŠßZä» R

17. madarsa.. why YV .. êH
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17. Mr N: the reason for sending them to Madarsa :ægÐ~Zkn Mr N

18. grace of Allah...is that we are muslims.. .. ›y÷  ëßv  Z:Zv
19. and this is our environment.. to whatever A  .. Ââjw„tì  āøgZ
20. extent it is possible for use we get our ÌƒnÇë”VÃ½ŠßZN
21. children educated

22. R: you do not want them to get :Zôm,~½W\7ŠßZ**eT R

23. education in English

24. Mr N: over there [English medium school] .. we øg~ ..[ Zôm,~ZjßV~ ] ;z;VÂ Mr N

25. do not have enough salary that we ZâWæãÌ7ìā
26. meet their expenses.. we can not afford them.. .. ëic*Š{yp7™Mh .. z;VÆZyZY]7g}™,

27. over here gz9X÷ 4200 ŒVÂ))ægÐ~((aÃßÆ
28. R: in my view it is primarily due to poverty :÷}Ã~¾"$ÅzzÐ R

29. that forces people to send their children to ßvŠ´æZgk~

30. Dini Madaras.. as you have just mentioned 6āW\äÌ�Ûâc*  .. ”VÃ¬÷

31. that you do not have resources 7÷  āW\ÆZãz‚b
32. Mr N: yes(( suddenly changing the attention)) actually :;Vz{Â))¯g~ñçqps™Dƒñ((øgZ�ic*Š{ Mr N

33. our attitude is toward religion..as long as we ëZ#J-  .. F,gDyìz{Š½́ì
34. live we will get our children religious education i0+{g÷Ð”VÃt½Š,Ð
35. Mr R:which languages do you speak with :i!*3W\”VÆ‚BÃyÃ́ R

36. children 1s÷

37. Mr N: Urdu and Saraeki ..our home language ì øg~�yÅi!*y .. :ZgŠzZzguZ« Mr N

38. is Saraeki z{uZ«ì
39 R:  it is  often said regarding Sariki language :uZ«i!*yÆjZáÐZÒt¹Y@*ìāZki!*y R

40. that it has not been promoted in Pakistan..  .. Ã0*Îy~ZÌ7Š~ˆ
41.  a lot  of people are running uZ«i!*yÅ’q-  ¹‚g}ßv

42. Sariki language movement.. and for the ZzguZ«ß/ .. Ì`gì÷

43. creation of separate Sariki province

44. Mr N:i have lived my life in mosques..i know ëÃÂ)]. .. :'ëäÂi0+Ï¦/ZgŠ~)].~ Mr N

45. only about mosques..rest i do not know.. .. !*¹ÂØ7 .. »Øì
46. what is happening  outside i have no idea qÑ]»!*CÙ»Ø7
47. ((laughs) i do not know  what  is ))—ZDƒñ((ëÃØ7
48. happening outside..my days are spent in ðÐ÷áx .. !*CÙHƒg;ì
49. mosques..for a week or 10  days i go to my \ ßŠkŠyÆn .. )].~z‰Ü¦/gŠH
50. home..i get very happy..i really become .. yYD÷

51. so happy.. when i use my own language ëÂ¹plƒ@*ì .. pÙo™WYD÷
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52. at home ZKi!*y1mì  .. Z#ZLyY@*ì

Extract 31: Interview with Mr. Khalid, father of a student at (SD, 28-8-2011)

1 R =ZL!*g}~CØ

tell me something about yourself

2 Mr K Zq-Š̂½́~ì .. Àëßv9Z�ÛZŠ÷ .. Zzg÷}‚]
+B-<4è
EFGXG .. ~Z¼cƒV .. ÷Z**x{−ì

Zzg!*¹aZjwZzg»œV~÷

my name  is Khalid.. i am an electrician..and i have seven children..in all we

are nine..one of  the children study at Dini Madarsa and the rest go to schools

and colleges

3 R aÃW\äŠ´ægÐ~YVŠZ4™Zc*
why have you sent the child to Dini Madarsa

4 Mr K ..n gÉðï  @*ā=  ÷~Õ¶  Zq- .. tZq-÷ZgDyå

this was my interest .. a wish..so that i can get right guidance

5 R  XßÍVÃZôm,~WCì¹Y@* .. »¹leì  Zôm,~i!*y  i!*âVÆZ±gÐøg}çÑ}~

ÐŠzgg{YñÇ  W\»ẑ{F,¹   ìāz{¹F,¹™D÷ÂW\7Bā
about languages in our society it is said.. that those who know English stand

better chances so do not you think that your child will lag behind..

6 R Æ[gC] ):WäÐÃð6Zc*ßÑƒYñÇZ¤/Zk  7Z(¼7ì!Zôm,~ÃðZ+q7ìā
~7& .. i!*yì international ²!i!*yÌ .. WYñÇ .... 0*kZôm,~7ìÂZj²!?7gẐg

zZµƒYñÏ  āZôm,~:Y+ÐZk~Ãð¶
no there is no such thing like that!.. English is not such a thing that if you do

not  know it  you will become handicapped..if he [son] does not have English

he will have complete mastery of Arabic language..i  do not think by not

knowing  English he will have any difficiency 

7 R .. X¾"$ì  ÷~gZñ~0*Îy»ƒÐ(,Z

i reckon poverty is the biggest problem of Pakistan..

8 Mr K .. Z(„ì
exactly..

9 R .. W\ÆZLŠ!*]H÷

what are your experiences..

10 Mr K =Tqw .. ~Ì¾"$ì1~QÌplƒV  ÷~i0+Ï .. ¾"$Zq-|ìZÐùPN
 �gitZvg[Z+]÷}nHg™Šc*ì .. ™Mh  ZkqwÃps7  ~÷}Zväg3ƒZì
 %èZzgZn§jÐAÇ [ Zv ] Zm ¬z{git=AÇZzgz{  ÷~aZöÐDÙZg‚w
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poverty is a reality how can we deny it..poverty is there in my life as well but i

remain contended..whatever  conditions Allah has kept me in i can not change

it..whatever food Allah has alloted for me  for thousand years before my birth i

will get it from his  [Allah] permission the way he wants it

11 R {mzz  ZmÃð .. W\²!i!*yÃ¹ZÌŠï÷

you give a lot of importance Arabic language ..is there any particular reason

for that

12 Mr K z{ÂW\ÃËÌi!*y~ï$Ëì  ïn .. Cc***āŠ+ÅzzÐZsxÅzzÐ@*
²:+Aāõ
X

EZLè<ØÅ@Ze$
as i told  you because of my faith..because of Islam so that i can get guidance

from  my religion that you can get from any language

13 Mr K æZgk~Š½́²!ZzgZgŠz~Š~YCì
the mode of education in madarsas are Urdu and Arabic

Extract 32: Debriefing session with Mr. Ishaq at (SC, 19-4-2011)

1 R :W\ÆCic*Š{F,y~ÃyÏi!*y1s÷?

what language background do your pupils come from?

2 Mr I ~W\ÃÌÆC@*ƒV .. ic*Š{F,_÷

mostly Pushto. . let me count and tell you exactly

[ goes to his class to check]  

3 Mr I ±Æ',Zƒ~y~1s 7.. _y~1s÷  a64 Zy~Ð ..ì81 À”VÅ®ZŠ .. YuK
(Aºé GXƒV .. ´̧VÆ÷  ZÒ±ÆZy~_y .. ZzgaÃgÏ  Zq-¾! .. ±ÆZgŠz1%zZá÷ ..÷

.. _~  z;V6,Zy»âjwtåāåÌ_~!*]™g;ìZzgaÌ .. 7,ñƒñ÷  ÆZjßV~

z;V_~„ºWñ÷

 yes sir write.. total number of pupils is 81.. out of which 64 speak Pushto at

home.. 7 boys speak Brahvi..6 are Urdu speakers.. 1 Punjabi  and two Persian

most of the boys come from Pushto  dominated areras.. they have studied in

village schools.. where the environment was such that both teachers and

pupils would speak in Pushto.. they use Pushto

4 R ‚gZ6,ZÎ~

 the whole of primary education

5 Mr I .. 
±k5½gö GäŒVÌÅì .. Åì [ ÇƒV ]  6,ZÎ~ZrVäic*Š{F,z÷

most of them have done their primary from there [village] 

6 R 1ÂÁZzg0*ŒÂZgŠzz*Åì
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R: but the books and the language policy is Urdu medium

7 Mr I  _~™Æ7,JŠï÷  ÂÁÂZgŠz~ƒC÷1Z‚E+{ZkÃ
books are written in Urdu but teachers teach them in Pushto

8 R 1W\ÆZjw~Z(7¹Y@*
but in your school it is not explicitly stated

9 Mr I ”VÅe-KÎ
&4-āö
J
GGā  ZrVä ..̧ [ ñ�Š{6,± ZyÐ¬ .. øg}ŒVZq-6,±™r#Wñ¸

ā  Zy»Ètå .. Æ0*káWƒ [ =6,± ] Ã÷}  _c*',Zƒ~~c*�c~!*]™}Zk   �±»
z{y~Ö™ZLzZ−+ .. aèz{âŠg~i!*yìZyÅ .. _�cc*',Zƒ~ÂZrVä-„ì

z{CÙ¯k~&eg±ÃVÃghŠï¸ā�±»ZK [.. ZgŠz» ] Zy»È9™zZ**ì .. Æ0*k¼Ð
Qa(,}egYD¸āt .. Ãí™D¸  QZk±Æ6,z{ .. i!*y~!*]™}Zk»**xáWƒ

',q- .. ä3Â̧Zk»ŠzP»3**ÂŠH: Škgz9ÌË±ÆÅÙAÐ [ ZY7ìÿZKi!*y»ZEw

.. N*ì»
we had a principal .. the one before him [existing principal].. he put children

on duty to monitor if any one spoke in Pushto or Brahvi or Balochi..should be

brought to him [previous principal]..his point of view was that boys would

eventually learn.. these language Balochi or Brahvi .. because that is their

mother tongue.. they will learn these at home.. their pronounciation should be

corrected [of Urdu].. he would selectthree or four boys from each class and

their jobs would be to write thenames of those who would speak in his mother

tongue.. then he would fine that boy.. then children would get freightened [to

speak their languages in school] when the boy would lose ten rupees from his

pocketthen this boy could not buy his lunch.. during break time

10 R Zôm,~Zy”Vä“7,−ÑzqÅ
when did these boys start learning

11 Mr I Z#tßv”~Wñ

Mr I when they came in class six

12 R Ñzq™Š~ì  1Z[ÂZrVä«)®)ÐZôm,~
but they have introduced English from grade one

13 Mr I 'ðhZ‚Z(„

that is just a show
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6.2: Condition of Success or Failure of the Strategies 

Extract 33: A grade 10 Urdu language lesson at  (SC,20-4-2011)

1 T å{ñÙ .. »ì " p÷áæ " Ãy‚$ì  W`»»xìøgZ  H .. ïßÂ[ ..sit down

sit down.. take out your book .. what are we going to do today   which lesson is

due "flattery". complete silence.

[all pupils sit down and take their

books out]

2 S uZÖþpp‘¸  u7,|1å

we have done it sir.. we wrote words and meanings

3 Mr T  ÂÁïß ..»  " p÷áæ  gt$ïß

o.k take out your books and open it at the lesson "flattery"

4 Mr T .. »ÆigZ6`  ±»ZKÂ[Z*ŠÃŠêì((  ))±ÆÃZ÷ág{™DƒñāZ7Â[ÑÆŠ~YñÔ

[pointing the boy to lend his text

book, the boy gives teacher his book]

 oh you switch on the fan..

5 Mr T W`  Â.. ZkÆZÖppÌÉf .. 7,Jå  t$¬Ìëä .. 7Wãe’  WzZiËÅ 19.. ™�
øgZ§i»gŠNB [ [] ðhZŠz!*g{7,³Ð@*āu

page number 19.. complete silence in the class.. we have done this lesson

before.. we have written words and their meanings..so that sir [researcher]

could see our method of teaching

6 Mr T ¬=Zk»ÈCî . =CƒZ¤/Zì\ä7,−ì .. ¬~7,kƒV .. Zk$ÃðhZ7,_÷

let us read this lesson.. first i read..it and let me know if any one of you  would

like to read out

o.k.. first tell me the meaning of flattery..

7 S ÑK°p™**

Ss: false praise

8 Mr T —7,ñ((  $Ã9}ƒ™!*WzZi  ))±ÆÃZ÷ág{™D÷ā  ÷á!*lÖYƒ .. ËÅÑK°p™**
" $p÷áæì  Fgc*V÷Zy~ƒÐ  ŠwÅTŠg " ))!*WzZi—7,_ƒñ((

 to praise someone flashly.. good sit down ((points a boy to get up and read

aloud the lesson)) (( read aloud the text)) "of all the diseases of heart flattery

is the most dangerous"

9 Mr T ¾Ãë÷ "$"þ

what do we mean by "mohliq"

10 S ç**u
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[rise from his place to reply] dangerous 

11 Mr T ÷á!*l

good

12 S ÂZkz‰ÜZK̈ã%n .. ™©8ì  �z!*ðZW,Ã¢Jw  Š{aZƒY@*ì  z‰ÜZK̈yÆ$+y~Z(  Zk "

~  ÂZkÆŠw .. YCì  ÅFg~µ  Zk„§bZ#ZK̈yÃp÷áæ™ä  .. 2ƒY@*ì  $~

(....)" Z(âŠ{aZƒY@*ì
[reading aloud the text] "at that point in time human body develop a  tendency in them which make

them vulnerable to diseases.. similarly when human being become infections

with the disease of flattery.. their hearts become vulner able to such diseases"

(....)

13 Mr T ZzgW\ .. Zq-qÃZY'”÷  KW\p÷áæ™D÷ZzgZKCÙ  ZzwÂtƒ@*ìāëZ .. ÷á!*lÖYzgC
.. q»ÈùìÐ  ZzgzVÅp÷áæ™D÷XXZk   QgCgC .. tŠwÃpl™p  ZKp÷áæ™Æ
good sit down my son.. what happens first is that one begins to flatter oneself

and we praise all our belongings.. and this is how we flatter ourselves.. and

we  gradually begin to do the some with others .. what is the meaning of this

paragraph..

14 S uYZ¤/Ãðøg~ÑK°p™@*ì

sir when someone praise us too much

15 Mr T ÑK°pù™@*ì?

how does someone do it?

16 S QZkÃp÷áæ}Ð .. W\¹ZiZ*Š÷ .. uZ¤/~1ßVāW\¹ZiWŠò÷

sir if i tell that you are a good person.. you are a wounderful teacher..then this

will be called flattery

17 Mr T Ä  uW\ " ÂQZ¤/W\}Ðā .. \àðƒ  e’Å  c*íÐÃð .. Ïãƒ  !*ÇZ¤/íÐÃðq
Ð QZk¿ .. Y@*ì  ìāZK̈y»Šw¢™äµ  Âƒ@*t ".. H!*]ìW\Å .. Ziµgì÷

1t .. YCìXXyW**Y**ÑzqƒY@*ì  Ñzqƒ  Šz4  ‰maZƒZQc*g~ ..ì maZƒY@*

ŠwÅFg~ìXX  ƒÐç**u

exactly if you want to get something from me.. or you want me to offer you 

tea.. then if you say " sir how smart  you look.. wow what a person you are"

then what happens is that human heart begin to believe such things .. then a

connection is built with that person..home visits come later and friendship

develops.. but this is the most dangerous disease of the heart..

[the teacher keeps reading and talking

to his pupils in the reminder lesson]

Extract 34:  A grade X English Lesson (SC, Mr. Tarang, 16-4-2011)
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1 Mr. T 6 lesson number 35 :™�
((reading aloud from the text book)) 

"Louis was born on the fourth of January 1809..in a village in France.. his

father was  a leather worker.. Louis used to play in his father workshop.. and

keenly observed what his father did.. Louis playfully hit a sharp needle with a

hammer.. the needle slipped and struck one of his eye.. the doctors did their

best but could not save his eye.. it became infected.. the infected (( extremely

cautious with pronouncing  each word carefully)) spread to the other eye  and

Louis became totally blind.. ((reading aloud the text again

2 Mr T [with bigger pauses] < underline �ÂZÖp÷ZkÃ
Underline the difficult words. "Louis was born on the fourth of January

1809... in a village in France... his father was a leather worker... leather worker!

Loius used to play in his father workshop and keenly observed what his father

did... Loius play fully hit a sharp needle... a sharp needle! with a hammer ..

hammer! the needle slipped and  struck one his eyes... the doctors did their best

but could not same his eye.. it became infected.. infected! the infection spread

to the other eye and  Loius became totally blind.. second para .. the life of a

blind man was very miserable in those days.. miserable! he could not earn a

living and was completely dependent on others... dependent! his only means of

lively hood was to get (xxx) in streets.. means of livelihood!"..

3 S u~Cƒ

sir do i tell

4 Mr. T:[ignores pupils offer of telling

the meanings of livelihood]

.. very soon..Louis lost all idea of colour and shapes.. for him the world became

dark.. seeing the condition of his son his father made him a condition of his

son his father made him a adults! Loius disliked to be.. sympathised (xxx)

sympathised! he began to stay home most  of the time..one day a village priest

paid a visit to Louis (xxx) that school blind were taught to read and write ..

they were also taught trade knowing a trade world enabled the blind to earn

money at school.. Louis was ten years old when he joined the institution.. at

first he felt lonely and unhappy .. but soon he made friends.. he began to earn

quickly.. he was able to read special books for the blind.. the books were heavy

and had thick card board pages.. thick card board
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pages! Louis read while using his finger finger tips! .... large imbosed letters !

forming words! forming words! he became interested in music too especially at

piano.. in a short time he started playing upon those instruments very well..

instruments! he also learnt the art of making "(xxx) page number 38 ((pupils 

turn the pages of their books)) "while Louis was studying in the institute a

French

5 38 ™�
army officer visited the school.. French army officer! he had invented a system

of reading for the soldiers at the farther posts.. invented! the system enable the

soldiers to read many (xxx) the principle of the school adopted this new system

for his blind student.. adopted! but the students found it difficult.. however

Louis believed that it could be improved and spent all his spare time

simplyfying the system.. simplyfing! continuous work affected his health.. he

sometime felt discouraged.. discouraged! but he never gave up.. (xxx) he

perfected the system of reading for the blind

6 blind šðZ0+ñÃë÷

7 is a person without eye sight.. alphabet

8 alphabet! in order to test the system

9 Louis asked one of his teacher to give

10 e'ë÷ZAÃ dictation..

11 the word for dictation is imla.. (xxx) Z[   

12 Zj�XX¢~¢~XX÷á!*÷á!*X

now write these.. hurry up .. hurry up..

good.. good ((pupils copy the difficult words from the text book to their note 

books))

13 Mr T ~ZgŠz~ÉŠzVÇ  Z[tÉggì÷Zzg .. ÂZÖpCŠŠc* .. gi+~™1
i have made them read.. told them the meaning of difficult words.. now they

are writing down the difficult words and i will dictate them the meaning of 

difficult words ((addressing the class)) to difficult words

14 Mr T Ãð*§i»gƒÇ .. ƒÇ  W`Ìz„»x .. �»xƒ@*ì
write the difficult words.. we are working today the way we often do.. nothing

now will be done.. no new method is  being used ((talking to researcher))

15  CÙz‰Ü™D÷ .. Šy  CÙ .. Zk„§iÐëCÙ‚w
goes round the class  to check pupils writing)) 

16 Mr T £XXŠdigZ  ÷á!*l÷á!*l£
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show me

17 {zìZÐ(,Z˜  ¬.. Wð(,Zre’  (,Z˜÷‰WðZ$©5½5å
EE

GHHì  /VZ#Ñzqƒ@*ìÂZkÃ
..÷

when we begin writing a new word we write capital letter for example in eye

infected.. we should write eye with a capital.. the first letter should be written

in capital 

18 [while looking at another boy's work] ,M»8~Ìß�E  Z#W\gsß�Ð
when you copy wrongly in your rough note pad you will do the same in your 

classroom note book (( teacher moves  round the class and monitors their

work)) have you done it

19 ƒŠH

20 Ss Yu
yes sir

21 Mr T  l}»»gÁ leather worker ªÂì
[ goes to the front of the class, picks

up his book]

the  first word is  leather worker means  those who work with leather.. ((pick

up the chalk and writes on the chalk board)) leather worker

22 :Ãð*  Ãð*»x7ƒŠH .. ƒŠHì  â-kÁ  z!*ðƒŠH  tz!*ð  ¼~ƒŠH infected 
4-,ç
XGƒ@*ìXX

Zk„§iÐëCÙ‚w  §i»gƒÇ
the person who has picked up germs.. miserable write the different words .. we

are working  today the way we often do.. nothing new will be done.. no new

((teacher goes round the class method is  being used ((talking to researcher)) is 

to check pupils

23 uëCN
do i tell you sir

24  good writing )) ÷á!*l÷á!*l

25 ìXXWð(,Zr  (,Z˜÷‰WðZ$©5½5å
EE

GHH  ÂZ#Ñzqƒ@*ìÂZkÃ  Šdig  CÙz‰Ü™ZD÷ .. CÙŠy
ƒYìXXÃÒtÅYñ  ÷Z�è$4-£å GHHìZm,~ÌW‚y  {XX�ìZÐ(,Z˜÷  ¬.. e’

ƒã  Â7 one way traffic t™̂YñXX  ZkqÃeZwŠz  ¾§bÐaÆf‚~  ā
ƒVW?Ígì÷XXZ[~  e’ā~7,Jg;

good..show me when we begin writing a new word we write capital  letter for

example in eye infected  we should write eye with a capital .. the first letter

should be written in capital the teaching method i have can also be simplified..

the effort should be that how the content could be put into the head of the

pupils.. the pupil should understand.. there should not be one way traffic that i

read out and you listen.. now i will ask you as well..
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26 �W\Å  HXXH™‰XXt  achieve �7,Jc*W\ä¹VJ-  W\ÐÌ7gÇXXā~ä
&À.è EEÆ÷t  g;ƒVZzgW\ßv‡  »x!ìXXZÇg~7,J  ìXXt÷~ achievement

7ìXXÂZk~z{ßv4~ÑN teaching way   

that  what i have taught is understood by you to what extent.. how far yougot

it.. this achievement of yours is my success. if i teach and you remainsilent this

is not appropriate teaching method.. so they brought improvement (( teacher

continiuos writing the word and meanings in Urdu on chalk board))

Extract 35: A grade 3 Persian Language lesson  (Mr.Behzad at SD,  30-9-2011)

1 Mr B [reading Persian words from the

 book and translating in urdu]

WÐg .. ZLŠz„Æ‚B !!!!****
7777ÒÒÒÒ5555ÒÒÒÒøøøø
EEEE

GGGGIIII .. Šz„ .. £ë³ 2222.. !!!!****
7777ÒÒÒÒ5555ÒÒÒÒøøøø
EEEE

GGGGIIII :

 who do we call Khalil...Khalilash means with your friend

2 S [reading Persian words from the

book and translating in urdu]

.. **gÆpWv ********gggg

naar means fire

Mr. B [speaking, urdu] gMÐ
move on

3 S Hñß~™r#?

what moulvi sahib?

4 Mr B »H WWWWêêêê .. Z[F,À™z .. Zkä!*r¯Šc* .. gÏ .. !*r¯Šc*  Zkä .. ™XX1Zg£ë³ ¯̄̄̄ÒÒÒÒ««««çççç
EEEEZZZZYYYY .. Wv

.. H™zZc*å~ .. »HÈð@*ñ WWWWêêêê Â.. À»ƒZgHñ .. ™Zc*å  À7 .. Èì
fire.. what do we mean mean.. did i not aan kay now you translate.. what did

teach you yesterday.. did you practice yesterday.. lesson  mean.. did you do the

practice..aan kay..what does aan kay of

5 [slaps in the face of the boy sitting in

the front row]

?HåƒZg

6 S (xxx)

(xxx)

7 Mr B [reading from the book] ZŠŠzÂZk .. ZLŠz„c .. WvÃ!*r¯Šc* .. z{iZ]ÆTäZK3,~ÃªCÙHZLŠz„Æ‚B
.. !*r¯Šc*  ÃWv  .. §b1s³

it means the person who is soft hearted.. "with the friend turning  fire into

garden"..for a friend..this  is how it is said in Urdu

8 Mr R

has turned the fire into garden..
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9 S ))˜ðñ((ñß~™r#Šz!*g{

[while taking note]  could you please repeat again

10 Mr B ˜YV7
why  you do not  write

11 S ... ñß~™r#
—)4èGc*ŠgLñ

molvi sahib i do not forget [no need to write down]

12 Mr B: Z#7gÇÂc*Š7g}Ç  

when i ask you will not remember it..

13 Mr B " WWWW}}}}....ZZZZzzzz0000++++bbbb ".. ¾qcF,À™gìñ
þ"for what you are translating.." Akhudawanda

14 S .. _Ï)H .. z{}.Z�ā
that god..what does..

15 Mr B  .. n{»HÈ .. Zz6,n»HÈñ  1 ik,zi',Zz6,n .. ð»z‰Ü .. _Ï)H»p

 the meaning of Hangama-e-Sehar..it means morning..what is the purpose of

desh placed on these words..what is the meaning Tabah 

16 S .. ñß~™r#îCNāz{}.ZÆTäðÆz‰Ü̧xßoÃn{™Šc*
do i tell that the God that  has destroyed prophet Louth peace be upon him

17 Mr B ¸xÃðn{™Šc*  ßomZ?xÅ  z{}.ZäTä .. ðV
has destroyed prophet Louth peace be upon him

18 S Ã¾§bKÐ ¸̧̧̧xxxxßßßßoooo
how do i write "Quom-e-Louth"

19 Mr B ÂÃgÏ~ZkÃZk§b˜³ ¸̧̧̧xxxxßßßßoooo
"Quom-e-Louth" is a Persian word and this is  now it is written

Extract 36: A grade 8  lesson on "6,Š{ " , concealment (SD, Moulvi Mati-ur Rehman, 30-9-2011)

S:[reading aloud from the text book]

1 Mr K ..'
stop..

2 S [translating Arabic into Urdu] Zv¬\+Bo/õ EIEzZÑ (xxx) ?eZB  ZzgZKç-VÃz{6,Š}»¼zZLŸ  Z}ÑW\ÈŠ£ZK@VÃ
(xxx) ìZzg$!*yì

oh prophet tell your daughter and your wives that they spread shawl across

their bodies (xxx) Allah is forgiver (xxx)

3 Mr K Zzg�æÜ~ÑK¸,ZhZäzZá³XX

they are about to spread rumours in Madina
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S [listen to the teacher silently]

4 Mr K ÑK¸,æ¶~ZhZäzZá³XX

and those who are about to spread rumours in Madina 

5 [reading Arabic from the book  and

translating in urdu]

 " îW\ÃZkÆúÎŠ"5Áõ JEYXX ÎŠ,Ð  ëW\ÃZyÆú  " ÖÖÖÖßßßßíííí††††mmmmßßßßÔÔÔÔeeeeããããÜÜÜÜ " Ößí†mßÔeãÜ "

we will set you after them

S [listen  silently] 

6 Mr K Ã2-mzÅÅ  Zm,Zàä»wZxZzgkH{L{ð**zgSî¦  ‚—Wc*]~›y%ŠzVZzgúgÂVÃ
ooÅ§sÐ›âVÃZzggÎw0*u-mzÅÃŠz§bÐ¾àð  (¬ÒyHŠHñ xxx)

«We$}Z0+g .. ZzgZ0+zÏVÐXƒ»Ìi™ñ .. ZyWc*]ÆZ0+gZyŠzÏV»f™ñ .. YC‰
�Ûâc*

in previous verses it  has been seen that hurting muslim women and muslim

men will incur punishment and especially to the self of prophet (xxx) is a

greater sin.. there used to  be two kinds of trouble from the non believers..in

these verses these two kinds of troubles are discussed.. and also about  the

ways of overcoming them.. in the first verse

7 Mr.K [translating and explaining in

urdu]

ÚÚÚÚàààà  mmmm^̂̂̂]]]]mmmmãããã^̂̂̂]]]]ÖÖÖÖßßßßffffooooÎÎÎÎØØØØŸŸŸŸ‡‡‡‡ææææ]]]]qqqqÔÔÔÔææææeeeeßßßßjjjjÔÔÔÔææææÞÞÞÞŠŠŠŠ^̂̂̂ðððð]]]]ÖÖÖÖÛÛÛÛ©©©©ÚÚÚÚßßßßnnnnààààmmmm‚‚‚‚ÊÊÊÊnnnnààààÂÂÂÂ××××nnnnvvvvàààà

8 " qqqq¡¡¡¡eeeennnnffffããããàààà

oh prophet tell your daughters and your wives that

9  āZLŸÃeJ,$B  .. ÈŠ£  Zzg›âVÅúgÂVÐ  Z}ÑZKç-VÐZzgZK@VÐ
pŒVÂŠz¾Òyððz{ .. TÐzCÙZ3ŠNn .. .. āÜs!*NWçÃWñ  Zk§bÐ

āoo›âVÅ!*0+-VÃ
9Ÿ54/õ
E

G
EG¸YêZv¬\ä ,, ›âVÃo¦VÅ§sÐZq-1Ât¶

.. z{7™$Ë .. n{»eJ'Zzg;ðV»eJC  .. !*0+-V»6,ŠZZµg3ñ  WiZŠúgÂV»6,Š{Zµg3ñZzg
YVāZ¤/z{ZL .. ÂxZ(„å  Zkiâä~ .. !*0+-VÅ¬xîgÐ¢zg]ðCñ»x»`Å   YVā

^.. Z±gÐ  6,Š}Æ .. �ÛtH  ÂWiZŠúg]Zzg!*0+-V~ .. ù™,Ï   W\ÃeZ|gÇÏÂ»x»`
»x»`ÅZzgZ7ZLW‡Å  ¢zg]¶  Zzg!*0+-V~�Ût™Šc*YÆz;V  

Å3¨ÿ EG„ÖŠc*  WiZŠúg]ÃÂ
ooZyÐ .. z;VooðD¸  ZzgZ#z{!*CÙYC‰Â .. c!*CÙY**ð@*å  Ã7gZ™ä  ¢zg]

Ð›âVÃZzggÎw  Zk .. ÿooþz{WiZŠúgÂVÃÌCD¸  ‰Zz‡] .. CYh™D¸
.. äŒÛWy™*Æig)›âVÅ�WiZŠúg'‰    Z+]  ÂZvg[ .. 0*u-mzÅÃ1B¶

Zk»  @*āZyÆ{0+ZãÑZÄÅzzÐoo»ÁZiÁ  »ÂtD+ZguCŠc*āz{ZLZz6,eŠgeZwB
¸āz{Z¯Z  Šzu~1z{›âVÃZk§bŠï .. ™‰ .. ÒpðÇāz{ZyÅCYhÐ$Y"5Áõ J

G
Y

.. z{›âVÃps~gnp¸ .. ;D¸āæ¶?úðäzZÑñ
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they spread shawl across their  bodies in such a way that their left eye is

visible ..so that they can see the way..but here two types of troubles are

explained which  muslims were subjected to  by the non believers..one trouble

was that non beleivers used to distrub  the  slave women of muslims because

Allah has prescribed different sets of concealments  for free and slave

women..slave  women are not supposed to cover their hands.. and face..

because slave women are meant  to works with their hands ..in those times it

used to be such a system..because if they kept themselves covered   then how

would they have worked.. so what is  the  difference between the slave and free

 women.. from the point of concealment^.. free women remain completely 

covered and slave women are not  because there used  to be the need of work

to be  done to please their masters  and for that  they had  to go out ..and when

they would go out non believers would disturb  them..non believers would hoot

them..at times they  [ non  belivers] would hoot free women as well.. this

would hurt muslims and the prophet..so   Quran has instruced free women..to

cover  so that people themselves so they would know that  they were from

respected families..so that non believers would  know it  and abstain from

hooting.. the way they  used to give  the second trouble to muslims was that

they would spread  rumours in order to create fear among muslims..

[the remainder lesson continues with

the teacher reading out Arabic and

translating in Urdu]

Extract 37: Interview with Mr.Osama, a student of year 6 (SD, 29-7-2011)

1 R ¼W\ZL!*g}~Cñ

please tell me something about yourself..

2 Mr O ”)®)  .. æZgk~ÂÑzq„Ð÷}zZ− .. ä‚wñ  ÷~/ .. ZÌ~‚wWy~ðV~

Zkn=ÑzqÐæg�¡H))ŒÛWyÃi!*ãc*Š™**(( .. ¬~ä .. Ñðñ¸~eZwŠc*ŠH
now i am in the last year.. in grade six.. i am twenty year.. my father had been

associated with madarsa for long.. he put me in it since the beginning .. first i

did hifiz (( memorising the holy Quran))

3 R Ä²á~H?
how long did you do that?

4 Mr O Šz‚w~

in two years

5 R ?.. X/~¡ÑzqH
at what age did you start hifz..?
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6 Mr O ‚wÅ/~ 10

at the age of 10

7 R ?.. ZkÐ¬HHå
what did you do before that..?

8 Mr O .. eḡkJ- .. Šk‚wÐ¬Zjw~7,Jå
before the age of ten i studied in a  school.. till grade four..

9 R ¾ZjwÐ?

from which school ?

10 Mr O .. ZjwÐ  ´º~Zq-u»g~
 in our locality there was a government  school..

11 R  ZkÆŴ\Zk  ˆŠz‚wW\ä¡HZzg  ZkÆ .. ~7,J  ªā¬W\äeḡkJ-Zjw
.. ~W‰  ægÐ

which means first you studied in a school till grade four.. then you spent two

years in memorising the holy quran and then you got the admission in this

dini madaras..

12 Mr O !*Ç
exactly

13 R ?.. 7,|ð̀  ZkægÐ~Ä‚w

how long have you studied in this madarsa..?

14 Mr O .. ZÌ÷ZWẐV‚wñ
this is my eight year in this madarsa..

15 R ?.. ÂW\ZkægÐÐÃgrðgñ³

so you are graduating this year..?

16 Mr O .. Šz‚wZzg7,−ñ .. ~YƒVÇ   ð™Šzu}ægÐ  ZÌZkægÐÐÃgr

after graduating from this madarsa i will go to other madarsa for further

education.. i have to study for two years more..

17 R Z[ZkÆĤ0YN?
what will you become afterwards?

18 Mr O: .. ¬Ý0YNÐ
religious scholar..

19 R ?.. y~Hi!*y1sð
what language do you speak in home.. ?

20 Mr O .. ZgŠz~„1s³

we use Urdu..

21 R ?.. âŠg~i!*yHñ
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what is your mother language..?

22 Mr O _
Pushto 

23 R ?.. _WCñ
you know Pushto..?

24 Mr O ŒVÂZgŠzS¹ñ))—ZDðñ((  ZzgægÐ~  1s³  y~_Ì .. Y[!*ÇWCñ
....7

of course i know.. we speak Pushto in our home as well and in madarsa only

Urdu is spoken here..((smilingly)) no..

25 R ZzgZ#?çÑ}~YD .. 1ŒV6,Z‹72ðYC .. ZjßV~Zôm,~ZzgZgŠzÅ½Š~YCñ
āZôm,~¹ic*Š{ñ  ðVÐÂŠÙðñ

in schools English and Urdu is taught..but here English is not taught.. and

when you go out in society you must be noticing the presence of English

 everywhere

26 Mr O Y
yes

27 R ÷Ck™Dð?
how do you feel?

28 Mr O %.. ¼ZÖpÌJYD³ .. ZÌCÙ(ZÝ~Z‹¹gSñÂ  .. I»ŠweLñÿZôm,~þ
.. 7bfe³  Z#ÃðÂÂW@*ñÂZk»p .. ZÖpJ‰  ¼¼

i want to learn it [English].. now everywhere English is used .. i also have

picked up a  few words.. without learning them properly .. whenever i come

across any difficult word i ask its meaning..

29 R ZY
o.k

30 Mr O .. ÆẐÌJg;ñ   ÷ZZ&¼-£é GEðÃgrðä .. I»ZŠZg{ñ  z,ÃgrðäÆˆ

by the way after graduating i have plans to learn English.. my brother  is

learning English after graduating from  madarsa..

31 R ?.. Z#?Šzu}”VÐXðÂ÷Ckð@*ñ .... ?ßvÇ**Ì7Fg  7ñ T.V ægÐ~

 you do not have any television here..you do not listen to songs.. when you

meet with children outside how do you  feel..?

32 Mr O .. Zq-ZvÐ@ñ
i find myself a stranger..
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33 R Šz  $.. O]~¼:¼Š3ð@*ñ .. ?Zkâjw»z¾§b¶ŒVQŠy¹ẑsð@*ñ
 QŠzu} .. _·ð@*ñ  ZkÆˆ .. ð@*ñZkÃc*Š™ä³  �$ .. ŠzCÅahc*V¯ððC³

 aä]Zk„§b¦/gYD³ .. $Å»g~ðCñ
how have you socialized into this environment over here the days are

extremely packed.. every hour is planned for some task.. we do   lesson.. after

lesson we do taqrar.. pupils in twos sit together.. they revise the lesson and

memorise it.. then we have reading hour.. afterwards we read for the next

lesson  .. this is how twenty four hours are spent

34 Mr O

[ laughs]

35 R .. ½â7g~i0+Ï¦/Zg~ .. yc*ŠW@*ñ
 you miss your home.. you have spent most of your life here.. 

36 Mr O .. tZˆk»ðŠH  1Z[ .. Ñzq~ð@*å
in the early days i would .. but now i have no much feelings..

37 R .. Z[t„y4ñ
now this looks like home..

38 Mr O ŠweLñ²:)å Xg�zZ:YN  .. Âz;VŠw74 .. YXZ[Z¤/”?yYD³

now if we go have on vacations.. we do not like our home.. i feel like getting

back to madarsa

39 R .. Zôm,~i!*yÆ!*g}~
'+£é
G

g~HgZññ
 what are your views on English language..

40 Mr O .. W`ÀÆZ±gÐCÙ(?ñ .. ¢zg~ñ .. Ge’

we should learn it.. it  

41 R .. Šc*Y@*ñ   ZÚizgYV  ŒVQ .. ²!i!*yÆ!*g}~
'+£é
G

g~HgZññ
how do you see Arabic language..why do think your Madarsa gives  so much

importance to it 

42 Mr O ‚gZ .. ²!ñ    }gZÑ .. ŒÛWy²!~ñ  YVā .. Š+»zñ  ²!ÂZ=Zîñāz{}g}

 Ÿñ  ²!»
Arabic is important because it is a  part and parcel of our religion.. because

Quran is in Arabic .. our prophet was Arabic .. all our religious tradition is

Arabic

43 R 5D³?  H?ßÍVÃ²!1ÜÌ

 are you taught how to converse in  Arabic ?

44 Mr O .. ð@*ñ  ²!†Æne{Ãgk™**
for speaking in Arabic we have another courses..
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45 R ?ZKi0+Ï~H™**eTð?
what are your plans for life?

46 Mr O .. Zsx»  Šú] .. 'tS»x™NÐ
 i will only do the same work.. the  job of a missionary of Islam.

Extract 38: Interview with Mr. Rizwan a student of year 4 (SD,   29-9-2011)

1 R ?.. Ä‚ßVÐW\ŒV?³

how long have been here..?

2 Mr Riz .. ~½âeg‚ßVÐŒVðV
for the last four years..

3 R ?.. ZkÐ¬W\¹V¸

where were you before this place..?

4 Mr Riz .. ¢auHñZzg¢auÆˆŒVWc* .. ZkÐ¬~Zjw7,kå

before i studied in a school..did matric and after matric i came here..

5 R ?.. Zjw~ZL½¾i!*y~à
which language did you get your school education in..?

6 Mr Riz .. ZgŠz~

in Urdu..

7 R ?.. ¹V?

where..?

8 Mr Riz "5¾æ EH
Y

Zx~))´º)~((

in Butgram (( tribal area))

9 R W\ÅâŠg~i!*y_ñ?
your mother tongue is Pushto?

10 Mr Riz ..Y
yes..

11 R .. W\¾§bZyqzVÃŠÙ³ .. ÆˆægÎVÆ!*g}~¹¼GgÃMñ 9/11

post 9/11 a lot has been talked about madaras.. how do you see all this..

12 Mr Riz Ðù7  ZkægÐ~�ÁßÍV .. ½âeg‚wð‰³  =.. �ßvìwgnp³ßìwgnp³

.. Zk»@ðg;ñ  ðVŒV?
the popular view is false.. i have been studying here for the last four years..

what i hear about it and what happens in reality is totally opposite..

13 R ?.. 1àYCðÏ  Z#W\"5¾æ EH
Y

Zx~Â̧z;V_
when you were is Butgram Pushto  must have been spoken there..?
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14 Mr Riz  }gZN*ìŸù .. CÙqpsð̂ .. i²!WŠH  ~2005 Qz;V? .. YC¶  Z#"5¾æ EH
Y

Zx~Â̧z;V_1à
.. ŒVŸŠc*  Â}g}zZ−ä—)4èG  ðg;å
when i was in Butgram it would be pushto.. then there was a massive

earthquake in 2005.. everything got demolished.. a lot of time was being

wasted  .. so my father sent me to this madarsa

15 R c*Š™**((?  W\HŒÛWyqƒ³))ŒÛWyÃi!*ã
are you a Quran Hafiz (( have you memorised Quran))?

16 Mr Riz Y
yes

17 R .. ?ñ�Šñ CD Â}g}0*kŒÛWy  Z[ .. ŒÛWyÑpÃi!*ãc*Š™**YV¢zg~ñ
why is it so necessary to memorize Quran..when we have it in CDs..

18 Mr Riz MVä¡ .. }g}‚B�±Æ7,|gñ÷ .. YVÆ ..ñ fcÂŒÛWyÃ¡™**¹¢zg~ð@*
.. ZzgZkÃ'ZyÆn»°Âð@*ñ .. ŒÛWy0*uÐ�ŠÑbä3÷ .. 7HÂ
for religious scholar it is very importa .. because .. boys who are studying

with us..and have not learnt Quran by heart..finding arguments from Quran..

and understanding them is very difficult for them..

19 R ?.. ¡™ä»  ZkÆ´z{ÃðŠzuZÃZ+{
any other benefit of learning Quran by heart..?

20 Mr Riz .. cb¹³  Š+ÆZ±gÐZkÆ
from a religious point of you it in full of bliss to memorize it..

21 R ..Y
yes..

22 Mr Riz tÂZv»Zq-7{ñāgLgLac*Š™fe³

it is the miracle of  Allah that  even young children learn it by heart 

23 R ZÌW\ÃyÃyÐp}7,|gñ³?

what subjects are you doing?

24 Mr Riz ²!ZŠ[ .. ²!¤/Z% ..} Zßw .. î}7,|gñ³

 jurisprudance ..Arabic Grammar we are doing jurisprudance..  principle of  

Arabic.. literature

25 R ½ÆŴ\H™,Ð?
what are your plans after finishing?

26 Mr Riz ?´VÇ
i will be a religious authority

27 R Zk .. tZq-bk,{ñ  Z(4ñā .. ñ!*CÙÅi0+ÏÐ  ~Š8ðVāŒVÅ�i0+Ïñz{¹Z

Zz‡]Z .. i!*3Z³
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what i notice and feel that life in here is totally different from the life outside..

the use of languages are different .. timings are different..

28 Mr Riz Zq-‚BƒÎD .. aZVD³ 4.30 ½âð .. 'z{„»x™**ñ .. O»x»Zq-{mz‰Üñ
. ZzgZq-„(?ƒÎD³ .. Zq-(7,_÷ .. Zq-‚Bƒ3D³ .. ³

for everywork there is a designated time..only that work has to be done..they

wake us at 4:30 in the morning .. we sleep together.. we eat together.. we

study together.. we all sleep at one place..

29 R ?.. W\Ã÷Ckð@*ñ
how do you feel living here..?

30 Mr Riz .. YVā�¼!*CÙðg;ñŒVQZk»¦gÌ7ñ ..³ ¹Ð‚Ckð@*ñZ#î!*CÙYD
æg�~î³ZzgÂÁ .. **eñ   `Š9  .. ±YVÐ!*'™** .. ¯y»ZEw  ñ!*b .. WiZŠ~

.. ³

feel myself very stranger when i go out.. because things happening in the

society is unimaginable here.. liberty.. uses of mobile phone.. talking to girls..

watching movies is impossible.. in madarsa we are here with our books only..

31 R 7  Z‚E+{ZgŠz1sðñZôm,~»ÃðÌÂZEw  ZyŠâV~~ä̈gHñā¤̈DZzg
?.. ZkÅÃð{mzzñ .. ™D
i have noticed that teachers and pupils  do not use a single word of English

while conversing in Urdu.. is there any reason for that..?

32 Mr Riz .. c*ZgŠz ..ì ²!?Šc*Y@*  ic*Š{izgñz{  ÃðzzÂ7ñ1ŒVt�
there is no particular reason for  that but over here Arabic is given

importance.. or Urdu..

33 R ?.. §bŠÙ³  ²!i!*yÅZ—.3ïGGÃ¾
how do you see the importance of Arabic language..

34 Mr Riz z{  paVāîæZgk~7,_³Zzg}g~ÎÌÂÁ³ .. !*CÙÅŠ*~Â²!ÅÃðZ—.3ïGG7ñ
.. }gZt%ñ .. ²!ñ
Arabic has no value outside the madarsa..since we study in madarsa and all

our books are in Arabic .. this is our field

35 R §b  Z[Zj¾ ..ñ ZgŠz~½Š¶QizgŠc*Y@*  Ó#ÖÅ�i!*âVÅ0*ŒñZk~Zôm,~Zzg
?.. ŠÙ³

the language in education policy of the country stress on English and Urdu..

how do you see this policy..?

36 Mr Riz ¸òi!*yÃÌ  ÁZiÁZK .. ÃZgŠz7,�7WC  qwtñā”V .. W`ÀZôm,~6,izgŠc*Y@*ñ
Zî  1Šzu~i!*3Ì .. Zïg7ñ  Zôm,~ÅZ—.3ïGGÐ .. tøg~Tyñ .. eÂ  Š´  Z—.3ïGG

..³

377



these days English is given importance..the situation is that children can not

read Urdu.. at least they should give importance to our national

language..which is our identity.. no one disagrees with the importance of

English.. but our languages are also important..

37 R ?[ Z‹] ÃWD³  Zk0*ŒÆHZW,Z]

what do you think on the consequences of such policies [English]?

38 Mr Riz . ÌWñÇ  i!*yÆ‚BZyÆg‚›
with language their culture will also come..

Extract 39: A grade 8 lesson on length of mourning , (SD, Moulana Khalid Amin, 1-4-2011)

1 S [pupils read from the text book] .. ŠkŠyðÏ [ °] ] ¬xúg]Å°]eg¹ .. (ðC} xxx ZyÅ°]) .. �qnðC³

for a pregnant women.. they have (xxx)  .. for a normal women the period

[mourning] is four month ten days..

2 Mr K [reading, Arabic]   ææææÂÂÂÂ‚‚‚‚éééé]]]]ÖÖÖÖvvvv††††ééééÊÊÊÊoooo]]]]ÖÖÖÖççççÊÊÊÊ^̂̂̂éééé]]]]…………eeeeÃÃÃÃjjjjääää]]]]����ãããã††††ææææÂÂÂÂ����††††]]]]÷÷÷÷  "

3 Mr K  [explaining, Urdu] ih+»ZÙw  egâ{ŠkŠyìWiZŠúg]Å°]zÃ]†ih+ZzgZ0+»ïbåZzg  WiZŠúg]Å°]zÃ]

Zk .. ñX  pt°]zÃ] .. Zk°]Ã°]zÃ]ë³ .. ¦/Zg}Ï  Z[z{°]zÃ] .. ðŠH
Šz§bÅðC .. °]�ñ  Zk~‰Z�ÛZŠÂtë³ā‚ .. Z%sg;ñ  çA~Z&s»

ñZq-°])Z»È " )Z " Zzg°]  ŠzÑ " °] ....ñ
for a free women the period of mourning  is for four months mourning for

example  Zaid and Hinda are married and Zaid had died ..now Hinda will

spend a period of time  after Zaid death.. this period  is called mourning

period .. but how long should this period be.. in this matter experts have

different opinions.. some of them say tha mourning period is judged based on

the types of death.."  the women who has lost  her husband deaths are of two

types ..one is called "daula"  and the other is called "Hisra"  the firstone  is

for one year  mourning..  Hisra means

4 Mr K [explaining, Urdu]  ªic*Š{NZ[tñāZq- .. z{Ññ  ŠzÑ�ñ  F|Z]�ÛâD³ā°] .. ŠkŠy  eg¹

Ó..^ p4Hñ .. ZYi]ñ  eg¹ŠkŠyÆˆ .. ‚w¦/Zg}

four  months ten days.. many experts claims  that mourning "daula" is better

than mourning "Hisra"..means there are more rewards from Allah for daula

because of one year ..after four months and ten days there is permission..but

what is better^ ..where

5 Mr K [reading, Arabic] ææææ]]]]ÖÖÖÖ„„„„mmmmààààmmmmjjjjççççÊÊÊÊççççááááÚÚÚÚßßßßÓÓÓÓÛÛÛÛççççmmmm„„„„…………ææææáááá]]]]‡‡‡‡ææææ]]]]qqqq^̂̂̂ææææ‘‘‘‘nnnnjjjjääääŸŸŸŸ‡‡‡‡ææææqqqqããããÜÜÜÜ
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6 Mr K [explaining, Urdu] z{Zq-‚w .. Hñ  Zkqw~āz{ZKç-VÃgh™%gì÷  ßv?~zÃ]0*YN � ""

 ™*~  ŒÛWy .. |Z]ÅHñ  Š?Zy ^ ™‰ .. āZq-‚w .. ~ñ  NZ[ic*Š{¾ ..^ñ
ZK " ÚÚÚÚjjjj^̂̂̂ÂÂÂÂ^̂̂̂]]]]ÖÖÖÖoooo]]]]ÖÖÖÖoooo]]]]ÖÖÖÖvvvvççççÖÖÖÖÇÇÇÇnnnn††††]]]]ìììì††††]]]]qqqq^̂̂̂  ™ÆYN  z¤ .. gh™%YD³  �ZKç~Ã  Zg÷áŠñ

.. z¤™,  q-‚wÅ H  ç-VÆnZq-‚wÅz¤™,:å3

those of you who die leaving their wives and husband where lies greatness^ ..

that  is one year..where lies more rewards from Allah ..one year.. have you got

it..^they argue  based on Holy  Quran those who die  leaving their wives..  they

leave..a will "  they should make  recommendation

7 Mr K [reading, Arabic] " ææææ]]]]ÖÖÖÖ„„„„mmmmààààmmmmjjjjççççÊÊÊÊççççááááÚÚÚÚßßßßÓÓÓÓÜÜÜÜææææmmmm„„„„…………ææææáááá]]]]‡‡‡‡ææææ]]]]qqqq^̂̂̂ææææ‘‘‘‘nnnnjjjjääääŸŸŸŸ‡‡‡‡ææææqqqqããããããããÜÜÜÜ   ÚÚÚÚjjjĵ^̂̂ÂÂÂÂ^̂̂̂]]]]ÖÖÖÖoooo]]]]ÖÖÖÖoooo]]]]ÖÖÖÖvvvvççççÖÖÖÖÇÇÇÇnnnn††††]]]]ìììì††††]]]]qqqq^̂̂̂

she does not come out of home for  a year   they should make  recommendation

8 Mr K [explaining, Urdu] ÊÊÊÊ^̂̂̂áááá " .. z¤™}ZzgZq-‚wJ-:†  Zq-‚wÅ " ÚÚÚÚjjjj^̂̂̂ÂÂÂÂ^̂̂̂÷÷÷÷]]]]ÖÖÖÖoooo]]]]ÖÖÖÖvvvvççççÙÙÙÙÂÂÂÂnnnnçççç]]]]ìììì††††]]]]qqqq^̂̂̂ ".. z¤™,
ææææ]]]]ÖÖÖÖ„„„„mmmmààààmmmmjjjjççççÊÊÊÊççççááááÚÚÚÚßßßßÓÓÓÓÜÜÜÜææææ Z¤/eg¹ŠkŠyÆẑ{ò Z¤/òYNÂÃðkH{7         " ìììì††††qqqqààààÊÊÊÊ¡¡¡¡qqqqßßßß^̂̂̂||||

�ßv?~zÃ] ( ææææ]]]]ÖÖÖÖ„„„„mmmmààààmmmmjjjjççççÊÊÊÊççççááááÚÚÚÚßßßßÓÓÓÓÜÜÜÜææææmmmmˆ̂̂̂…………ææææáááá]]]]‡‡‡‡ææææ]]]]qqqq^̂̂̂ Yñ) " mmmm„„„„…………ææææáááá]]]]‡‡‡‡ææææ]]]]qqqq^̂̂̂ææææ‘‘‘‘nnnnjjjjääääŸŸŸŸ‡‡‡‡ææææqqqqããããããããÜÜÜÜ

ÂŒ~Wc*āZq-‚wÑñ .. ÂÃðw`7 0*YNZkqw~āz{ZKç-VÃgh™%gì÷
Zkeg .. 1Z�s»è<Øtìā .. ÂZy|Z]ÅŠ?tWe$ñ .. Zzgeg¹Â¦/Zg#-:ö

EGX¦/Zgä³

mmmmjjjj††††eeeevvvvàààà " " mmmmjjjj††††eeeevvvvàààà]]]]…………eeeeÃÃÃÃjjjjääää]]]]����ãããã††††ææææÂÂÂÂ����††††]]]] .. Yè¬Zq-‚w¶ .. Zq-‚wñ„7 ..³ ¹ŠkŠy

ZOg™,egâ{ " mmmmjjjj††††eeeevvvvàààà]]]]…………eeeeÃÃÃÃjjjjääää]]]]����ãããã††††ææææÂÂÂÂ����††††]]]] ".. t�‚wzZàWe$ñz{™cñ " ]]]]…………eeeeÃÃÃÃjjjjääää]]]]����ãããã††††ææææÂÂÂÂ����††††]]]]

ŠkŠy
for a year.. " one year  of mourning so that if  she comes out after four months

and ten days  if  she comes out after four months and ten days then there is no

problem..so we understand that  one year mourning is better but four months

ten a days of mourning is mandatory  ..so they argue based on this verse  but

Hanafi  belief that..mourning of four months  ten days  is needed ..one year is

not not  relevant  any more.. what we  say  that mourning after death used  to

be one year..

9 Mr K îtë³ā°]zÃ]Zq-‚w¬ðZ™C .. eg¹zZàWe$ÅzzÐZq-‚wzZàWe$™cð̂
.. ªāZkWe$äŠzu~We$Ã™c™Šc* .. Z[7ðC ..¶

it is no more now..means one  verse  has cancelled  the other verse

[the remainder lesson continues]
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Extract 40: A grade 2 lesson on Geography, (SD, Molvi Abdul Rehman, 30-3-2011)

1 R .. ZKÂÁïB .. t¢~ÐÖYƒ .. g‚ZKZK(ÖYN

o.k sit at your own places.. go and get your books.. good..

2 Ss ÷á!*l .. Â[áÆÖYƒ .. u»\VáWN

do we get the  note books.. as well

3 R ;V‚Àîä',ZW .. ÷á!*l .. Wƒ‚¢~Wƒ .. ñß~b™r#ÐYÆ7g .. ¹VÐ

.. -g\Æ!*g}~7,Jå

from where..go and ask Maulana Shafeeq..hurry up.. good..so

yesterday we read about continent Europe..

4 Ss .. uîä-g\ZzZ�ÛiÆ!*g}~7,Jå

we read about  Africa and Europe..

5 R Šz!*g{7,|ßQ~ÎZÑ]™zVÇ  g¢~Ð-g\Ã .. gZ[ZKÂÁÈ™ß

now close your books..first you quickly read lesson on Europe then i

will ask you questions

Ss [revising the  lesson]

6 R ZyÃÂ[ÐNÚ™  ÐW™Dðñ((~  [)).. 7gZZq-i7,|ßf‚d™Dðñ

Ðic*Š{̃´Æ 70 †ZyßÍVÃ .. 7,J@*ðV  Ì'ZB

read the entire text and memorize.. ((pointing towards the resercher))  i

have taught   them geography beyond the text book as well.. for

example they know the names

7 R .. YŠZgs†c*Š™ZŠb³

of capital cities of more than 70 countries.. yes

8 Mr M [talking to researcher] ))[ÐW™Dƒñ((t�Â[ìz{zÃtZ=ZgZk0*ÎyäY8ìZhÂ[

Š~Zzga¶)®)ÅÂ[Ì .. t¹Šc* .. 7,J  ¬~äZyÃZjw»»[Ì ..ñ

.. 7,JŠ~

 this book is published by Wifak ul Madarsa Pakistan.. it is a very good

book.. first i taught them the curriculum  of schools as well.. i taught

them.. the books of grade three and four..

9 R ^.. ))CYÐ7yƒñ((',ZW-g\¾',ZWÆ‚B5ðZñ ..Y

yes..((asking pupils)) which continent is boardered with continent

Europe..^
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10 Ss .. Z¨Æ‚B5ðZñ .. îCN .. ))‚g}aJBZVD÷((î�Z[Š,Ð

[all pupils raise their hands] with Asia.. i will give the answrers .. sir do i tell..

11 R ^.. ',ZW-g\ÆÑw~Ãy‚«gñ

which sea is there in the south of Europe..^

12 Ss dßÑà .. ))‚g}±ÆJB9Z™D³((uîCN

((all boys raise their hands))i will  tell sir..Arctic  occean

13 R ^.. ',ZW-g\Æ†[~Ãy‚«gñ

which sea  is there in the south of Europe..^

14 Ss dZªâk

Atlantic ocean

15 R ^.. ',ZW-g\Zzg',ZWZ¨Ã5™H¹Y@*ñ

what do we call when we combine continent Europe and continent

Asia..^

16 Ss -gzZ¨

EuroAsia

17 R ^.. ÃyÐ̃´bk,÷ZzgÃyÐbk,{ú÷  (ZYtCƒā-g\Æ ... -gzZ¨)

EuroAsia (...) o.k now tell me  which countries of Europe are islands

 islands..^ and which look like

18 Ss ™Dðñ((  uîCN));B9Z

do i tell ((pointing towards a pupil))

19 R g?Cƒ))Zq-¤̈DÅ§sZ÷ág{™Dƒñ((

o.k you tell ((pointing towards a pupil))

20 Ss ..ì Zzg¤/öbk,{ú .. ZÖZzgW],Cbk,{÷

 England and Ireland are islands.. and Greece is like an island..

21 R ))Äz‚Šg„™Dðñ((ì  

(( noise in the class)) who is hitting whom ((controlling the discipline

of the class))

22 Ss ñß~™r#~e&+Zá™WƒV

molvi sahib do i get a stick

23 R ZyÃâg  W\äYV

why have you hit him

24 Ss ñß~™r#~ä7âgZ
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moulvi sahib he is going to get the stick

25 R .. ZŠOWƒ‚

come here..

26 Ss .. ñß~™r#z{e&+{heYg;ñ

molvi sahib he is going to get the stick..

27 R .. 7Í/õ FGÂ[ÅBZzgZ�Ûi7,³

o.k lets open your books and read continent Africa..

28 Ss Ã  Z�Ûi " ))Â[Ð!*WzZi—7,_ðñ(( .. ë7,³Ð .. ñß~™r#î7,³Ð

.." ¼²£IJ- ... ~)]¶   upÍ]Zzg1YâgzVÅzzÐWæzgÄ

moulvi sahib((raising their hands)) i will read.. i

will read..((reading aloud from the book)) "Africa had problems

because of dense forest and wild animals a few decades ago"..

29 R  Å   ZÌÌZ�Ûi .. ‚wƒV 70ñ  ƒY .. 7ñ  '¼²āIJ-Ð%ZŠäæ‚w

Âvu.e$)qª~ .. *óÐi0+g .. Âîä^ .. **+?ç
J
E..~ 2001 Z#î‰¸

³¢a 25 "zyZzgÎeZyY**ƒZÂZyßÍVÃ .. ee  ZÌ}g}Z‚E+{» .. vu  IKƒð ..¶

..^ Œ‰ .. ™**7,Z .. »Ẑ(™**7,ZāZ7¢JÇh~?̂™**

stop.. by few decades it does not means fifty or twenty years .. it may as

well be 70 years.. even now there are countries in Africa where

travelling is a problem..recently.. i went to Niger in 2001.. we  travelled

there..from  Niamey to Zinder.. the road were in bad state .. mostly

broken..recently our teacher went to  Cameron and Sudan they

sometimes had to travel on donkey as far as 25 kilometres..have you got

it^

30 R .. WæzgÄùë³

what do we mean by travelling..

31 Ss " ¹Y@*å  ZknZÐ@*gq-',ZW " ))Â[Ð7,_ƒñ(( .. Zq-(ÐŠzu~(Y**Z

movement from one place to another..((reading aloud from the

textbook)) "that is why continent Africa is called a dark continent"

32 R .. ÐH%ZŠñ " @*gq- "

what do we mean by "dark"..

33 Ss ªy .. Z0+ƒ}~  

without light.. poorly habitat
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34 R Z#Îg`ÅgzÝ .. ÃðgzÝ7ì  Zk~ .. @*gq-Ð%ZŠtìā',ZWZ0+ƒ}~ñ

ŒVqzVÃŠ9¹Âì .. Zk~ÃðgzÝ7ì . ƒCìA$ßvZCgZ3ŠNMh÷

by dark we mean continent Africa is in dark .. there is no light in it..

when there is sunlight then people can not see their way..there is no

light in it .. it is difficult to see things

35 S [reading out from the book] 1 .. ~¥â]¹Á‰  !*¹Š*ÃZ�ÛiÆ!*g} " )Â[Ð!*WzZi—7,_ƒñ((

.." z‚bÐâÑâwñ  Z�ÛiŠgC .. YVāt¹!~ÐF,¹™g;ñ  Z[Z+ßg�w7

 "the rest of the world know very little about Africa ..but now the

conditions of Africa has changed because there  has been development

in there ..Africa is rich in mineral resources"..

36 R ŠgCz™wÐH%ZŠñ

what do we mean by natural resources..

37 Ss n*] .. i}

earth..minerals

38 R ¥�Z[  Zk„§bÎZw™D÷Zzg  ))†$~Z*Š  ðzw .. Zv¬\Å§sÐÃ́

Šï÷((

from Allah we get coal.. petrol ((the remainder lesson continues with

teacher asking questions and pupils replying))

Extract 41: A grade 9 Islamiat lesson on Ashrah-e-Mubashrah , the blessed campanion of Prophet at (SA, Ms. Tehmina,

17-7-2011)

1. Ms T: (…) and if there is any word that you do

2. not know how to write or if there is any sentence

3. in the test you are unaware of .. kindly raise

4. your hand and ask me..

5. S: (xxx)

6. Ms T: because they were basically very ignorant..

7. you know Bedouin.. they did not

8. know actually how to behave socially and

9. morally but after the companionship of

10. our holy prophet they evolved themselves..
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11. evolved means change themselves

12. S: ((raises her  hand and the teacher approaches

13. her))

14. Ms T: ((reads the textbook of pupils and

15. explains))

16. o.k.. this sentence is that they were insulted

17. .. first you tell me the meaning of "denouncing"

18. "they were insulted and abused" means

19. that they were beaten especially slaves ((

20. she reads the sentence from the book))

21. "they were insulted and abused.. beaten

22. and tortured many a times especially slaves

23. who were tortured almost to death but

24. non of them ever thought of denouncing has

25. will".. tell me what do you feel [understand]

26. after reading the full sentence.. you do not 

27. have  to know the meaning of each word..

28. read the text.. o.k.. then connect it to

29. the topic and get the meaning.. done..

30. great.. once you are through your work..

31. put your copy in your bag and just

32. open your text book on page 120..

33. Ss: (some put their note books in bags))

34. Ms T: are you through beta (boy).. what

35. should you have in front of you.. now

36. i ask you questions.. o.k.. what are your

37. comments on ten blessed companions.. it is

38. important for you to remember the translation

39. of few Arabic words.. o.k.. now why were 

40. they ten blessed companion..

41. S: because they were distinguished people..

42. they were easily converts
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43. Ms T: as he said that they were very

44. distinguished.. what was distinguished

45. about them.. in what ways.. were they

46. big general or colonels or were they very

47. very rich..

48. S: because their faith in Allah was great

49. Ms T: Yes

50. S: even in the worst circumstances.. they

51. did not dismay

52. Ms T: anyone else

53. S: they were always there to serve Islam

54. Ms T: (…) some of us are very rude.. we sometime

55. do not use words politely like our talk shows

56. S: Jasmine tonight ((a famous talk show in

57. which the anchor is known for using harsh words))

58. Ms T: she [anchor] shouts so much that.. ah..

59. your pitch and tone really mean something..

60 that is the reason why some people .. you must

61 go and buy Zia Moyeddin recitals. He

62 did some recitals on Shakespeare as well..

63 beautifully ((laying great emphasis)) done.. you

64 must see the tone  and pitch of that man and

65 he is good in English as well as in Urdu o.k..

66 go and buy his cd.. promise you will enjoy it..

67 any age you still enjoy it and he is so good

67 because he knows how to talk.. he is so

69 powerful.. and he does not mix languages o.k

70 and he is proficient in both (…)
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Extract 41 (a) Pictures Showing the material conditions of the success or failure at SC 

 

 

 

 

 

 

 

Pupils writing test at SC Quetta [Taken Date April 16 2011] 

 

 

 

 

 

 

 

Toilet Facility at SC Quetta  [Taken Date April 16 2011] 

 

 

 

 

 

 

 

School Entrance at SC Quetta [Taken Date April 17 2011] 
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Appendices 7 a,b,c,d,e : Legitimate Languages in Schools 

a) SB 

 

 

 

 

 

 

 

 

 

Pre Primary Class Room Soft Board in (SB) [Taken on 29/10/2011] 

 

 

 

 

 

 

 

 

 

 

 

Primary Class Room Soft Board in (SB) [Taken on 29/10/2011] 
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Primary Class Room Chalk Board in (SB)  [Taken on 29/10/2011] 

 

 

 

 

 

 

 

 

Hung outside the Principal Office in (SB) [Taken on 29/10/2011] 

b) SD 
 
 

 

 

 

 

 

On the Entrance in (SD)  [Taken on 22/10/2011] 

Translation of the Sign (On the Entrance in SD, only headings) 

1. The mandatory obligations of making ablution 
2. The sunnah of ablution  
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3. The dont's  of ablution 
4. Conditions breaching ablution 
5. The starting prayers of ablution 
6. The middle prayers of ablution 
7. The post ablution prayers 

 

 

 

 

 

 

 

 

 

Inside the Library in (SD) [Taken on 22/10/2011] 
Translation of the Sign (Inside the Library in (SD) [Taken on 22/10/2011]: 
Rules and Regulation  

1. Sit properly  
2. Maintain Silence  
3. Put the books to its place after using it 
4. Use the book carefully 
5. Do not use the book after the prescribed timings 
6. Keep the library clean  

 

 

 

 

 

 

 

Graffiti written on the toilet wall in (SD) [Taken on 29/10/2011] 
Translation of the Sign (Graffiti written on the toilet wall in (SD) [Taken on 29/10/2011] 

1. Hooliganism and terrorism  
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c) SC 

 

 

 

 

 

 

 

 

 

 

 

Hung in the Corridor [ Taken on 18 April 2011] 

Translation of the Sign (Hung in the Corridor SC [ Taken on 18 April 2011] 

Knowledge is the path to heaven. Department of Education Balochistan 2008 

 

 

 

 

 

 

 

 

 

Graffiti written on the back wall of the class room [ Taken on 18 April 2011] 

Translation of the Sign (Graffiti written on the back wall of the class room 

The Land of Pshtoons  
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d) SA 

 

 

 

 

 

 

Parent-Teacher Conference Room [Taken on 30 November 2011] 

 

 

 

 

 

 

 

 

Hung in the central lobby of the School [ Taken on 30 November 2011] 

 

 

 

 

 

 

 

Hung in the central lobby of the School [ Taken on 30 November 2011] 



Extract 42: Interview with Ms. Fatima Gul, Grade 9 teacher of Pakistan Studies at SA (13-7-2011)

1. R: how would you describe the language

2. policy of your school as i have heard

3. that the school has no written language 

4. policy..

5. Ms FG: well.. we follow a syllabus for certain

6. subjects which are taught in English.. so in that

7. case I would say that even though there is

8. no written policy.. for all the subjects

9. except for Urdu we follow a curriculum that

10. is in English.. and we are instructed

11. is in English.. and we are instructed

12. in our meetings not to communicate with

13. children during our classes in any other

14. language except for English

15. R: fine.. Pakistan language in education

16. policy is very different from your

17. school language policy

18. Ms FG: when my brother was studying doing

19. his engineering from NED university

20. he had completed his A levels and then

21. gone to NED and he had lots of brilliant

22. students ((peers)) coming in from Urdu

23. medium schools from around Pakistan

24. because they have certain quota in the NED

25. R: hm.. hm

26. Ms FG: And after any brother graduated.. after

27. he completed his engineering .. he was so

28. upset because he said Fatima there are

29. so many brilliants students ((colleagues))

30. around me.. because they can not speak

31. in English they are not getting employed and
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32. my brother was one of the first people to get

33. employed because he could speak in English

34. R: yeah..

35. Ms FG: you see.. I feel.. if it is a requirement

36. ((English)) at a professional level.. at 

37. even entry point.. if it is required as it

38. is the case.. then this is very unfair with the

39. majority..

40. you can not get away with English.. if you

41. home not done it well then you get rejection

42. from everywhere.. lots of disappointment

43. later in life because of the school you have selected..

44. R: majority of Pakistani children either attend

45. public sector schools or private non elite

46. schools where the quality of English language

47. is not good.. school like yours are within

48. the access of a very select group.. what

49. you think are the consequences of so different

50. schools in Pakistan on the lives of the

51. children

52. Ms FG: I do think about these issues.. i think..

53. you know .. i feel myself.. it should be made

54. compulsory for people like us to work in minor

55. schools also.. we should give sometime of our

56. daily routine because they can also benefit

57. from our knowledge.. you know education

58. has become very expansions.. therefore middle

59. class and lower middle class have no

60. options but to send to these school..

61. government should also employ right person 
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Extract 43:  Language practices at canteen (SC, 20-5-2011) 

 

Extract 44:  Language practices in corridors of (SC, 20-5-2011) 

1. S: (…)this is third period                                                                                                   درٻم پرډ دې رس(...) S:  

2. T: which subject's class is it* T :درٻم سه  پرډ دې*  

3. 

4. 

T: this is third period.. which class these 

students belong 

T :ښا دوٻم پرډ دې..  

 دهغه مك �س و� دئ

5. S: 6 A                                                                                                                       S :شـپګم ائ رس  

6. T: please make a que.. good.. T :شا , س.. بٻا پا الٻن کئ ودرئ ګئ..  

7. T: who takes you drill class T :سـتا سو ډرٻل پرډ سوک اښلئ  

8. S: mr. Zahir Shah S :ضا هر شا ه صا ځب  

1. 

2. 

3. 

4. 

5. 

S1:(…) hafiza ((short sighted))give me four biscuits.. 

and some seeds.. Not three i want two..  no give me 

two more.. take this one and give me others please.. 

hafiza your glasses are nice (handing in twenty rupees 

note) 

..  بسکوټ راکه   ۴)) څئ څا ته ;ښاكرئ   ((ځا فضه (...) :S1 

..راکه ۲نه  ۳ته خو د.. دئغې بٻج راکه ۱او   

دا واخN  ٻو ذهغا راکه.. نور راکه ۲   

.. او دا بل راکه Pر , نې   

                  ځا فضه دا څشمئ دئ ډ ٻرئ ټهټئ دئ                   

7. 

8. 

9. 

S2: give me pakora for ten rupees.. 

return me 10..  you do not sleep in the afternoon.. 

hafiza please take the money 

..           رپو ن پکو ړې راکه ۱۰ده  :S2 

..دا ورزۍ ښو ب نه کې.. روپـې  راکه ۱۰او   

 ځا فضه پٻسې کټ که

10. S3: pakora for ten rupees  رپو ن پکو ړې راکه   ۱۰ده :S3 

11. 

12. 

S4: (students offering to other students) 

would you like to eat some* 

*       ته ښورۍ :S4 

13. S5: yes give me some bread                          لګ واڅوا ډوډۍ ډوډۍ :S5 

14. 

15. 

S6: give me 10 rupees pakora and half bread.. you 

have given the left out 

..رپو ن پکو ړې راکه او هنام ډوډې ۱۰ده  :S6                   

                                 ده ښو ڼو ل وهښ دې                         

16. S7: give me one nimko اې ٻو منکو راکه:S7 

17. 

18. 

S8: (canteen sales person) whose is this* Is this yours سـتا دې* ده دا څا دئ :S8 

19. 

20. 

S9: give me one biscuit and one daal (cookies)                                ٻو بسکو ټ  راکه او ٻو دال راکه:S9 

21 S10: please hand in the mobile sim ده مس مو, ٻل راکه:S10 
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9. T: please go towards canteen.. T :هلته کئنټن ښوا ال الړ شئ شا , س..  

10. 

11. 

T: don't you listen i am asking you to go 

towards canteen.. harry up* 

T : ; اورئ ده  کئنټهن ښوا ال الړ شئ شا , سهال که..  

*ذر کوئ   

12. 

13. 

S: mr. Mir Ali said that after third period..  

mr. Zahir Shah will take the class 

S :مرئ علئ صا حب وئ څئ درمئ پرډ وا شئ..  

نو بئا ده دا ضاهر شا ه دئ   

14. T: i will come by myself# T :ښـپال درزم سـتا سو ال زه په#  

15. 

16. 

17. 

T: if any one does not sit then he will be 

responsible..  

open your book* 

T :که ئو هلک مه ;س نه وه  

..نو ګهال مه ده زان نه وئ  

*ښـپل کتا بو; ښال س کئ  

18. 

19. 

T: if anyone is not reading and making noise.. 

then note their names 

T :څئ مك هلک شور کئ ئا سـبق نه وئ..  

 ده هغو مه نوما ن نوټ کئ

 

Extract 45:  Student-teacher interaction outside the class at (SC, 20-5-2011) 

1. T: (…) where are you going                                                                                           T(...) :څرئ روان هئ هال که  

2. S: just come out of the class S : رس هغا � س نه راوا� وم  

3. T: which class are you in* T :س دئ مك ٻو دئ �                                         *  

4. S: not going to class, but to washroom S :س ته نو واش روم ته زم �  

5. 

6. 

T: I have told you* 

don’t come out class without pass 

T :ما درته ; دئ وئالئ*  

پا س نه ما راوزئ څئ بغرئ  

7. S: which pass S :پا س مك ٻو دې  

8. 

9. 

T: you have string in your neck.. why you 

don’t wear pass 

T :کئ ده رسئ کام ده ولئ نه .. نو دا پا غاړه  

 څا وئ ده

10. 

11. 

T: don’t come out of you class without 

cards* 

T :رنګا بال ورز بٻا مل راوزې ښه                                *  

12. T: where are you going* T :ته څرې روان ٻـئ *  

13. S: i am going to get water S : رس کو لر بر�  

14. 

15. 

T: you son of cooler you fill the water early 

in the morning 

T :ده کولر زوٻا  

صبځ صو ٻرئ آپ هنن بر سک�                              

16. T: where are you going* is everything ok? T :ولئ ښرئ دئ * ته څرئ روان ٻـئ  

17. T: which period is it.. T :سو ٻم پرډ دئ..  

18. S: third S :درمئ  

19. T: hurry up* don't waste the time T :شا,س ټاٻم مه ضاٻع کوه             * زر رازه  

 



Extract 46: Interview with Ms Meher Murad Grade 10 student at (SB, 10-8-2011)

1 R W\y~ÃyÏi!*y1s³?

which language do you speak at  home?

2 Ms  MM aè}g~âŠg~i!*y�cñÂîßv�c1s³1ZgŠzZzgZ‹Ì1s³

since our mother tongue is Balochi we speak Balochi  at home but we also speak

Urdu and English

3 R .. W\Zjw~�c71—

you do not speak Balochi in school..

4 Ms  MM ! 7u

no sir!

5 R �c1%zZáWD³  Zjw~YV71sŒVÂ¹‚g}a

why do not you speak in Balochi in school as there are a lot children who

come from Balochi families

6 Ms  MM ™**7,@*ñ adjust ¸òi!*yZgŠzñZkn
—)4èG  aè .. YèŒV¼Zzgi!*y1àYCñ

because a different language is used here.. since our national language is urdu

we have to make adjustments

7 R  W\ZkÃ÷B³ .. ŒÛZgŠ}Šc*ñ  W6Zjw~Zôm,~1ÜÑiò

speaking in English has become compulsory in your school.. how do you see

this change..

8 Ms  MM Tiâä~î³Zk~Z‹¹(,ZgzwZŠZ™g„ñ

English is playing an important role in these times

9 R HgzwZŠZ™g„ñ ..

which role is it playing..

10 Ms MM first Â  Z#îZ‹~!*]™, .. ~YN  hospital heYNc*Ë admission W\ËZjw~

ñāZ¤/ÃðZ‹~!*]™áÂ  ¼(ÂÌ ..ñ  ð@*impression is the last impression

Ì¢~ïY@*ñ admission ZÐ

when you seek admission in any school or you go to any hospital.. when we

speak in English then first impression is the last impression.. at some places if

you talk in English you immediately get the admission

11 R W\Åi0+Ï~Z‹äHgzwZŠZH

what role has English played in your life

12 Ms  MM W@*ñc*Zjw³XÃZ‹Zh   visitor Z¤/Zjw~ÃðzZá”VÃ!*CÙ¬³ÂZy”VÃ¬

.. WCñ
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if any visitor come to school or the  school send students out of the school to

represent school they choose students who  are good at English..

Extract 47: Interview with Tooba Eijaz, a grade 9 student at (SB, 11-8-2011)

1 R M\ÃyÃyÏi!*31w$Ë÷?

which languages can you speak?

2 Ms TE ~_XXZgŠzZzgZ‹1w$ËðV

i can speak Pushto.. Urdu and English

3 R .. z‰Ü1r³  W\ÃyÏi!*y¾

do you use these languages on different  occassions..

4 Ms TE  c*ZgŠz~!*]™,  ™D³āZ‹  Z‹Zjw~Zzgk×~Zzgy~ÌÃÒ

i speak  English in school and  at my private lesson and i try to speak English

and Urdu at home

5 R .. Zzg_“1r³

and when do you speak in Pushto..

6 Ms TE  ŠZŠ~Æ‚B_~!*]™CðV

i speak in Pushto with my grandmother

7 R .. ÃyÏ!*yW+Zh@ñ

which language do you like most..

8 Ms TE Z‹

English

9 R .. YV

why..

10 Ms TE 1%~'×{W@*ñ

i feel pleasure while speaking English

11 R .. Ð-ñ  u_ic*Š{7WCXXðh~¹ŠZŠ~   '×{7W@*  _1%~

you do not feel pleasure while  speaking Pushto  learnt a little from my

grandmother..

Extract 48: Interview with Ms. Mubashir,  a grade 8 Urdu teacher at (SB, 30-9-2011)

1 R ZkÆ!*g}~W\ÅH  ... Zôm,~1%»¬Šîì  �Z‚E+{Ãbâ{~  W\ÆZjw~50*ŒWðì

.. gZññ
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a new language policy has been introduced in your school according to which all

teacher  get six months to learn and start speaking..English.. what are your views

on it..

2 Ms M .. i!*yZ‹~7,Jãì  ZgŠz .. ā…Zôm,~~7,J**ì .. W‚y/V~t²<4/õ XG
J .. …tCc*Yg;ì

øg}ˆ[Ð�aŒV%æFH|gì÷Zzg�Z‚E+{ŒV7,Jgì÷  Z#ā .. ªā�7,JDƒñÌ

Ðic*Š{ZgŠz  ÷}aic*Š{  ~Z#þ7,Jg„ƒCƒVÂ÷~ÃÒƒCìā~Zzg .. ZyÆne7

Z‹Ã  Zk§bÂZgŠz»ƒYñÏ .. 1ZyÆìw~tßì .. ~—ƒV  ÌZgŠz  ~1ge?@*gõ .. 1B

.. ZyÆìw~WÐŠ3Yñ

we are told.. let me put it in easy words..that we are supposed to teach Urdu

language in English.. which means the medium of  instruction will be English only

even while  teaching Urdu.. on the contrary we think that pupils and teachers are

not able to do it.. when i am teaching i make sure that my students and i speak

Urdu most of the time..  i write dates on board in Urdu numerics but they think it

is a wrong practice.. they think English should be at the forefront.. 

3 R .. 7,Jc*YñÂZkz‰ÜW\ßÍVÅWgZY÷áï¶  Z#têHŠHāZgŠzi!*iyÃZôm,~~

were you consulted at the time of  policy formation.. 

4 Ms M b¹»N*ìŠ}Šc* .. ™Š,Ð  ŠHìāZ¤/W\t7™ÃÏÂëW\ÃÃgr  t¹ .. tÂ�gŠ–ð0*ŠHì ..

.. ÃðZÌ7   ìZkÅ  øg~�ZgŠz~‡/ ..ì Z0+gW\ät»x™**  ŠHìāb¹Æ

no.. this policy came as a threat..we are told that if we did not do it  we will be

fired.. we have been given  six months and in these six months we have to do it..

our knowledge in Urdu is   not valued..

5 R W\Æìw~Z(YVHYg;ì

why do you think this is being done..

6 Ms M £g½4ƒYñÇ  ÅzzÐic*Š{ŠZ¾�ÐZzg  ZyÆìw~ic*Š{Zôm,~

they think that by promoting English they will get more admissions and the

standard of education will imporve..

7 R .. z{ÂZì  0*ÎyÅ�i!*âVÅ0*Œì

the language  in education policy of Pakistan  is different..

8 Ms M .. 0*Œì  6,ZÇf$ZjßVÅZK  7ÅYCXX follow 7z{Â!*ÇÌ

no that is not followed at all..private schools have their own  language policy.. 

9 R Z(YVì

why is that so..

10 Ms M WNXXßÍV  ZyÆ0*kic*Š{Ðic*Š{Ðic*Š{ŠZ¾ .. ic*Š{A  Z(Zknìā6,ZÇf$zZßV»»gz!*g

.. ¾d$ÆÃAå(,_g÷  Z÷Zzg .. ~ic*Š{Ã,ƒYñ
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it is because that the business of private school flourish.. they get  more

admissions.. they want to widen the gap between  the rich  and the  poor..

Extract 49: Interview with Moulana Abdul Rehman, teacher at (SD, 31-9-2011)

1 R 7,Jc*YñÇZzgÑzqÐZôm,~7,JðYñ  0*ÎyÅÓ#Öt9ñā”VÃZgŠzi!*y~

.. ZjW\¾§bŠÙ³ ..Ï

government of Pakistan maintains  that pupils will be taught in Urdu

and  English is introduced as a subject from the beginning.. what are

your views on it..

2 Mr H t7Š¬Y@*ā  7ZŠZ™D³  āßvZKf)ŠZg~  ~äŠ¬ñ .. ¤Ï7ñ

.. 7Wc*  ”VÃWc*c*

lack of seriousness.. i have seen that people do not fulfil their

responsibilities  .. no one talks about what the learning outcomes are..

3 R .. Zmzz .. ægÎV~Zôm,~77,JðYC ..Y

yes .. in Dini madaras there in  hardly any teaching of English.. any

reason..

4 Mr H  ZkægÐ~7ñZkÅZîzztñā  1 .. FŠ´ægÎV~Zôm,~Ì7,JðYCñ

Zôm,~  Šzu~zztñāîtB³āŠ*ÆZ0+gÜs .. ?á  îZLZ&sÆ§hV

7ñYVā~F  Z( .. i!*yð internationalc*unique i!*yZ
$h4-<4è
GGEXGñā�

™D  ŠHz;V6,ßvZôm,~71sZzg:1ÜI  Thailand ~pŠ .. ˜´~Y[ðV

eZËÌ .. z{ßvZbÌ³ .. W@* uÆZ0+g(,}(,}WfiÃZôm,~»Zq-Â7 ..

�ÛZ÷ .. YCXXF,¹ðŠH  ̀*ÆZ0+g}Z‹71à .. §¹c*C³  ¹ic*Š{ ..³

.. ÆÜs³  Z,³�Z‹   -g\ÆF̃´ .. ðŠH
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in many dini madaras English is taught..but in this madarsa it is not..

the main reason for it is that we want to follow the  foot steps of our

elders.. second reason is that we think English is not a unique

language it is not an international language..  in this world.. i have

been to Thailand their  people do not speak  English and they do not

want to..in China officers of higher  ranks do not know a word of

English..they have engineers .. they  have doctors.. they are a

progressing nation.. in Germany English is not spoken .. similarly

Turkey..France.. in fact many countries in Europe are against

English..

5 R :YY R

hm.. hm..

6 Mr H  z;V6,�Ûõ  �ÛZ÷ÅÎÌ»ßãñ .. 1àYCñ  ŠHz;V6,²!¹ñc*�ÛZú Niger~

.. aèŒV6,Zôm,»ŠzgÓ#Ög{[ñ  îßv�³ .. c*�ZyÅZKi!*y¹ñ .. ¹ñ

.. ñ zzÐîtB³āZ‹¹Zhi!*y  ZkÅ

i have been to Niger where French or Arabic is spoken.. in all the

colonies of France.. French is dominatly used or the local languages..

because  Englishmen were our  rulers.. that  is  why English has

become a very  good language..

7 R %�e7  t¬xîg6,@*ÜñāZôm,~Æ

it is a general impression that it is impossible to live without English

8 Mr H .. ²Zt  ßâD .. ZH\ .. ÎeZy ..̂ .. çwZÆ  :Š~²[ ..ñ ²!»Zq-¹(,Z¸

‚g~q,³  Z[¹ .. 'e’āZ‹¹¢zg~ñ  t7 .. ayz){z){ .. Ãe$

.. Ãðw`7ñ  ..G[English].. ZkÅzzÐ  »Ãgx½**ñ passport 6ā

Arabic is spoken over a large area of the world.. Saudi Arasbia..

Middle East.. Egypt.. Sudan.. Ethiopia.. Somalia then Iraq.. Kuwait..

Lebanon etc..we should not believe that English is a necessity.. on the

other hand for documentary procedures such as filling passport

forms..there is no harm to learn it..[English]

9 R .. ŒVÐÃgrðäÆˆ”V»Hwð@*ñ

what do generally pupils do after graduating from dini madaras..

10 Mr H Zk  Zzg .. Zzg)].ÆZ0+gÌŠ´}.â]Š}gñ³  ic*Š{4aŠ´}.â]Z�xŠï³

... Æ‚BZC»gz!*gÌ™gñ³
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most of them serve religion.. they work.. in mosque and they also do

private business..

7.1 Values Attributed to Local Languages and Literacy in Schools

Extract 50:Interview with Ms Saadia, a grade 6 to 10 English and Social studies teacher at (SB,1-8-2011)

1. R: which language will you prefer for the interview..

2. Ms S: i think mix ((clears throat))

3. R: what do you mean..

4. Ms S: Urdu.. English plus

5. R: bilingual..

6. Ms S: ya.. if you want that i speak

7. in English.. i can try

8. R: what is your preferred 

9. language

10. Ms S: actually we are forced to use

11. this language…[English]

12. R: really!

13. Ms S: you know .. we are given six months

14. warning that everyone should speak

15. English

16. R: who gave this warning

17. Ms S: from the administrator.. these 

18. are the administrator  Mr… ((

19. was reluctant to name))

20. R: ok.. the warning came that you

21. should speak in English.. where..

22. Ms S: everywhere.. i tell you that it was

23. told that every teacher would speak in

24. English even Sindhi and Urdu teachers

25. were required to speak in English even

26.   in staff room to make good environment ((a little worried))

27. R: how did teacher respond to it

28. Ms S: many of the teacher were quite at that
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29. moment [policy was introduced]

30. R: you mean they would not talk to each other

31. in any language other than English

32. Ms S: ya.. they [teachers] stopped speaking to each other

33. R: so.. this policy was implemented here

34. Ms S: ya.. six month's warning

35. R: six month warning means

36. Ms S: we have to..

37. R: shift

38. Ms S: within six months.. we have to shift our language

39. R: have those six months lapsed..

40. Ms S: no.. no.. actually we were told that

41. a month before

42. R: which mean you have five months

43. left ((laughs))

44. Ms S: ((laughs) either speak English

45. or leave..

46. R: to leave

47. Ms S: really

48. Ms S: may be.. it is just a threat ((raising eye brows))

49. R: how do they make sure.. do they 

50. have a survey system of knowing who is

51. speaking in English and who is not

52. Ms S: i do not think so.. but you know

53. when you came here the first day.. we

54. were told that there would be an observer

55. R: really!

56. Ms S: i thought you would observe who is

57. speaking in English and who is not..

58. and you would report

59. Mr. R oh no!

60. Ms S: you know morning [shift] teachers

61. were told this by Ms. Naheed [ incharge

62. morning section].. we were also
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63. told this and we were definitely

64. frightened

65. Mr.R: ya.. oh dear.. ok .. no i am

66. here as a..

67. Ms S: we.. sir we are happy

68. Ms R ok.. so as you said that there was a

69. clear policy instruction.. did you

70. pass this on to students..

71. Ms S: no.. we did not tell students.. we

72. feel ashamed that we have weaknesses [lack of proficiencies in English] .. and

73. that we have to overcome that weaknesses.. but

74. we have already asked them [ pupils] to

75. use English.. but definitely it is not.. if i

76. say in matric class [ grade 10] they are not

77. used to it .. within a few weeks.. sorry

78. few months.. how is it possible that they become

79. used to it.. they can try.. but they can not do..

80. and many of the students have passed out [without speaking English]

81. R: how would you describe the

82. language policy of your school..

83. there is no written language policy

84. Ms S: no.. there is not.. once we were 

85. told that we have to.. it was not the

86. same policy in past .. a few years back

87. we were forced .. they influenced to have 

88. good content to teach in class properly

89. when Nasra Wazir Ali was the aSDinistrator .. then she

90. had great influence

91. on the subjects [they gave priority to content

92. over language] may be they had

93. some other aims.. they had some other

94. targets.. today what the policy.. 

95. R: seem to be

96. Ms S: ya it seems just a very superficial thing..
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97. that only speak English

98. R: hm hm

99. Ms S: you know.. how is it possible.. if they

100. ask us to improve content then we are

101. happy.. there is shift.. they want it..  [English only]

102. R: earlier it was not like that

103. R: lets talk about language-in-education

104. policy of the country which say that Urdu is

105. the medium of instruction and English to be

introduced from class six..

106. Ms S this is totally unfair - if you want

107. everyone speaking in English and understanding  it.. it should be started earlier [introducing 

English from class one]

108. R: do you mean that medium of

109. instruction be turned to English..

110. Ms S: to some extent

111. R: why do you think that language of

112. instruction be turned into English

113. Ms S: children will get used to it .. and

114. when they are in six class.. they would

115. be much polish

116. R: ya.. i think you have a point here

117. Ms S: you know in homes we.. many of the

118. family like me.. like my family.. we

119. are not very much mad .. [about English] but some

120. other people.. they just speak.. this

121. is an apple beta (boy).. they just teach

122. them nouns and nothing else. jitna

123. wo ker saktay hain wok arte hain [

124. they do whatever they can] because they

125. want their children to be with the world

126. Mr. R: let come back to you as a teacher.. how

127. do you motivate.. do you motivate your

128. students to speak in English
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129. Ms S ya.. i try

130. R: do all of them follow you.. do they get 

131. motivated

132. Ms S: no.. many of them get quiet.. if i ask

133. them.. come on.. say something may be wrong..  just try.. many of them try but many of them

134. even do not try.. they are very much hesitant

135. R: what else do you do.. outside the classroom..  do you promote it

136. Ms S: i try to use English language.. simple 

sentences.. i try to use simple English

137. language  with them.. i ask them to use small sentences..

138. come on.. some of them use that but many of.. much

139. of.. i think may only do not

140. R: what do you do then .. if a child begin to

141. speak in Balochis or Pushto because the school

142. location is such that children from diverse 

143. ethnoliguistic background come to school

144. Ms S: i have not had such sort of experience 

145. .. such sort of experience.. but that there

146. are some student who are really Balochi..[inferior]

147. they are not able to..

148. Mr.R: do you celebrate other languages

149. Pushto or Sindhi

150. Ms S: no we have not.. we do not..

151. we do not celebrate even Urdu.. then

152. R; you think local language is should be celebrated

153. Ms S: i think.. at least Urdu should be

153. celebrated

154. R: why not other languages

155. Ms S: a.. m…i don't think that other… the ((thinking hard))

156. other students of .. a.. other languages…

157. they would enjoy but.. they may enjoy.. but

158. i think.. when we have so much emphasis

159. on English.. then there should be Urdu

160. which should be given equal status
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161. Mr  R: it is not given in your school

162. Ms S: not at all.. we have quiz competition

163. in English. i host that.. i do it in English

164. .. we have speech competitions.. i think

165. very rarely we have Urdu competition

166. R: how about debates in Balochi language

167. Ms S: no.. no.. i think no one can understand

168. R: but there are many Balochi children

169. studying in the school.. do you have speeches in Punjabi.. Pushto

170. Ms S: no.. no.. we do not.. not at all. [surprised by the question]

171. R: so you have speeches only in English..

172. what other activities are performed in

173. English.. do you have debate competition

174. Ms S: sir.. we have hosted inter-debate

175. competition 

176. two year ago we had debate

177. competition .. we prepared speeches..

178. gave to my students.. they just

179. memorized them and they performed

180. R: how about language use in farewell

181. party

182. Ms S: Urdu.. they were enjoying.. if they

183. get chance to speak in Urdu - they are

184. happy (…)

Extract 51:Interview with Huma, a grade  8, 9 and 10 teacher (SA, 21-7-2011)

1. R: how would you describe the language 

2. policy of your school..

3. Ms H: it is an English medium school.. in 

4. real time situation .. we have English and

5. Urdu both.. it is not possible that everyone speaks

6. in English..
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7. R: what do the school management wish to 

8. have in term of language practices in the

9. school..

10. Ms H: they want everyone to speak English only..

11. and they tend to (laughing) fine the students..

12. making certain policies..

13. R: do children follow the policy of English only..

14. Ms H: most of the time they try to but whenever

15. they are among their peers.. they love to speak

16. in their local languages.. they are comfortable

17. R: the language policy of the country seem

18. different from your school language policy..

19. Ms H: basically… frankly speaking.. which

20. ever school it is.. which ever institution it is..

21. whatever the policies are.. people just either

22. go through them… they do not tend to follow

23. each and everything.. institutions.. schools

24. set their own policies.. they do, keep in mind

25. the market trends

26. R: are people in school interested in 

27. promoting local languages and literacies

28. Ms H: most of the children and parent speak 

29. Memoni as their home language in our school..

30. it is not their community school.. it is not 

31. that all the children are Memon (ethnicity) but

32. they have got that of that thing in them..

33. that is their own language

34. R: do they promote their own language

35. in school..

36. Ms H: no.. they do not.. they only focus.. like..

37. the owners only want English to be spoken all

38. the time.. but among us.. the teachers.. colleagues

39. and the students.. whenever there is an

40. interaction.. everyone feels comfortable in
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41. their own language .. i cannot say anything

42. which is wrong

43. R: thanks very much indeed

Extract 52: Interview with Sana, a grade 5 teacher at (SB ,1-8-2011)

1.

2. Ms S: (…) right now i am  [doing] my master degree in

3. Tesol

4. R: you are doing your master degree from

5. where?

6 Ms S: from Pakistan

7. R: lets talk about the school .. you have

8. recently joined the school and you are 

9. teaching in an English medium school.. is it

10. a complete English medium school.

11. Ms S: they say.. ((laughs)) i do not think so

12. R: why

13. Ms S: because if the teachers are not

14. communicating in English wholly and solely…

15. then how can we say it is an English

16. medium school.. students are not

17. speaking in English.. when i applied [for the job]

18. i thought perhaps they will not take me as a

19. teacher because i do not have good communication [skill in English]

20. but when i joined… i said 

21. no .. I am the perfect teacher for the school

22. R: they claim an English medium but they are not

23. Ms S: ya

24. R: what languages do children speak in

25. when they are not in class
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26. Ms S: you believe me sometimes Punjabi as

27. well (( laughs)).. when you were 

28. discussing with her [ a mother of a child]

29. about medium of instruction.. when the

30. students should opt for English as a subject

31. .. i am really confused.. what is your

31. point of view.. what should be the

32. medium of instruction in our  institutions..

33. R: well.. we have really all our examinations

34. in English.. English has been made a job

35. requirement for jobs where it is hardly

36. needed.. i think the sooner we introduce

37. English the better it is.. but this should

38. not mean phasing out local languages

39. from the schools..

40. Ms S: i believe English for specific purposes..

41. i think we should know English for specific 

42. purposes .. there are i think seven types of intelligences

43. .. or seven types of competences in the world.. one

44. of them is linguistic competence

45. R: hm hm..

46. Ms S: but what the hell is going on in Pakistan..

47. our standard of a person's competence has

48. become only and only English.. why.. i have

49. recently come to know that the whole world

50. wide.. the person's competence is judged on

51. mathematics but we judge our students

52. on English.. we consider a student very 

53. competent if he can speak English well..

54. believe me i am telling you the truth

55. that i always thought about myself that

56. i was a very dull student because i

57. was not good in English..

58. R: what do parents want in terms of languages
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59. Ms S: you know the post colonial impact..

60. the colonial.. we are mentally slaves of

61. foreign countries.. the English man..

62. Mr.R: but English man is no more here..

63. they have gone many years ago.

64. Ms S: yes.. they are gone.. but they are 

65. successful [slavish] in their strategies..we

66. are still in our mind.. i have read 

67. psychology.. we are still there [slavish mindset]

68. R: why do we blame them.. it is generally

69. said that English is imposed on us..

70. does that mean that we had no share in

71. negotiating English with them.. does it mean

72. that we were not conscious human being.. they

73. came and imposed on it.. i think it is more

74. of a struggle between classes.. and we accepted it

75. and in the post colonial context.. it is very

76. naive to blame the colonial language policies

77. only.. they have long gone.. the white British is

78. dead.. a lot is going on here between different

79. social classes.. segments of society.. between

80. different political interest and ideologies

81. Ms S: you are right .. but i think.. yes we are

82. responsible especially in the present situation of

83. Pakistan..

84. R: how would you describe the present 

85. situation of Pakistan in terms of languages..

86. in term of your school experiences..

87. Ms S: well.. our children are very confused..

88. believe me.. one of my friend who is a science

89. teacher told me that her school aSDinistration

90. asked her to teach science in English wholly

91. and solely.. but students do not understand

92. English.. she can not explain science 
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93. in English.. she asks me what she should

94. do now.. and I felt myself blank..what

95. should i tell her..

96. R: hm hm..

97. Ms S: i hope you have read all the journals

98. and researches on acquisition of languages.. we

99. acquire  a language.. we do not learn a language..

100. what the problem in Pakistan is that we

101. take English as a subject.. we do not treat it

102. as a language.. we acquire language and it

103. happens with the passage of time.. it is not a 

104. sudden process.. we should accept English

105. with errors.. with mistakes.. wrong English.. and

106. 50% English 50% Urdu with Punjabi.. with

107. code switching.. but our school are not.. [updated]

108. our parents are not.. but they pupils should speak

109. English and only English.. how can we.. if

110. our environment is not like that.. let me

111. share one experience with you.. one of my

112. students who is in grade two.. i met his parents..

113. they were in the office.. they did not know that

114. i was in the office where they were waiting

115. for me.. i observed that they were talking to 

116. their child in English.. no one was in the 

117. office.. one day my colleague talked to this boy....

118. he replied in Punjabi.. my friend said..

119. no we do not talk like that.. he said.. my

120. daddy [spoke].. i was a bit curious because i saw

121. the child speaking comfortably in English with his

122. parents but he has acquired other languages

123. R: what is your point here.. i am sorry..

124. Ms S: the point is that a child who comes from

125. a English speaking environment mixes the languages

126. .. then how can we expect from a 
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127. lower middle child.. the environment

128. matters a lot..

129. R: what would you suggest for majority of 

130. children who go to public sector.. would

131. you recommend that they should be taught

132. English from day one

133. Ms S: they should.. but we should not make

134. it a medium of instruction.. other subjects

135. are also important.. if students are comfortable

136. in Urdu.. then they should be taught in Urdu

137. R: how about the state of other languages 

138. such as Punjabi.. Sindhi

139. Ms S: very pathetic conditions.. we speak

140. Punjabi fluently at our home

141. R: how about in schools..

142. Ms S: no way.. how can i.. i am not 

143. supposed to talk even in Urdu..

144. R: outside the classroom

145. Ms S: no.. obviously not..

146. R: if you spoke in your language.. what would 

147. be their reaction

148. Ms S: there would be threats to my job.. you know

149. all these..

150. R: honestly speaking.. i am not very clear.. 

151. Ms S: you do not know much about English medium

152. schools policies((surprised))

153. R: no.. not much

154. Ms S: that is very strange .. their policy is very clear..

155. R: what is that very clear..

156. Ms S: it is English only.. no other language

157. R: but children come from diffident

158. ethno linguistic background

159. Ms S: that is what i say.. if children speak

160. their home languages in school.. it is
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161. very natural .. i have just told you about

162. that child.. what was the meaning of that

163. case.. i was trying to tell you that if a

164. child from a very elite class who has total

165. English environment or surrounding at

166. home can mix the languages.. for his

167. natural expression.. how can we expect

168. others to speak English..

169. R: thank very much indeed for your precious time.

170. would you like to ask something from me

171. Ms S: yes.. what should we do.. what should 

172. be our policy

173. R: it is not an easy question to answer..

174. i think we should move towards strengthening

175. the languages we have.. including English-

176. i also think the policy matters should be locally

177. decided.. parents.. teachers.. community..

178. pupils should be involved in the construction

179. and implementation..

180. Ms S: you are right sir.. but everyone wants his son

181. or daughter to speak in English only.. i do not

182. understand why.. thank  you very much sir..

Extract 53: Interview with Ms. Nasreen, an English Language teacher (SB, 24-7-2011)

1. Ms N: when we do not speak English.. yesterday

2. i told you.. that they think we are not educated

3. .. we are villagers.. if we are not able to 

4. speak English.. we are not able to

5. participate in extra curricular activities

6. such as debates..

7. R: hm.. hm

8. Ms N: so i stress all my students to speak
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9. English all the time

10. R: how do you  motivate your students

11. to speak in English all the time..

12. Ms N: when i have time..i tell them to

13. make request in English.. say sorry..

14. how to use sentences in daily lives

15. R: what do you do when they do not follow 

16. you..

18. Ms N: i reply in minglish…

19. R: what is that..

20. Ms N: it is a mixture of Urdu and 

21. English ..because in our

22. environment.. mostly Balochis are there..

23. and they are totally (( with a great emphasis))

24. uneducated.. their parents.. their ancestors

25. are totally uneducated but they are willing

26. that their children (xxx)

27. R: what do you mean by uneducated

28. Ms N: uneducated means those who never 

29. attended schools..

30. Balochis have no manner of speaking

31. .. or behaving with teachers

31. R: do they generally know English

32. Ms N: no.. no.. even they are not able

33. to speak Urdu fluently.. one day i was

34. teaching students at home.. one of the

35. student spoke a sentence in Balochi.. i

36. stopped him.. to speak in Balochi here [school]

37. i tell him now you are in school you are

38. not allowed to speak in Balochi.. he

39. said.. miss.. i am Balochi and i can

40. speak Balochi in class.. at that time he

41. was in class one and he said that.. [she got shocked]

42. R: interesting
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43. Ms N: what do you say.. it is training

44. from his mother to speak Balochi.. this

45. is the reason due to which i said they are

46. uneducated

47. R: hm.. hm.. how did you deal with him..

48. Ms N: i forbade him strictly at that time..

49. then i called him when other students had left

50. my home.. i convinced him that you

51. have to speak.. you have manners if all the

52. students in the class.. when they are

53. speaking English or Urdu.. at that

54. time you will not speak in your mother

55. tongue..

56. R: do you come across such cases in 

57. schools..

58. Ms N: in school they do not speak Balochi

59. language but they sit quite.. they do 

60. not want to participate.. you ask them

61. to speak to speak (( with emphasis))..

62. single word they will not answer you..

63. R: interesting.. what do you think why they

64. do not respond..

65. Ms N: why they do not … ((very long pause))

66. i think because they are Balochi.. they do not understand

Extract 54: Parent teacher meeting between mother of a poupil in grade 5 at  PNEEMS  (29-9-2011)

T=Teacher, M=Mother, Ht=Head teacher

1 t :)XXX(CÙ̂ÂåÅ!*]7™YXXÂ4ƒ@*ìāp̂Š7báXX1W\»^¼7Ø„7ìX

(...) every pupil does not understand what the teacher says.. it is better that the

child should ask.. but your child never asks anything..

2 Ht HZgŠzK~ÃðXìXX

any problem in understanding Urdu
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3 M 7ZgŠz~!*Ç9åXX÷áZ+ZJyÅzzÐXX5ÂÁ÷÷áZ+ZknXXZ¶KYZvW×W×ƒ¼

™~WñÇ

no his Urdu was fine.. it isprobably because of examination.. or it is because

of new books i  suppose..by the grace of Allah he will understand by and by..

4 Ht Z‹tYg„ìXX

how is his English learning going

5 M Z‹~ƒ™Wg;å1Zj™~Xƒ@*ìXX~äZkÃŒc*ìāZKåÐZ‹~!*]H™z

he understands English well but he finds problems in writing.. i have asked

him to speak in English with his teacher

6 Ht £

good

Extract 55: Interview with Ms. Zubeida, head Mistress primary section   (SB, 3-8-2011)

1. R: (…) how school help children

2. become socialize into school language

3. environment..

4. Ms Z: i really want help from you at this

5. point because i really what to have that

6. kind of environment in our school..

7. the problem with me and my staff is

8. that they are not good at speaking English

9. R: hm.. hm

10. Ms Z: only a few.. [can speak English] i can give you the 

11. names who are able to speak English..

12. actually two things work.. if you have some

13. hesitation then you have to remove it..

14. may be some teachers have the ability

15. but they are hesitating.. secondly they

16. do not know how to speak English..

17. lets talk about social studies teacher..
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18. the content matter is written in English..

19. although the teacher is reading it out..

20. what happens .. she reads out each line

21. give line by line meaning.. once the

22. meaning of key words is given.. they then

23. move to question and answers .. in the

24. whole process there is no communication..

26. no discussion..

26. R: what i understand is that

27. teachers lack competence in English..

28. Ms Z: that is a major problem.. most

29. of the students read out the text..they

30. do not comprehend .. not getting the

31. meaning from the content.. this is a

32. major problem..

33. R: what is the hiring criteria for teachers as

34. they are  very experienced teachers..

35. Ms Z: most of the teachers have 20 years working [experience]

36. they are very experienced but from

37. the day of their appointment till now..

38. they have not done much.. may be the

39. school environment is responsible (…) at

40. least they have to speak in English

41. R: so the big challenge is to create the

41. school environment where everyone speaks  English..

42. Ms Z: it is a problem over here.. although

43. the school is good.. i can not give you

44. fancy things.. the reality is that they are

45. good at memorizing the answers to the

46. questions.. this is a problem.. this

47. is a problem.. this should not be done..

48. they have to understand what is written..

49. what does it mean.. this is not happening..

50. R: do you have English language support
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51. programs for your teachers

52. Ms Z: we had such programs.. look

53. learning is not one month process..

54. R: you ran such programs..

55. Ms Z: we did but they did not work..

56. R: do you give instructions to your teachers

58. about language use in the class room

59. Ms Z: it is the instruction all the time.. when

60. they come to me they speak in English..

61. they are not having that kind of conversation

62. [speaking in English] with students.. they

63. say students do not understand.. i tell

64. them it does not matter.. you know

65. Urdu is forbidden.. no one is allowed

66. to speak in Urdu

67. R: thanks very much indeed..

Extract 56: Interview with curriculum and co-curricular coordinator Ms.Nazia at SA (13--7-2011)

1. R: what do you do to acculturate pupils

2. into school language practices as i believe

3. they come from different ethno-linguistic

4. background

5. Ms N: yes.. well.. in our school we have

6. an unwritten rule that teachers are supposed

7. to speak in English only.. ah.. other than

8. Urdu classes..

9. R: outside classroom as well..

10. Ms N: outside the classroom also.. ah.. when

11. they go out to canteen.. or for any outdoor

12. event.. whatever.. teachers are supposed 

13. to speak in English

14. R: o.k

15. Ms N: it is like unwritten school

16. language policy..
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17. R: who has made this unwritten policy..

18. have teachers been involved..

19. Ms N: not really.. everyone knows it 

20. very well..

21. R: what are the ways of implementing

22. the policy in case of deviations..

23. Ms N: well we respond in English only

24. and there are several children as you

25. also mentioned who do not come from homes

26. where English is spoken.. it is tougher for

27. such children to start speaking in English

28. .. but the main thing is hesitation.. right..

29. we try.. there is nothing wrong in making

30. mistakes.. we correct each other but sometime

31. we ignore so our pupils develop confidence 

32. R: i want to know your views on Pakistan

33. language in education policy..

34. Ms N: i strongly believe that English is a 

35. language which is the international language

36. .. it is the language of the whole world..

37. and it is very very silly of us if we do not

38. recognize it or if we do not acknowledge

39. it.. i think everybody recognizes it but

40. people have their oven personal interests

41. .. agendas or goals.. something or the

42. other to give themselves a leverage.. there

43. are holding on to Urdu .. Urdu.. Urdu..

44. well i would not put down Urdu as

45. well .. it is our national language..

46. it is our culture and any person who

47. does not value their own roots.. does

48. not give the right importance.. really

49. really suffers.. really you are not a 

50. whole person if you do not realize your
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51. roots.. but ah.. but ah.. but you

52. can not.. nobody can say that English

53. does not have place in the world..

54. R: hmhm

55. Ms N: as everybody has the right to education

56. every child has a right to English

57. education.. in this world.. i 

58. think it very very important..

59. R: would you implement language 

60. in education policy of Pakistan in

61. your school..

62. Ms N: ((laughs)) no i do not think

63. so.. Urdu has its own place but

64. ah… i think any view high is

65. looking at making its students.. ah

66. preparing them for the world not

67. just Pakistan.. our students go

68. and study abroad.. if we do not

69. teach them English we clip their wings

70. it is suicide .. do you want that

71. to happen to your kids

72. R: do you find problems communicating

73. with parents

74. Ms N: ah many of the kids who come

75. to our school are from very business

76. like background and until recently

77. people of business background and

78. many of them do not

79. know English
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Extract 57: Interview with Ms. Andaleeb, vice principal of secondary section and grade 6 to 8 mathematics teacher at

 (SC, 26-7-2011)

1 Mr.R .. $4-ôGGW\¾i!*y~7,JC÷

which language do you teach mathematics in..

2 Ms A English and Urdu..

3 Mr.R .. W\ÃÃð)bÂ7ƒD

you do not face any problem

4 Ms A ™@*ÂQ~ ..7understand Z¤/^ .. ¬~”VÃZ‹~ŒCƒV .. »ñ locality ZÝX

ZgŠz~ŒCƒV

the real problem is the locality.. first i explain children in English.. when they

do not understand it .. then i

 explain them in Urdu

5 R .. Ẑôm,~~7&  ².. HZôm,~~«%û7,J**¢zg~{}

is it necessary to teach in English first .. when children do not  get it in it..

6 Ms A Zzgstñāøg}0*kÌZôm,~ÆZã .. Z#¹ic*Š{¢zg]ƒCñāë”VÃ,ÐŒN

.. ZÖp7ƒDÂ…ZgŠz~W**7,@*ñ

and to to be honest we do not have such rich vacabulary in  English  we have

to come to Urdu..

7 R zg: .. ~ä‹ñāW\ÆZjw~50*ŒWðìāÓxZ‚E+{0*õÐbâ{~Zôm,~1ÜJB

.. â™~ˆl™**Ñzq™Š,

 have heard about the new language policy in your school which says that all

teachers should either learn English.. in six months or look for another job..

8 Ms A .. Š¶Z(e7

ook this is not poossible..

9 R Y

hm..

10 Ms A Š¶t!*ÇZ(ìāW\ZLaÃeZbW÷āZ¤/?ä&z‰Ü3**73c*Â~»ŒVá™7

.. ÃÒ™@*ì .. ÂĤ™@*ñ .. YƒVÇ

.. ÃÒ™@*ñ**u

it is like you scold your child that if you do not eat three meals a day you will

not go to this place.. what does the child do.. he puts in effort.. he puts in

effort..does not he sir..

11 R .. aÃâ™~gU»Âps7ŠÑc*Y@*ì
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children are not threatened to lose their jobs..

12 Ms A .. ŠB™**7,@*ñ

 look we have to do such things.. the new policy..

13 Mr.R .. W\ÌZ‚E+{Ã50*Œ?0*È™C³

do you also make teachers follow

14 Ms A .. �¹ZhZ‹1wfe÷ .. ŠB}g}v~ËÃZhZôm,~7WC÷áh+Zq-ZzgŠzðVÐ

look in our section there are hardly one or two teachers.. who can speak

English very well..

15 R W\eS÷āƒZôm,~¹Zh1B

you wish that everyone speaks English very well

16 Ms A Y;V!*Ç   

yes of course 

17 R .. W\»¹¹]t

thanks very much for your time..

 Extract 58: A pre primary lesson on Urdu Alphabet   "a" (SB, Ms. Kulsoom, 30-9-2011)

1 Ms K  children say good morning

2 Ss [while standing up] good morning 

3 Mr R good morning

4 Ms K  [she goes to pupils desk] sit down.. 

[pointing towards students note book] where is your chair..

5 .. eZ^eZf

put dot here.. three dots..

o.k.. have you done.. very good!

6 S .. éz{
—)4èG7Cg„

ms she is not telling me how to  do it..

7 Ms K ñeasy ZkÅ̂¯**¹

it is very easy to make its shape

8 Ms K Z[W\¯ØpŠ

now you try

9  o.k.. yes.. straight.. straight

line.. then.. round and dot
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10 Ss tZhg;ñ))»½Zhg;å((

this is flying (( paper were fluttering))

11 Ms K: sit down properly.. have you done!..

.. eZn dot ŒVtÌ

put dot here ..

go and put the pencil in the basket..

12 S .. é0*ã8ßV

mis can i drink water..

13 Ms K no.. sit down.. no do not

do this.. straight line and then round.. 

Extract 59: Debriefing session with Ms. Kulsoom, a pre-primary teacher at (SB, 30-9-2011)

1 Ms K it is fine ((looking at the transcription))

i am nervous..

2 R you should not be. which language would you prefer for the interview

Ms K English

3 Ms K English would you preferfor the interview

4 R while you used a  lot  of English.. was there any particular reason for that..

teaching the letter 

5 Ms K i  tried that because i did not want  to show myself at the level of  an Urdu

teacher..show myself at the level of  an Urdu teacher..  as the common 

perception of Urdu teacher is  very.. low

Áì .. 6āŒY@*ìāZgŠzå¹ic*Š{

6 R @*W,Æ!*g}~¼Èg„‰  W\ZgŠzåÆ  

you were saying something about perception of Urdu language teacher

7 Ms K ßv ..÷ ZgŠz7,JC  [ Á³] ]t Zzgßvë÷ZYÂ .. ™D÷  ÐñZi: English ßvZgŠzå»

eSāz{@*W,  ))³]Šï÷((Â~7 .. 7,JD÷  Z‹ Šï÷āZYt  Zy!*ÂVÃ¹ZÌ

!*g}~Wñ  ÷}

people compare Urdu language teacher with English.. and they say look she is

teaching Urdu  [ low prestigue] .. people give importance to these things look

she is teaching English.. [ accord  respect] therefore i do not want them to

place  me in the category of Urdu teacher
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8 Ms K Z=~¯k~Z‹1rƒV  Z7Z‹7WCðÏÂ  ßvB÷ātZgŠz7,JCƒVÏÂ

people knowing English as she is a Urdu teacher she may not know english  

..therefore i speak English

9 R .. ™YD  z{ic*Š{W‚ãÐar  W\ZyÃarZgŠz~Œ'Â  W\H7ŠāZ¤/

do you not think that if you had taught in Urdu it would "a" them how to

write letter  have been easier for them to follow

10 Ms K now they have adjusted to my style of teaching..

Extract 60: Interview with a father of grade 6 student at (SB, 28-11-2011)

F=Father, R=Researcher

F ÂìÑtÛR,egb ... ~ä7Yā¾n ... ~tÈg;åāZyßÍVä:Q(,JŠ~ (...):F

... 4~MŠñ]»N*ìƒ@*ì 45 Â`»�MñÇ ... a÷ 45 qÑèZq-¯k~ ...÷

I was saying that they have raised the school fee again...i asked them the

reason... they said that they were computer charges... although there are 45

pupils in one class... how is it... posible they get their turn on computer in a 45

minute class..

... ÂZrVäH¹

R What did they say...

ìM\ÃŠ¶÷ Compulsory ìÑtÂ

F they said that this was compusory and we had to pay

ƒV

R hm hm...

Z[!*g{Î:ƒ̂ì ... ™~7M@* ... :(,JDYgì÷

F they keep raising the fee.. i do not understand.. now the fee is twelve hundred a

month...

ZYZ[M\CNāHtßv�|»™gì÷

F are they finishing Sindhi language

=7¥x

R i really do not know

z{Xg}“Ð ... ŠBuZ¤/�S»™,ÐÂ`Xg}�S7,Jgì÷ZyÅâ™~»ƒYñÏ

... Z¤/ZyÃM\Ze7-UŠzÂ³HƒÇXX~teLƒVā�S:»ÅYñÂZYì ... 7,Jgì÷

F look sir if they stop teaching Sindhi then those who are teaching it will lose

their jobs... if you remove them suddenly what will be the impact on these

teachers...i want that they continue teaching Sindhi language...
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7.2 : Process of Legitimacy Unfolded in daily life in Schools

Extract 62: An interaction between Mr Ansari, the principal of  and a student in his office (SC,12-5-2011)

1 Mr A ù  Z, .. Yz:v"3¨½ï HGEHÆ™Wz  * ™Dƒñ((  ())ZKF,¹ÅWZq-Zzg6,±Ð ...)

YzZÌN*ììðhZ * º.. ŠZ4ƒÇ
(…) ((discussing his promotion with another principal)) *go and get 

the certificate.. how can you get  admission like this.. *go we still 

have some time.. 

S: [silently walks out off the office] 

Extract 63: A group of 12 pupils discussing about places to visit in Karachi for preaching Islam (SD, 30-9-2011)

1 S1 [all pupils stand in a circles] YNÐÂtñß~™r#u§sÐI  ±ÆZ›ƒV? .. egeg0*õ0*õ .. åā)È  Z ðð  À�t
eg0*õ›N�}g} .. Zk„§bYñÏ  Z[Zq-„)®)ª)®)T§b0ÆYC¶  ™Šc*ñ

À)®)¹V . ÌåXXÍŠgZ»gc1ñËä  Wð³z{+XXZq-gshÑM»åXXZzg0*7l  ‚t

..... Yñ
yesterday it was decided that the teams.. consisting of fours and fives..  go to different

directions has been cancelled by the priest .. now  only one team [will go]which

means the way we used to go will do now.. four or five places that have come to us..

one is  Ranchoor Lane.. and Papoosh..has any one been to Godra.. where should..

where should we go tomorrow..

2 S2 :b0*h{»
Patel para [location in karachi]

3 S1 ¬.... ¹V .. ¸ð™r#¹V¬Yñ)®)  ZkÆn‚¶gZñŠN  À�)®)YñÏz{¾(Yñ
.. Yñ)®)
where should our team go tomorrow..or it brothers please give your

suggestions..brothers where should we go..brothers where should we go..

4 S3 0*Îyau
Pakistan chowk [location in karachi]

5 S1 ¸ð†+m,)®)
brother Abdul Aziz where should our

6 S2 .. ¹V¬Yñ
team go tomorrow
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7 .. 0*7l .. gsgÑí
Racnchoor Lane.. and Papoosh [location in karachi]

8 S1 .. YNÐ  ¾ÃØñÄ±Æ .. Zq-„)®)Yg„ñ

only one team is going out.. does any  one know exactly how many boys are willing to

go tomorrow..

9 S2 Gg{±ÃVÆ**x³

fifteen boys had their names written

10 S1 .. Z÷™r#ê™,Ð  À .. å„ñ  ¸ðgZñÂ‚g~Zq- .. QZq-„)®)YñÏ
which means only one team is going out.. brohers your suggestions are more or less

same.. tomorrow the priest will decide..

,Extract 64: A grade 8  lesson on "Aqida" Faith ( SD, Moulana Mati-ur-Rehman 31-9-2011)

1 Mr K ÿZv»  Ìð@*Zzg%ût]Ì  !*]^g„¶āÑÆZ0+g%ûzÑe$ .. Z°°  YspZvZ°Ý
Ñ»%û  ‰ß5Z™Zxä¹ā  Â.. Zañ  t]  %û  ÑÅzÑe$Zañc*ā .. Šz„þð@*ñ

.. ÉÀŸ/õG .. ~W\Ã�g;åā  .. ŠÑbÆñ  pţw%�uZzgš .. ð@*ñ  t]ÐZa  zÑe$%û
%ût]%ûzÑe$ÐZañZzgt„9 ^.. %ût]%ûzÑe$ÐZañ " ))Z5�ZDðñ((

"..ñ

please  write  in the name of Allah the most gracious  and the most  merciful.. we

were talking that Prophets have greatness in them because  of their being as wali

[friend of Allah] and also because  of their role as Prophet.. which one is more

esteeemed birth or role^.. some Sufies  say that  Prophet's being wali is more

important  than claim is without the warrant..therefore an invalid claim ..as i

was  dictating you..please write ((giving dictation)) "the role  of Prophet hood is

greater than being a wali and this is the right thing"..write on ..the next time..

((reading from the book)) "Mussanif  Ali Rehma his role  as Prophet .. but this

2 �Ì .. ñðsðÇz{Zv»zàñ  'Zg×ä))Â[Z5Šïƒñ((�Ûâc*ā�Ì ".. Z‹S~sÇ

Š?ŒÛZyÅtWe$ñ .. Zv»zàñ  ñðsðÇz{
said  a pious believer will be the one .. he will be the friend of Allah .. the

warrant is this verse of Holy Quran

3 ææææÒÒÒÒààààiiiirrrr‚‚‚‚ÖÖÖÖŠŠŠŠßßßßjjjjääää]]]]ÖÖÖÖ××××ääääiiiiffff‚‚‚‚mmmm¡¡¡¡÷÷÷÷ qqqq¡¡¡¡eeeennnnffffããããàààà  ]]]]ÖÖÖÖÛÛÛÛ©©©©ÚÚÚÚßßßßnnnnààààmmmm‚‚‚‚ÊÊÊÊnnnnààààÂÂÂÂ××××nnnnvvvvààààÚÚÚÚàààà mmmm^̂̂̂]]]]mmmmãããã^̂̂̂]]]]ÖÖÖÖßßßßffffooooÎÎÎÎØØØØŸŸŸŸ‡‡‡‡ææææ]]]]qqqqÔÔÔÔææææeeeeßßßßjjjjÔÔÔÔææææÞÞÞÞŠŠŠŠ^̂̂̂ðððð

" iiiiffff‚‚‚‚mmmm¡¡¡¡

4 ÂZZyZzg¾~Ð  ÑzÑe$  Zzg›âVÅúgÂVÐÈŠ£ā  Z}ÑZKç-VÐZzgZK@VÐ

pWÐzÑe$ÆZŠgY] .. qÝðYCñ  ÑzÑe$ÂZZyZzg¾ñÐ .. ðYCñ  qÝ

'Zg×ä�Ûâc* .. Ãð**³ŠgZ»  »zàðÇ  Ãð»ïŠgZ ..÷
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5 oh prophet tell your wives and daughters and muslim women that they cover

their bodies being  wali or becoming wali is possible through leading a pious

life.. being wali  or becoming wali is possible  through leading a pious life.. but

there are different levels of wali.. some is on the higher stages of wali and some

on lower.. Musanneef

6 .. āZvÆ4,Šq-ƒÐdiñðZzg³]zZÑ¿z{ðÇ  ëW\ÃZyÆúÎŠ,Ð   ÖÖÖÖßßßßíííí††††mmmmßßßßÔÔÔÔeeeeããããÜÜÜÜ "

.. �ZvÆic*Š{«®)ZzgegäzZÑð
Ali " ÖÖÖÖßßßßíííí††††mmmmßßßßÔÔÔÔeeeeããããÜÜÜÜ  " that in front of Allah the most respected believer is the one..

Rehma has said in front of Allah the most respected is the one who.. (xxx) ((the

remainder lesson goes on with teacher reading  and dictating from the book))

Extract 65: A grade 6 lesson on Prophet Companions, (SD, Mr. Afzal 30-7-2011)

1 Mr A .. ;VY7,ð‚

o.k read now

2 S (gèZv¬\ÐgzZe$ xxx) .. g°  pZvZ°Ý " 7,kñ((  ))¤̈Â[Ãá™9ZðZzg
Â=Zy»Â_¹ic*Š{:I ..â å3Å̧  Z#÷}0*kW\-ZvmzÅÆ   �ÛâD³ā

".. ‚íÆ~gzxJ-VŠH .. ~òŠH ..ðZ

[pupil gets up with the book in his hand and

he reads aloud] 

in the name of  allah .. the most merciful and most beneficient.. (xxx) it is

narrated by prophet peace be upon  him that when i got the news of

porophet peace be  upon him departure.. i did not like it.. i came..out.. and

walked till i reached home..

3 S .." ZzgZq-gzZe$~ñā~„VŠH " ))7,_ƒñ((
[reads] one tradition says i  reached Qaiser..

4 .." ic*Š{:IÎ  ZCÂ_ .. gÎw0*uÆå3Ð .. Zzg=ZC
"and i.. as compared to prophet departure.. i did not like my going out"..

5 S .. IÎ  W\~VÆå3Ð=ZCÂ_ic*Š{:
i did not like my going out as compared to prophet..

6 S .. ~Zq-Z,Š+6,ðV

i follow the religion"..

7 Mr. A [reading, Arabic] " ]]]]‰‰‰‰××××ÜÜÜÜiiiiŠŠŠŠ××××ÜÜÜÜ " 

8 Mr. A [translating, urdu] ZsxáWƒXsä0*ßÐ~ÌZq-Š+6,ðV

i also believe in a religion

9 S [reading] .." Ðic*Š{Y}ðV  ¾}Š+Ã� [ ÑŠ+ ]~ W\~Vä�Ûâc*ā
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prophet said that he [Prophet] knew his religion more than he did [non

believer]..

10 S .. Ðic*Š{HY…³  ~ä¹āW\÷}Š+Ãí
i told him cohat do you know more about my religion..

11 Mr A [reading Arabic and translating in

urdu]

XX ÃíÐic*Š{Y…³  HW\÷}Š+ " ]]]]ÞÞÞÞkkkk]]]]ÂÂÂÂ××××ÜÜÜÜeeee‚‚‚‚mmmmßßßßooooÚÚÚÚßßßßoooo ":

do you know my religion more than i do.. 

12 S .. Y…³  ))ŠCÙZDðñ((HW\÷}Š+ÃíÐic*Š{

[repeats] do you know my religion more than i do..

[the remainder lesson continous]

Extract 66: Morning Assembly at SA  (20 -7-2011)

1. ((pupils and teacher gather in the 

2. verandah of the building. Pupils stand

3. in rows facing a platform on which

4. their sport teacher dressed in pants shirt with

5. a tie holds a microphone))

6. ST: ((speaking on a microphone)) (xxx)

7. attention.. stand at ease.. attention..

8. stand at ease.. now complete silence..

9. at ease ((pupils respond to the instructions

10. by changing their standing posture))..

11. hand by the side.. ready for the

12. national anthem

13. Ss: ((sing national anthem accompanying

14. the recorded musical played from

15. the stage))

16. St: good morning boys and girls

17. Ss: good morning sir

18. HT: ((walks to the platform and takes the

19. micro phone)).. um.. it is very important

20. that you ignored the last few days (xxx) out

21. here were packets of French fries.. and

22. i can not imagine why any body would

23. eat and leave it in the ground.. next
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24. time I walk out i am going to (xxx) o.k..

25. also we are off for Eid ((religious festival))

26. whole week ((ss applause)) very excited

27. you all have a great Eid.. ah.. have fun..

28. alright have a wonderful holidays

29. ST: please sit down.. we have a presentation

30. Ss: ((sit and watch the presentation))

31. ((two pupils carry a model of a house

32. and stand by the platform and presenting

33. students stand near the stage))

34. S1: good morning teachers and fellow

35. students.. today is our presentation about 

36. ownership ((very confident while

37. addressing the gathering)) look at this

38. paper house and guess who this house

39. belongs to.. let see who can guess!

40. S2: (( a student from the group of presenters

41. gets onto the stage and takes the microphone))

42. one sunny morning not very long ago..

43. a lady went for a walk.. as she strolled

44. along the cool morning air she suddenly

45. stopped.. in front of her was a very

46. beautiful house.. she stood by the

47. house and suddenly a man stopped and

48. said (( gets on to the stage))

49. S3: good morning.. i can see you like

50. this house

51. S4: yes.. very much.. beautiful!

52. S3: i am glad you do because the 

53. house in mine..

54. ((S5 takes the microphone))

55. S5: i can see you are having a good

56. look at this house..i can see you are

57. interested in it

58. S4: yes.. i am
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59. S5: pleased! Because it is mine.. ((S6 onto 

60 the stage with microphone))

61 S6: the lady was bewildered because

62 two people said that the house was 

63 theirs.. (( S7 onto the stage))

64 S7: hello.. are you aSDiring the

65 house

66 S4: yes i am very much.. i is beautiful

67 S7: i am glad you are because it is

67 mine

69 S4: ((addressing S3,S4,S5 and S7)) excuse

70 me.. are you all relatives .. you all say

71 the house in yours..

72 S3: the house is mine because i am the

74 builder ((gives the microphone to

74 S4))

75 S4: the house in mine because i bought

76 it .. i am the owner

77 S5" the house is mine because i live

78 in it.. i am the tenant

79 S6: now the lady understood that the

80 builder.. the owner.. the tenant

81 were all speaking the truth.. all of

82 them owned the house but in different

83 ways.. ownership is not only about

84 things that we buy and possess.. we

85 share ownership with many people..

86 S2: the house for teachers and students

87 is our school.. we all own it but in

88 different ways (xxx)

89 S6: if we share our school.. then we

90 should keep our classes clean and

91 make it a happy place by saying no

92 to any form of behavior.. violence 

93 and negativity
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94 S2: ladies and gentlemen i ask you once again

95 whose is the house

96 Ss: everyone

97 H.T: that was absolutely superb class 6..

98 you know what .. nothing can be more

99 connected to what i said this morning..

100 the school is our responsibility.. we have

101 to keep it clean .. right! .. right!.. right!

102 Ss: yes!

103 S.T: kindly walk to your classes quietly

Extract 67: Debriefing session with Ms. Sadia, grade 6 to10 English language teacher at (SB, 30-10-2011)

1 Ms S .. YV–ì "sarcastically" W\ä  u..lesson ÷ZZÚ',Z  ))R,Z$h¾æ
E

BŠÙƒñ((
2 Ms S ((examining the transcribed lesson))   such  a bad lesson.. sir why have you written

"sarcastically"" in the text

3 Mr R o.k i will delete it..

4 Ms S no.. no.. it is fine

5 Ms S  ~„1wg„ƒV  ))R,Z÷™BŠÙƒñ((Zk~Âµg;ìāÜs

(( looking at the transcription)) it show  that i was speaking throughout the lesson

6 Mr R you taught them English grammar

7 Ms S actually sir .. it was my first class.. i was not sure that students would come and i

was not fully prepared..

8 Mr R you gave definitions of  the terms and the concept of tense.. were you doing it for

the first time

9 Ms S no it was a revision class

10 Mr R  there was little input from the class .. was there any particular reason

11 Ms S no.. there was not any  particular reason

12 Mr R you did not speak a word of Urdu during the lesson

13 Ms S actually whatever i was saying..that was not so much difficult .. i was not using

difficult terms.. students were understanding me.. if they were not able  to

understand then definitely i would use Urdu..
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14 Mr R let me rephrase my question .. i  am interested in understanding the reasons for the

use of English only  in your class

15 Ms S o.k.. ah.. it is because of school expectation.. parents expectation and pupils

expectation and of course  it was an English class

16 Mr R did you notice that there was not much communication in the class..was it not

because of the  language barrier 

17 Ms S it was pupils lack of knowledge..actually they do not practice tense

18 Mr R your school has changed the language policy of English only..did they involve

teachers in the policy making

19 Ms. S no way...we were ask to follow

20 Mr R who formulates the language police of the school then

21 Ms S administration make it.. i am not talking about my head of the school.. the  higher

management of the school

22 Mr R do they consult teachers

23 Ms S no..

24 Mr R how are teachers informed or when policy is implemented

25 Ms S our head of the school gets a letter from them [administrator] and he imposes it 

26 Mr R what was the reaction of teachers

27 Ms S definitely they were.. most of  the teachers became worried.. they were under

pressure .. we live in Pakistan where the national language is Urdu.. how is it

possible .. it is very terrible for most of us..they [teachers] have started looking for

new jobs..

Extract 68: English Language Lesson on Tenses to grade 10 (2-8-2011)

1. Ms S: ((speaking to a student outside the class))

2. Rana Mujahid are you intending to go to class..

3. why do not you go to the class

4. Ss which one is it

5. Ms S: can not you see.. (…) Rana Mujahid your

6. number is 26.. right .. ok students.. English

7. language  is the lesson.. right.. and you

8. know we have the same syllabus which we

9. studied in class ix.. right.. same tenses.. same

10. narration.. same voices.. idiomatic expressions
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11. .. et cetera.. et cetera.. preposition.. articles..

12. other things.. which may have find.. now the

13. first thing that we would study.. that would be i

14. think tenses.. should we .. shall we.. would

15. you like to study tenses or not.. what would you

16. like to study first.. this is our first class.. we

17. have to do a subject.. a topic..

18. Ss: direct.. indirect

19. Ms S: no way.. we can not start with narration 

20. .. that would come afterwards.. i think .. the

21. basic is parts of speech.. we are just starting..

22. let me ask you.. that is a basic .. parts

23. of speech please.. one by one.. noun

24. Ss: noun.. pronoun.. adverb

25. Ms S: no..

26. Ss: words

27. Ms S: look at yourself.. you are not able to tell 

28. me eight parts of speech .. how many parts of

29. speech are there (( laughs))

30. Ss : verb.. adverb..

31. Ms S: noun.. pronoun..

31. Ms S: adjectives

32. Ms S: conjunction

33. Ss: conjunction

34. Ms S: interjection.. what else.. what remains

35. .. preposition is that so.. so.. ok.. we know

36. what is noun..

37. Ss: noun is the name of person.. thing.. places

38. Ms S: name of anything.. what about pronoun

39. Ss: words in place of nouns..

40. Ms S: fine.. fine.. what about verb..

41. Ss: action words

42. Ms S: action words.. quite right.. quite right.. 

43. what about adverbs.. adverb.. adverb.. adverb

44. (( louder each time)) not a new thing..
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45. Ss: he came into the room very quietly..

46. Ms S: he came into the room very quietly.. quietly

47. is an adverb.. it means.. it defines the verb..

48. this word defines a verb or an adverb.. what

49. we are just starting.. let me ask you.. that is a basic .. parts of speech..

50. about adjective.. Shaikh Usama.. please tell me

51. what is an adjective.. come on .. why do not you

52. try.. it defines quality of a noun.. what about

53. conjunction.. what about preposition.. ok.. this

54. is your homework for today.. right.. the thing

55. we now come is syllabus.. what is the syllabus..

56. we have something.. we have tenses..

57. not everything but revision(…)

58. and translation as well.. o.k. for today..

59. we do tenses.. basically .. how much tenses

60. do you  know.. basically what is a tense

61. .. sorry..

62. S: time

63. Ms S: that is right .. but what is tense..

64. basically there are three tenses

65. Ss: present

66. Ms s: Then^

67. Ss: past

68. Ms S: past

69. Ms S: future (( writes on the black board))

70. we have four kinds of tenses.. present

71. indefinite.. present progressive.. present

72. perfect.. present perfect continuous.. what

73. you have to

74. do today  that is i m giving you a sentence

75. and everyone is going to use that sentence

76. in every sort of tense.. right .. every one..

77. independently .. no one is going to share with

78. us.. and the sentence is.. let me give you

79. the sentence.. do you have notebook at the
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80. moment (…) o.k (( she writes on the black board))

81. now you have to use the sentence in all kinds of tenses.. you have to put all 

82. efforts (…)

83. Ss: future

Extract 69:A group discussion on English Language text books with Ms  Nasreen, Ms Sadia, Ms. Ambreen (SB, 2-8-2011)

1. Ms A: when i discuss Singapore flag.. children..

2. they have no feelings.. patriotic feelings

3. Ms S: we are studying about Singaporian

4. flag.. but we are thinking about Pakistani

5. flag.. my god..((looks at the ceiling))

6 Ms N: she has also taught that book.. now

7. i am teaching this year.. same poem.. then

8. i change the name of the poem.. then i

9. motivate them towards their country .. towards 

10 their flag.. then they understand the poem..

11. R: what was it about..

12. Ms A: Singapore

13. Ms N: Five Star Arising.. and we changed

14. the poem from Singapore to Pakistani flag..

15. then they got the meaning..

16. R: has the book got everything about

18. Singapore..

19. Ms A,S

And  N yes.. ((all in one voice))

20. Ms N: every chapter is about Singaporian

21. life..

22. Ms S: culture ((talking about other English language text book))

23 Ms N: i have to teach kids about Trafalgar

24. square.. Hide park

22. Ms A: London eye.. sir.. i have a question

23. .. why our teacher.. very qualified .. like

24. you and other.. why they do not write the

books.. why we have to use Oxford, Singapore [publishers]
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25. R: do you think people will buy local authoured

26. book..

27. Ms S: why not (…)

28. Ms A: i think most important thing is..

29. develop interest.. we can do it by teaching

30. our culture first

31. R: i also think.. why the books have 

31. always have names like Peter.. Tony.. 

32. Liz

33. Ms N: i always change the name..

34. Ms S: last year.. you know.. in ten class..

35. i took all the Europen names.. and i said

36. when we were doing active.. passive voice..

37. to the students .. we are in Europe..

38. Ms S, N and A: : ((laughs))

39. Ms S: we will speak in their accent.. 

40. and talk above them..

41. Mr. R: why do you have to teach about trafalgar

42. square and Hide Park..

43 Ms S: actually.. we have inferiority complex

Extract 70: A lesson grade 12 on Ideology in (SB, Mr. Kamal, 25-11-2011)  

1.  Mr K: (…) today we will discuss the

2. ideology.. the ideology of Pakistan (xxx) we

3. will first define what ideology is but i will

4.  define with your help.. i will accept

5. the ideas and concepts you have.. ideology..

6. o.k (( through gestures asking pupils to

7. speak out))

8. S: set of ideas..

9. S: excuse me sir..

10. Mr K: set of ideas.. ok.. but there is a

11. keyword .. i would write the keyword over

12. here ((picks the chalk and write on the 
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13. board)) and after writing so many words

14. i try to compose

15. the definition for ideology.. o.k

16. S: ideology defines social.. cultural

17. values

18. Mr K: if you want to say.. raise your 

19. right hand .. o.k.

20. Mr K: you are right .. there are more than

21. two key words i will write ((writes on

22. the board )) "social, cultural and

23. political"

24. S: set of belief of a group

25. Mr K: a set of beliefs of a group..

26. (( writes on the board)) "beliefs

27. S: sir.. characteristics of a class or

28. individual (( speaks very fluently))

29. Mr K: characteristics of what

30. please repeat..

31. S : sir characteristics of a class or

32. individual

33. Mr K: characteristics of…

34. S: a class or individual

35. Mr K: characteristics of a class or

36. individual 

37. S6: beliefs of a group or community

38. Mr K: set of beliefs

39. S: of a community or a group

40. Mr K: set of beliefs of a community or

41. a group.. o.k ((writes on the board))

42. "beliefs"

43. S: set of intellectual principles which are

44. basis for action

45. Mr K: set of intellectual principles…

46. S6: basis for action

47. Mr K: basis for action.. o.k.. this is
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48. perfect.. right

49. S: set of ideas

50. Mr K: o.k set of ideas

51. S8: ideology defines people state of mind..

52. Mr K: ideology defines people state of 

53. mind.. right.. o.k.. anything else

54. S: common beliefs

55. Mr K: o.k anything new.. students just

56. look at this.. I am putting this mark

57. in front of every word ((puts numbers

58. on words on the blackboard)) o.k

59. gentleman lets compose the definition

60. ((reads out the students input from the

61. board)).. one is social.. second is

62. moral and political

63. S: sir religious as well

64. Mr K:  religious comes under cultural

65. S: no sir culture comes under religion

66. Mr K: listen to me whether culture is

67. part of religion or religion is part of

68. culture.. this discussion is out of the

69. ambit of our todays discussion.. right..

70. after defining ideology we can discuss

71. it.. lets compose the definition of

72. ideology.. (( dictates from a note book))..

73. "ideology is the set of ideas or procedures

74. of some political.. social.. cultural

75. movement that becomes with the

76. passage of time the common goal and 

77. objective to some people".. write it

78. down please ((repeats the definition))
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Appendices 8: Rationale for Legitimizing Particular Discursive Practices  in Schools 

Extract 71: A grade 12 fixture lesson of Urdu at (SB, 20-3-2011)

1 Ms T ZrVäZÚic*Š{ ..³ oÆ}g}xZŠd$  ¦†Zv  eZË .. Š¶ (xxx) Ãð÷ZŠZg{7ñZ(

ZrVäZ examples pzg]  ¹.. Yñ  {ÃlÅāZgŠzfg=½ð  ¹ic*Š ..Å  ÃÒ

.. ÅŠ, nations

i have no such intention (xxx) look.. Dr. Syed Abdullah is a respected scholar of

our country.. he has put in a lot of efforts .. he did real hard work for making

Urdu as the medium of instruction.. he has given beautiful examples of different

nations.. 

2 .. ßÍVÅVwŠ~  ´z{ZrVä�ÛZ÷Æ  ZkÆ .. ',¤â~ßÍVÅ .. ZrVä',$lç
HIEÅVwŠ~

for example he has given the example of Britain.. British.. apart from that he

has given the example of France

3 S [listening intently]

4 Ms T W\ßA…ðVÐ .. rZc*  Zôm,zVä�ÛõÐ¾§bù .. LH  ā�Ûõä¾§bÐZKi!*yÃ
Z‹~ÌZzg .. ~èðCñ  ÂZk~¥â]Šzi!*âV .. Qñ product Z#Ãð  ~Canadaā

³Zk rigid pz{ðhZ‚ ..Ï  7¼V stubborn ZY�ÛõÃ~ .. �Ûõ~Ì   ZkÆ‚B‚B
 languageî ¹  ³ZrVäÌ   Å<å XEZZôm,� .. Åðh~Ï@ñ  ‚BZy  Z‹Æ .. çA~

î.. îZKi!*y~!*]™NÐ .. e’  ÌZµðã   Zµð̂³Â  Zµ boundries Z¤/}g~ .. Z¤/

  purchase & sales.. i!*yÌðÏ  Å educationª.. Ki!*y~1BÐ .. ZKi!*y~−ÐZ
ZkÆnZrVä¹ic*Š{ .. e’  ð** ig=½}gZZgŠz .. e’  ‚Bð**  ZkÆ .. ÌðÏ  i!*y  Å

.. ÃÒÅ
how French have worked hard to make their  language strong.. how Englishmen

come  out of the impression of French.. i am sure you know that in Canada two

languages are written on every product.. information is written in English and it

is also written in French.. i will not call French as stubborn .. though they are a

little rigid in this matter.. they seem to have a row with English.. therefore

Englishmen also said that if we.. if our boundries are separate then our

languages should be separate.. we will speak in our language  we will

understand in our language.. we.. which means the language of education as

well as the..language of sale and purchase.. along  with literature.. their text in

their own language.. for all this they worked hard..

5 Ms T z{tìā  =�Zk7g}$~Ð�!*]¹ZhÐ  ZY .. :Zzg&ÕäERyZrVä�Û±Ð�]qÝ™à
ð‰  ZY .. tCØāoÃ¶Ä‚wtÂ!*]ð̂ .. Z[ .. ÌŠñ³ solutions eZË¦†Zvä

³
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and eventually they got rid of French..the thing i like most about this chapter..

is that Dr. Syed Abdullah has offered solutions..now we have talked about it..

now tell me how old is our country

6 S ‚wÐic*Š{ 65

‚wÐic*Š{ 65

Ms T (,~1 .. ñā  â�Zyð_³ZzgtZq-(,}ZÅ)4/õGJÅ!*]  Zk~Fh}g~ ..ñperiod tZq-(,Z

.. â**Yñ  āZÐZgŠzi!*y .. ð[  ~ê constitution.. �ñ  ā}g~̧òi!*yZgŠz .. Š{!*]ñ

{ZgŠz„Ã̧ò  ð_ñ  Zy~t!*]ð  Z�}g}ß"³ .. R6,  ziZgC .. œZgCR6,  (,}

 7HŠH implement1 .. ñ�Šñ  »½zV~Â  ª..implementation.. Hq7ñ  i!*y

 z{CD³āßvµðcvÃV ..H  pzg]Zzg¹_.!*CZ0+Zi~7  ZkqÃeZË†Zvä¹

!..³ ?WYD
7 it has been a long time.. many generations have grown up and it is a matter of

great concern.. it is very saddening.. our national language which is Urdu..

though it is written in our constitution.. that only Urdu is the national

language.. at presidential level.. at the level of ministers.. in all provincial

constituent assemblies it has been decided that Urdu is the national language of

Pakistan.. that the medium of our education is Urdu.. but so far it has not been

implemented .. why is it so.. what is missing.. implementation..! which means it

is only in  documents but it has not been implemented.. to this issue Dr.

Abdullah has described beautifully and with engagement.. he tells that people

take to streets for inflation

8 (î xxx àD³z{të÷)  ZzgæZ5u³Z7vy .. °ƒ  t°ƒz{ .. ðcākïwfe³

ZYZk~ .. YV7  ÆnÃÒ™Mh÷Âî  Z¤/',ÑZKi!*y .. ZKi!*yÆ‚BH4÷
ŠØ solution

.. they protest for lack of electricity.. they set fire.. they vandalize state

property.. he says that (xxx) how loyal are we to our language .. if british can

put in effort  why we can not..this chapter offers many solutions to the language

problem.. it is often argued against Urdu that  it lacks vocabulary.. especially

scientific..

9  ~ÂZKi!*y~WÅY$ËñZkäŠzâVi!*âV6,_·™g3  („ .. S™‚³½ ..³

ZzgQZÐZgŠz~Òy™** .. Z*ŠÃZôm,~ZgŠzŠzâV?̂gð**e’ZzgZ¤/7ñÂZÐÃÒ™ãe’ ..ð

ŒñÂZĶòi!*y  Ã Students Âz{**ÒcZôm,~~7,ñZzgZkÆˆZ#z{ZL .. W**e’
™Šc*Yñ alert Z:e.$Ã¬ .. āßÍVÃZq-¬Š]ðYñÏ .. ZkÐHðÇ .. ~ZÐÒy™}

å¼Š} ..Ç
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the real problem is political .. our two  medium of education.. this reflects our

double standard.. some do cambridge education and some appear in local

examination board.. they operate at the provincial level.. majority study from

these local boards.. the biggest hurdle in implementation of Urdu medium of 

education policy comes from the political 

10  ‚w~ 15Ð10 Z¤/CÙ(ðÂ practicet.. ÇXX-VZq-aā0*kZgŠz~Zq-7g~»8WYñÏ
 ZÝ~!*](ÏÅÅñXXt�}gZ ..ñ   Zôm,~ÐvðY material }g}0*k‚gZ»‚gZ

Ð7,_³XXZzg¼a  Cambridge ¼ßv ..ñdouble standard t}gZ .. ŠzCÙZÂx½ñ

 z{ZyÐ7,_³ .. ¯ñ‰÷  �ß!*ðR6,1ge .. (1geÐ7,_³  }g}£ò
T̂ä  HZ(ðYñāZq- .. Zk~nÅ³  z{Á÷ .. ~�g»z›Wg„³ implementation

ÅZÐ‚g~¥â]ðZzgZ#z{  z;V .. z;V»]Ò54øGE .. ZkÃz;V»× ..ð ZK‚g~½ßyc*Z%MÐà
.. WñÇÂZÐŒVÅq,Á™~WñÏ  Z¤/z{0*Îy .. ŒVÅ³ roots kÅ .. WñÇ  0*Îy~

kc .. :ZÐz{ßZ™~WñÇ
interests.. is it possible that some one who as educated in London or in

America..he is fully aware of their culture.. their syllabus.. their way of living

and when such a person gets back .. since his roots are here.. he will have

problem in understanding the literature of this land.. he will have problem.. we

have double standards.. hurdle in the implementation of language policy comes

from this English segment of our society..we are geographically independent

but not  mentally.. we take pride in thanking others in English while we have

expression for thanking in Urdu.. we take pride in saying welcome as opposed

to khushamdeed.. this is our inferiority complex..

11 .... pi6îg6,7 .. ÂðYñÏg»z^ƒÐ(,~zzZôm,~âZi¡ñ'Z5ðîg6,ÂWiZŠð‰

/Ú]tì ..³double standard }g} .. Iic*Š{ZY4ñ thank you î
—)4èGZ‹~

tZOŠÅ¶ñāîZKi!*y .. t�Zˆkøzòñ .. Iic*Š{ZY4ñ:āplWæh+ ..welcomeÆ
¨Zjw .. ZkÅVwtñāZ,ßÍVÃ¨ZjwÌ¹Y@*ñ .. ~W™äzZáÃðhZ‚²B³

this reflects lack of confidence because weunder rate those who speak in Urdu..

agood example of it can be taken by the fact that speakers of Urdu are often

label as peela school.. peela school are referred to those who receive education

from public sector and they are not socially accorded respect.. 

12 ZyÃ¹Y@*ñ�u»g~ZjßVÐ7,_³ZzgZ7ZâIh+{ó{ÐçÑ}~7Š¬Y@* .. Z¤/

âè~ŠBÂ}g}(,}(,}ZŠd$Zk„fg=½Ð7,|™†³ ..

if we look at our past.. then we will realize that great scholars hve studied from

such schools..
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Extract 72: Debriefing session with Ms Tabinda, a grade 11 and 12 Urdu teacher  SB  (21-7-2011)

1 R ZkÐW\ÅH%ZŠ .. W\äW~�Ûâc*āîßv'ZBÆÒpÐÂWiZŠð‰pi6Z±gÐ7
ñ

while talking to students you said that we were geographically independent but

mentally we were not.. what exactly did you mean to say..

2 Ms T Z¤/º!yÐ!*CÙ1s³Â .. ÅVwáB  º! .. W\̈g™,Â}g~´‡ði!*3yJ-özŠð̂

XZkÆú}gZz{ .. 0‰³ proverb }g}ŒVi!*âVÆ!*g}~ .. W\Ãñzë³  ßv
ŒVZã—ãYŠZ]ðD  ZzgZkÅzzÐ}g} .. ÝòzZÑf‚ñT~ZKi!*âVÃ²B³

..³

[talking a long breath]  just see around our regionallanguages have been restricted  to homes.. lets take an 

example we havedeveloped proverbs about languages .. behind all this is our 

slavish mentally that make us degrade our own languges.. and because of these

things we have so  many ethinic violence..

3 R ~i!*âV»™ŠZgì  HW\Š÷—ãYŠZ]

do you think languages have a  role to play in ethnic violence

4 Ms T 0*ÎyÅ@*gõ—ãYŠZ]  ÅãCŠ¯™úZxÃW:~±ZD÷  ŠB�ßv¤‰Ü~ƒD÷z{i!*âV
™Zc~DÙZgzVßvâgŠØ ..ì Ãgh,W\ZÌŠNBā0*Îy~Hƒ@*  âè .. Ð½~ƒð

.. c*Âz{_yƒD÷c*ZgŠz1%zZá .... %äzZá{mi!*âVÆ1%zZáƒD÷  ‰Zzg

look people in power create language differences and onthe basis of it they 

make people fight with each  other.. the history ofPakistan is replete with ethinic 

violance .. leave aside the past.. look at what is happening now.. thousands of

people have lost their lives on Karchi and victims were speakers of either

Pushto or Urdu..

5 R ŠzgH  ßÍVÃZq-Šzu}Ð .. i!*yÅãCŠ6,tßÍVÃW:~±Zc*Y@*ì  W\!*Ç9Èg„÷ā
¸]²-B5ë GEE

Y
ìZzgŠzuZZëU¾"$  Zy—ãYŠZ]ÆúõÝ(Ï  1~tÌŠ8ƒVā .. Y@*ì

ì

you are absolutely right in saying that based on differnces in languages people

are made to kill each other.. but i also think tht behind all these ethnic issues is

the struggle for power and perhaps the most importantt factor is poverty

6 Ms T Zk~Ãðµ7
there is no doubt about it

7 R .. ÆÜs³  W\ÅWÐ=Z(CkðZāW\Zôm,~I ..ì

i feel you are against the use of English
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8 Ms T  ~ŠðV .. Zd½»§i@*gõ7psðÇ  1Z#J-}g}ŒV .. Zôm,~ÅZÌÐZïg7ñ

 �Ûtñ}g}ŒV  ZÚ .. ā!*ÇZ(ñ6āi}ZzgW�y»�Ûtñ

 there is no denying of the importance of English.. but as long we do not

change our higher education.. i think it is like the difference between earth and

sky.. . this much difference exists.

9 R YY
hm.. hm..

10 Ms T ~Zq-Zî  ZyÓx¯ÎV .. ß],çw¯k .. Z6,çw¯k  ¡Z%ZYñ ..³classes }g}ŒVZ

Zzg²  Æ”VÃ¤‰Üzgi!*âVÆIÆñZµñ�Š³   Z%ZYzgZ6,çw¯k .. i!*âV»ñ factor 

 Š¶Zôm,~Zq-Ûzãi!*yñZzg~ .. pZ[ŠÙ³  7g}0*ÎyÆaÜsZyi!*âVÃIÆ
.. ZÐW‡ƒVÅi!*y9ðV
look we have different social classes.. the class of rulers..upper middle class.. 

lower middle class.. in the formation of all  theseclasses  lnaguages is one important 

factor.. rulers and upper middle classsend their children to institutions that endow  

them  with powerful languages whereas majority ofPakistani children can only 

dream about learning these languages.. lookEnglish is a foreign language and we 

call it the language of rulers..

11 R .. H~W\ÅgZñYyYðV .. Cc* W\ä”VÃ¦†ZvÆŠzCÙ}Âx½Æ!*g}~

on dual medium of instruction in  Pakistan.. may i ask your position.

12 Ms T Ã  ZLW\ .. A»$+wY**ð@*ñ ..ñ feelings Âx½ŠzCÙZð**Ãð¹(,~',Zð7
PßvgZ` .. ZW,Z]ðD³  ”VÅi0+Ï?  ZyqzVÐ .. !*.$1z{ic*Š{Zîñ .. ™¢8 categorize

çÑ} .. Yg„ñ  ic*Š{F,¸&½Æfg=Å .. ic*Š{F,Ýòc  ™äc¯ñYD³Zzg

.. tÓxq,�YR6,Z½C³ .. g’(,fñ .. (,Sñ  anxiety zgZk~ .. ðCñ panic~

having dual medium of education  is not a problem itself.. but the change of

attitude is a big problem.. to categorize.. people on the basis of it.. making

distinction  among people based on language is more serious a problem.. these

things affect the lives of children.. few people are educated to govern and

majority to serve them.. most of these differences are created through  medium

of instruction in education .. as a result there is growing frustration in the

society .. the anxiety rise.. disharmony grow.. then these tings surface at

societal level.

R ?.. Š÷[³ 0*ŒÃ¾§b language in education W\0*ÎyÅ

how do you see the current language in education policy of Pakistan?
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13 Ms T }g}ŒVZ#Ì .. ñz{ZKi!*y~!*]™D³ head of state āËÌo»� .. W\̈g™,

ÂZÅ.-<é GXÂ .. �ñz{ZgŠz~!*]7™@* president }g}ŒV}gZÃð .. !*]ðÏZôm,~i!*y~!*]ðÏ
ti!*y71w head of the state Z#¬xWŠòtŠ8ñā .. ¸òi!*yÃŠ_œgÎ@*ñ .. tñā

z;VZgŠz .. ~ñ English »Âxñz{‚gZ»‚gZ public service ZkÆ´z{}gZ� .. ÂHŒÇ .. gc*

Ât0*ŒÌŠzCÙ}ÂxÃ‡ìgppc .. ~ñ English W\»7g}»7gZ civil service »»x7ñ

tƒßv .. W\6,zm,æsÃŠNBc*Ø•³m,Ãc*ïyÃ .. �ßvxZã™D³ .. Š~ˆñ

.. Zôm,~½ÅaZzZg³ZzgZL”VoÐ!*CÙ7,ðZD³

just note.. the language of the head of the states of different countries.. they

usually use the language of people .. but with us things are different .. the

president of the country rarely deliver his speeches in Urdu.. sothe dilemma is..

the head of the state devalues the national language.. when an ordinary citizen

see all this..what he will understand.. apart from this.. all our public service

examinations are in English.. therefore the current language in education

policy is there to reinforce the language difference among people.. look at the 

language capacity of those who rule us.. whether it be Pervaiz Musharraf or

Shaukat Aziz or Benazir Bhutoo.. they all are the product of English education

and they get their children educated abroad..

Extract 73: Interview with Ms Zakia who teaches in a public sector school and  in (SB,  3-8-2011)

1. Ms Z: when i went to university i realized 

2. the missing link in me.. i did not understand

3. lectures delivered in English and had

4. to write all examinations in it.. [English]

5. R: what did you do then..

6. Ms Z: i got admission in Pakistan American

7. culture centre and worked very hard.. after

8. so many hurdles.. i was able to study for five

9. years at the university..

10. R: hm hm..

11. Ms Z: then God gave me job..

12. R: now you teach for both public and

13. private sector schools.. what subject do you teach..

14. Ms Z: English in both the schools to students

15. of grade 8 to 10..
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16. R: interesting .. how do you compare both

17. the schools in terms of language use..

18. Ms Z: actually there is a big gap.. between

19. two institutions .. i am polishing myself

20. here [SB] but there [SC]

21. actually students are coming from rural

22. area.. my school is in rural area.. it is

23. very far from here.. you can say it is a village

24. .. the students are mostly Sindhi

25. or Baloochi families.. their parents do

26. not to send them to school.. especially

27. female..

28. R: my interest is in knowing the everyday

29. language practices in both the schools you

30. teach in..

31. Ms Z: in that institution [ SC] it is very

32. difficult for them to understand..

33. R: but the government has recently changed

34. the policy.. now they have introduced

35. English from grade one..

36. Ms Z: yes.. but you know … our 

37. system is working as it was..

38. R: do you see it is a good policy..

39. Ms Z: actually (( thinks hard)) teachers are 

40. not competent.. they do not have command

41. on it.. [English]

42. R: are you saying it is not practical..

43. Ms Z: it is not.. i am talking about my 

44. school [SC]

45. R: it is purely an Urdu medium school..

46. Ms Z: no.. it is a Sindhi medium school..

47. R: Sindhi is spoken in the school..

48. Ms Z: most of the teachers are Sindhi..

49. only we two are from Urdu.. [background]

50. R: are the course books in Sindhi..
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51. Ms Z: yes.. all the material in Sindhi..

52. and most of the village schools are Sindhi

53. medium school..

54. R: how would you describe the policy of

55. this school .. [SB]

56. Ms Z: now the policy has changed.. after this

57. new management.. before if you were talking

58. to students in Urdu.. it was upto you.. but

59. now they strictly told us.. speak English in the

60. class.. outside the class.. with staff..

61. colleagues.. use English every time

62. R: you think it is practical..

63. Ms Z: i do not think so..

64. R: is it true that all parents want their

65. kids to master English only..

66. Ms Z: because they know when children got

67. higher education.. they would get good jobs..

68. that is the reason..

69. R: what do you see the life chances of

70. your public sector students..

71. Ms Z: my school is a middle school six to

72. eight.. after completing 8 class.. they are

73. married.. few students continue their

74. education

75. R: your students study in Sindhi medium

76. from class one to eight .. when they appear

77. in grade 10 examination… do they get 

78. examination papers in Sindhi..

79. Ms Z: no no.. no.. no.. they have 

80. examination in Urdu..

81. R: how do they cope with it..

82. Ms Z: actually that is a problem.. that is 

83. why they fail different subjects.. but if 

84. they passed 10.. in class XI and XII..

85. they feel a lot of problem
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86. R: because onward class ten.. the

87. medium shifts to English and Urdu..

88. Ms Z: oh yes..

89. R: also at university they have to

90. write in either English or Urdu..

91. Ms Z: yes..

92. R: so we teach them in Sindhi from

93. class one to eight.. and then we..

94. Ms Z: then if they want higher education

95. they have to change their language

96. R: you think it is a good policy

97. Ms Z: no.. it is not..

98. R: what should it be..[should not be]

99. Ms Z: Sindhi language is not a must.. it is [should be]

100. optional.. compulsory should be English

101. medium but before it you must train

102. your teachers

103. R: thanks very much..

Extract 75: Interview with Mr Sajid who teaches Urdu and English languages to grade 10 at  (SC,17-5-2011)

1 R .. W\ZL”V»gztZyi!*âVc¾§bÒy™,Ð .. W\ZgŠzZôm,~ŠzâV7,JD÷ (...)

(…) you teach both English and Urdu..  how would you describe the attitude of 

your students toward these languages..

2 Mr S ..ì.. ìz{_  native language ŒVÅ� ..÷strange :Ã@àÆnZgŠzZzgZôm,~ŠzâV

Åƒð impose 6āëä .. »gztŠâVi!*âVcÐ»ƒ@*ì students Å<å XEZ))izgŠïƒñ((
Zzgøg}çÑ} .. Zzga_Y…÷ .. ZgŠzì medium of instruction YVāŒV6, ..÷

i!*yZEw™D÷z{Ì_ ..~society øg} ..~culture øg} ..~routine~.. ~Šy

.. �ZgŠzZyÆZEw~ZâìÎZ‹ì ..ì

for the city of Quetta both Urdu and English are strange languages.. the native

language here is Pushto.. therefore ((with emphasis)) the students approach both

languages as outsiders..it is as if we have imposed these on them.. because the

medium of instruction here is Urdu.. and children know Pushto.. in our society

everyday..as a routine.. in our culture.. in our society.. the language we use is

also Pushto.. Urdu is used as little as is English..
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3 R .. Zôm,~ÂçÑ}~ì„ .. ƒ**ec multi lingual ā”VÃ .. HW\7B

do you not believe.. that children should be multilingual..  as it is it is English 

that is everywhere in society..

4 Mr S ìÅ<å XEZ English i!*y official aè .. VwÆîg6, .. 1ŒVQÐ)b÷ .. !*Çƒãec

 ³tìāßvZLÃĝÆç5]))izgŠïƒñ(( .. Zôm,~~‘YD÷ casesÆ.. Ãĝ
˜V6,zZµZkÅ .. ƒãe’ important z;V? English.. ~tIeLƒVā .. Ã7,|7Mh÷

.. pZ{(Z{Z{ë6,™Åˆì .. ¢zg]ƒ
absolutely it should be.. but here again the problems are unique.. for example..

because the official language is English therefore in courts.. cases are

documented in English..  the result is that regarding their cases ((with

emphasis)) people are unable to read documents regarding their court

proceedings..  i want to say.. English should be important there.. where it is

really needed.. unnecessarily it has been imposed on us..

5 R .. ~Zôm,~÷áï¶  job requirement W5  

was English a job requirement for your current job..

6 Mr S .. ~÷áï™Šc*ì job requirement ëäZkÃ .. Xt„ìā .. !*Ç¶
absolutely it was.. this is the real problem..  we have made it a job requirement..

7 R .. HW\B÷ātƒ¼(Ïì  

do you think all this is political.. 

8 Mr S ëä¼ .. z{ëz,„`D‰ .. z{ghÆ‰  system Â� ..̧ British colony aêëZq-  

.. øg~¢zg]Hì .. 7Îeā
because we were a British colony.. therefore whatever system they left behind..

we continued without change..we never thought.. what our requirements are.. 

9 R Â÷Zìwìāic*Š{F,Zôm,~Zzg .. āz{Ã́i!*3GeT÷ .. Z¤/ë”VZzgQyÆzZ−+Ð7â

.. ZgŠz}Ð
if we were to ask the children and their parents..  that which language would 

they like to learn.. i believe that most of them will choose English and Urdu.. 

10 Mr S .... »z¯Š~IìëZyi!*âVÃ™™`÷ system Xtìāti!*3  .. z{YVGeT÷
øg}o .. z{7,J–ŒY@*ì .. &Z‹WCì .. »Dg÷ English phobia ëßv

.. ßvW\ÃYIŒÐ .. ZzgW+Z‹7WC .. Z¤/W\¹ŠZ:WŠò÷ .. t0[ì standard~

449



why do they want to learn..  because they the problem is that these languages 

have been made part of the system.. we have imposed these languages on

ourselves..  as a people we suffer from an English malaise..  whoever knows 

English.. he is considered literate.. this has become the standard in the country..

even if you are a wise person..  and you do not know English..  people will 

consider you illiterate..

11 R .. Å÷ impose ÁßÍVäti!*3

who are the people who have imposed these languages..

12 Mr S 7',ŒÛZggÄ colony .. qÝÅc*tÈ³ÆZ#z{«ZzgŠzu~kBxÆˆ freedom Z#ëä

�ª¶ā .. aZƒ̂¶ class Z+ .. ZyÆYäÆˆÉZyÆŠzg„~ .. Â…WiZŠ~ï̂ ..n
â™~qÝ .. YVÆz{øg}xZy¸ .. Qkiâä~÷áh+ic*Šz{¢zg]¶ .. Z‹„�]»gZ3ì

ÎeāëßvZko?ZK ..äclass ZyßÍVÆẐk .. ¢zg~ƒ@*ƒÇāZôm,~Wñ .. ™äÆn

.. xZãù',ŒÛZggO
when we achieved freedom  or lets  put it this way when after the first and 

second world wars..  they could no longer maintain the colony.. we got 

independence..after their departure.. actually during their rule..there emerged

such a class.. which regarded English as the panacea to all ills.. perhaps it was 

the need of that time..  because they ruled us.. to get a job.. it must have been 

necessary to know English.. after the departure ((of the colonizers)) this class of

people.. thought of ways to maintain their rule over the people..

13 R lets come back to language-in-education policy of Pakistan..  what should it 

be..policy of Pakistan.. what should it be? 

14 Mr S Zzg .. ~Zq-eZËÆ0*kY@*ƒV .. ~1ZLŠ!*]CYƒV .. Â7  educationist ~Ãð¹(,Z

T~ .. Zzgz{~yh+©8ƒV .. qì medicine ìeZËíÃ ..½average Zq-¬xà~ƒV,
Âz{=™ .. ))Zôm,~ZzgQgŠz((Z¤/z{÷}ng3ŠHì .. �ā~77,|YƒV ..ìleaflet Zq-

.. ~W**ec

it is not that i am a great educationist.. but i can share my experiences.. when i

go to a doctor..and i am an ordinary citizen with an average education.. the

doctor writes me a prescription.. and i buy the medicine..  which comes with a 

leaflet..

((which i can not read)).. if this leaflet has been kept for me.. then i should be

able to understand it..

15 R Y
yes
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16 Mr S ~=a .. �ÃgkÃ9§bÐ7,JÃ .. Zy&6VÆ7÷ teacher.. .. Xtìāøg}0*k

.. 7,Jãec narration.. 7,Jä~ English structure 9th .. 7,Jä÷ active passiveÃ
�.. 7WC basic reading ~ZÐù5zVZq-^& .. 5ãì paragraph writing =ZÐ

.. W\Zj¹VÐtq,7,JMh÷ .. Ã5™77,|Y b-u-s Zôm,~ÆwzsÃ�h™7,|7Y�

the problem is that we do not have..  teachers who have the required expertise.. 

who can teach the course properly..in class 9 i have to teach active passive

voice.. i have to teach English structure..  i should be teaching narration..  i have 

to teach them paragraph writing..  how do i teach these when the child does not 

know basic reading.. he who cannot string together English alphabets to form a

word..who cannot join b-u-s to make a word..how can you teach him all these

things..

17 R .. HW\Ë{ma»f™™gì÷  

are you talking about a specific child..   

18 Mr S aâ,ŠÎ,~WÆ¼ 1% .. ”V»tqwì 99%.. »tqwì majority.. ‚].:!*Ç7
.. ™Mh÷ reading

not at all.. the majority are like this.. 99 percent of the students are like this..only

1 percent of children in grade 9 and 10 can manage to read a little..   

Extract 76: Interview with Bilal, Jamil and Khayyam, students of grade 10 (SC, 18-5-2011)

1 R ?.. W\ßvy~ÃyÐi!*y1s÷
which language do you speak at home..?

2 S .._
Pushto..

3 R .. ZzgZjw~

and in school..

4 B .. Zjw~QgŠzc*Z‹1s÷ .. W\ÃØìëßv  

you know that we.. in school we speak Urdu and English..

5 R .. |~ .. ¯kÐ!*CÙ .. CÙ(Zjw~ZgŠz1sƒ
do you speak Urdu everywhere in school.. outside the classrooms.. in the

canteen..

6 S .. Q_1s÷
then we speak Pushto..

7 R z{ZYCk7™}Ç  .. Z¤/W\¯k~_1s÷ÂHƒ@*ì  

what happens when you speak Pushto in the classroom.. 
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8 B

he [teacher] will not feel good..

9 R .. YV7ZYCk™D
why do they not feel good..

10 J .. ëßvZgŠz1ác*Z‹ .. z{eT÷ā
they want that.. we speak either Urdu or English..

11 B z{‚g}0*Îy~¸ì .. QgŠzì international language 0*Îy» .. 0*Îy»âŠg~−!*yZgŠzì

.. uY .. T»�Ì−!*yƒpz{71mì ..

the mother tongue of Pakistan is Urdu.. the international language of Pakistan

is Urdu.. it is spoken in all of Pakistan.. 

whatever may be the language of the people he does not speak it.. sir..

12 R .. W\ßÍVÃÂ7ƒC
is it not difficult for you..

13 B .. u¹ÂƒCì  

sir we find it extremely difficult..

14 R .. tƒHì .. _yWiZŠ~èƒðì  ZjwÅŠ-ZgzV6,
a
the graffiti on your school walls speak of baloch and pushtoon liberation..

what is all this about..

15 J  .. ƒ@*ì student Zy»ZC .. Zzg_yäZC .. 
aäZC¸x¯c*
the Baloch have made their own nation.. and the Pushtoon have theirs.. they 

have their own students..

16 R .. HZjw~Ì÷
in your school too.. 

17 S .. YuZjw~Ì÷  

yes sir.. in our school too..

18 K .. ™@*å meeting Ô‚w_ypZ{0*gKzZÑCÙ-ÃW@*åZzgZjwÐ!*CÙ
last year Pushtoon party workers would come to school every Friday and hold

meetings outside the school premises..

19 B .. Z¤/_yZ:e.$ÃÃð!hÏî0ƒÂz{ßvi™Šêì .. ZkaW@*ìā .. uz{ßv  

sir those people.. they come here because.. 

if the Pushtoon student has a problem then they help solve it..

20 R .. ?ßvÃyÏi!*yGeTƒ  

which language do you want to learn..

21 S Z‹

English..
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22 R YV  

why..

23 K .. ìëßv!*CÙYNÐ  international language uaèZ‹

sir because English is an international language.. we want to go abroad..

24 J .. Z`ÀÂñ!*bÌZ‹~ìÛR,ÌZ‹~ì

these days even the cell phone is in English the computer too is in English..

25 R .. ?ßÍVäZ‹5ì

have you all learnt English..

26 S .. Yu
yes sir..

27 R .. ¹VÐ  

where did you learn it..

28 K .. z;V6,CÙ$Z‹~ƒ@*ì ..Ðlanguage centre

from a language centre.. there lessons are taught in English..

29 R .. ?ßÍVÃÂZ‹7,JðYCì

but you are taught English..[in school]

30 S ÿZ¾mþ .. )—ZDƒñ(uŒVÂøg}åiÃZ‹7WC  

((smiling)) sir here our teachers do not know English..

31 R .. HQgŠzÌ¹¢zg~ì  

is Urdu also very important..

32 S .. ¸ò−!*yì

it is our national language..

33 B .. −!*yì international ut0*ÎyÅ  

sir it is the international language of Pakistan..

34 J .. AZ‹» .. QgŠz»GZÚ¢zg~7ì  

learning Urdu is not as important.. as is English..

35 B .. uQgŠzÂƒÃW@*ì

sir everyone knows Urdu..

36 K .. ƒÃQgŠzW@*ì .. 0*Îy~�úZxgSì

all the people who live in Pakistan.. all know Urdu..

37 R .. HŠzu}aÌZ‹GeT÷ .. ?ßÍVäZ‹6,ZÇ-̂  

you all have learnt English privately.. do other children also want to learn

English..

38 S .. ‚gZZjweLìu
the entire school wants to learn it sir..
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39 K .. Z‹GeLì 75% ~Ð  100 

out of a hundred 75% want to learn English..

40 R .. ?ßvZjwÆQgŠzâjw~¾§be|

how did you all fit in with the Urdu speaking milieu of your school..

41 B ¹J .. åâg@*å .. ¼™~7W@*å .. YVāZjw~ëÃ .. uÑzq~ÂëZjwÐ¸IHå
.. 0*È~Îc*
sir initially i used to run away from school.. because in school i would.. not

understand anything.. the teacher used to beat me.. severe constraints were

imposed..

42 J .. uëßvLZjwÆ·ä!*iZg~¾YD¸

sir we too used to hide in market place near the school..

43 K .. A$ëäQgŠz5ì .. uëßÍVÃ¹âg7,~ì

sir we were caned often.. only then did we learn Urdu..

Extract 77: Interview with Mr Shah, a father and a canteen worker of a grade 7 pupil at (SC, 20-5-2011)

1 R .. `gì÷ canteen W6aZkZjw~7,_÷ZzgW\ŒV  (...)

(…) your children study in this school and you work in the canteen..

2 Mr S .Y

yes..

3 R .. W\y~Hi!*y1s÷

what language do you speak at home..

4 Mr S .. ëy~_1s÷

we speak Pushto at home..

5 R .. W\¾i!*y~W™D÷~äic*Š{F,_”ì ..~canteen ŒV”VÐ

here in the canteen.. which language do you use to talk to the children my
observation is that you mostly use Pushto..

6 Mr S .. 1”VÆ‚B~ZgŠz~!*]™D÷ .. _Âa1s÷))¹Î!ƒñ((

the children speak in Pushto ((after thinking for a while)).. but i speak in Urdu
with the children..

7 R .. ic*Š{aÂ_1%zZá÷ .. YV

why.. the majority of the children are Pushto speakers..

8 Mr S .. 1ë_~!*]™@*ì ... òyaÌ÷  ... 1ë ... ¸!*]ì

that is the reason… but i… there are Pathan children here… but i speak in Urdu..

9 R .. ~Y'eLƒVāW\Z(YV™D÷
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i want to know why do you do it..

10 Mr S .. ‚gZaŒ .. Zjw~ZgŠzƒ**ecā ..u

sir..  in school there should be Urdu.. all the children understand it..

11 R .. W\ÃyÐi!*3eT÷  

which languages would you prefer..

12 Mr S .. Z‹ƒãec

there should be English..

13 R .. 1ZL”VÃZgŠz~eZÑì

but you have put your children in an Urdu medium school..

14 Mr S ZknëZkÃ .. ßÍV»:ic*Š{ƒŠH .. 1Zy .. ~eZÑå English medium ZkÐaÃ¬~ä
.. ŒVáWc*

earlier i had admitted my child to an English medium school.. but they.. the fees
was raised.. that is why i brought him here..  

Extract 78: Interview with Mr Zahir, father of a grade 7 student at (SC, 20-5-2011)

1 R .. Hz{ÑzqÐÍḡZjw~7,|g;ì .. WågC‚ÂV)®)~7,kì  (...) 

(…) your son studies in grade seven.. 

has he always been in a government school..

2 Mr Z .. ¬~ä6,ZÇ^Zjw~ŠZ¼™Zc*å  

 i had first admitted him to a private school..

3 R .. Hz{Z‹z*å

was that an English medium school..

4 Mr Z .. 1ZyßÍVä:¹(,Jð ..Y

yes.. but then they raised the fee greatly..

5 R .. y~Ã́i!*y1àYC

which language is spoken in your home..

6 Mr Z .._ :
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Pushto

7 R .. W\eT÷āW6”VÃic*Š{i!*3

do you want your children to know many languages..

8 Mr Z .. Ãy7eì

who would not want it..

9 R .. W\ÃyÃyÐi!*3eT÷ā”V»Wãec

which languages do you want your children to learn..

10 Mr Z .. ZgŠzÔZ‹Ô_Ô',Zz~  

Urdu English Pushto and Brahvi..

11 R .. ÜsZ‹ZgŠz7,J@*ì .. 1Zjw~

but in school.. only Urdu and English are taught..

12 Mr Z .. ìZyc must z{Â

that is a must for them..

13 R .. Zôm,~i!*yÃW\±i�çbŠÙ÷

how do you view the English language..

14 Mr Z .. Zk„nÂ~ä6,ZÇ^Zjw~ŠZ¼™Zc* .. YèW`À»Šzgt„ì .. CÙ¿ÃWãec

every person should know it.. because it is the need of the hour.. this is why i had

admitted my son in a private school..

15 R . Â÷gìÇ .. ™Šc*Yñ English medium Z¤/ÍḡZjwÃ  

if all government schools were to switch to English medium.. how would it be..

16 Mr Z .. ~&ƒVZôm,~G6g~ì .. W`»ÏgZôm,~ì .. ƒÐic*Š{ÃZ+{Zk~ì .. ¹4gìÇ

it would be great.. this would be profitable for.. today's weapon is English.. i think

learning English is a necessity these days.. 
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Extract 79: Interview with Ms AineArfin ,Principal (SA, 18-7-2011)

1. R: the language in education policy says 

2. that Urdu is the medium of instruction and

3. now English is introduced from grade one..

4. what do you think are the consequences of

5. such a policy on the lives of majority  

6. of Pakistani children who study in public

7. sector school..

8. Ms AA: you see..as far as policy is

9. concerned.. i feel in a culture such as 

10. ours which ismultilingual..the previous

11. policy when we began to teach English in

12. sub grade.. Ii did not have problem with

13. that [introducing English from grade six]

14. because i have seen in many countries 

15. which are non English speaking..introduce

16. English much much later!

17. R: right

18. Ms AA: so even in Pakistan.. if we introduce

19. in class six and we are talking about…

20. R: public sector schools

21. Ms AA: if taught properly.. if teachers are trained

22. for that .. then it is perfectly alright! When you

23. introduce from class one.. we have to take

24. a bigger picture ! how many teachers do

25. we have with English language teachers

26. [implying shortage of competent English]

27. language teachers in the country] you

28. need quadruple number of teachers from your

29. pool  of existing pool of English language teachers

30. R: you mean it is not very realistic

31. Ms AA: Is it!.. so where is mass illiteracy

32. if we did a good job teaching the children

33. proper Urdu in the scenario of bilingual

34. aspect there also [means local languages
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35. + Urdu as national language] in Sindh..

36. [province]

37. Sindhi and Urdu.. in Pukhtoonkhuwa [province] Pushto

38. and Urdu.. you do a good job if you  can  it till

39. grade five and start English at class six..

40. train the teachers who teach them!

41. R: the early introduction of English is justified

42. on the basis of gap between the rich and the

43. poor

44. Ms AA: you see that is kind of fudging the issue

45. .. the gap is  not because of that.. the gap is not

46. for sure not because of that! We had government

47. school in the past and they have turned out

48. real scholars..leaders and so on..

49. R: hm..hm

50. Ms AA: because the level of those schools were 

51. fantastic..  the real problem is that Urdu has

52. not been developed probably ..the

53. problem is that books have not been

54. translated in Urdu probably.. we are

55. talking about knowledge ! we are not

56. talking about only knowledge …if you

57. taught science very well in Urdu! If you

58. taught history and geography very well in

59. Urdu..at least the knowledge base in the

60. same [ means transfer of knowledge base  is the

61. one language  ] to another  the confusion

62. there is [government ] they are confusing

63. English language as being educated..it

64. is not it!

65. R: hmhm

66. Ms A: you may be educated without knowing 

67. a word of English…look at Iran..look

68. at Germany.. take an example of Iran

69. because they are developing so  much..
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70. constant translation..everything is being

71. translated[in Iran] ..in Pakistan if you

72. want to get books for children.. for

73. the library..there  is not decent enough

74. collection to put in  library ..so: feel 

75. teaching English language is not the main

76. reason why or why not the government school

77. is considered good or  not! It is about

78. standard ((puts a great deal of emphasis))

79. that is my personal opinion

80. R: yeah..yeah..i  appreciate it..talking about

81. your  school how do you see the language

82. practices..what I have observed is that

83. teachers talk to each other  in English ..similarly

84. teacher student communication takes place

85. in English only..what do you see as the

86. consequences  of such practices on the lives of

87. pupils.

88. MS AA: ah..we are an English medium 

89. school..we hate to be called elitist school.. 

90. however (( smiles)) unfortunately the kind  of..

91. we find ourselves constantly falling into

92. that category ..however …we..when children

93. come  to they are two  and a half and 

94. parents expect that they should learn how

95. to speak English fluently in the next three weeks!

96. Ah..when i was at the primary level

97. Because i started off as a primary teacher

98. R: hm.. hm..

99. Mr AA: subsequently primary school head..

100. i had a bit of problem with that also.. i am

101. sure you know even in England they make

102. sure that there is a first language speaker

103. in every school because  when a Bengali

104. speaking child or where Urdu speaking 
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105. or Punjabi speaking .. they make sure they

106. have a first language speaker there because

107. studies have shown that if the first language

108. does not develop properly ..the second language

109. will never develop!

110. R: right.. right

111. Ms AA: so  in our  context .. in English

112. medium schools of Pakistan .. what we

113. are doing  is ..we are .. because we

114.  in English medium school all

115. subjects are taught in English and because 

116. of the expectations of parents also (xxx)

117. so in the primary school as i was saying..

118. children come to us and I would say to the

119. teachers that if children speak to you in

120. Urdu.. please reply to them in Urdu

121. R: would you!

122. Ms AA: yes! A am telling you very candidly

123. R: it is very unheard these days in

124. school such as yours

125. Ms AA: yes..yes..i said ((to teachers))

126. you must reply to them in Urdu because that

127. is where their comfort zone is!.. comfort 

128. level is..they are two and a half.. their

129. language has not  developed yet..even

130. their Urdu..can we just  please hold our houses

131. to English

132. R: yeah ..yea..

133. Ms AA: if the child is comfortable in Urdu..

134. just speak in Urdu and have proper

135. conversation and do not insist(( she 

136. is referring to teachers))I will only reply

137. if you rephrase and ask it in English.. that

138. is unfair.. but there were many instances

139. where parents have come and complained((
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140.  quoting parents)) "you know my child has

141. been in school for almost three weeks and

142. has not started English.. in fact he has

143. regressed because in the pre school he

144. was spoken to only in English" (( laughs))

145. and "Lo and behold..god forbid 

146.  the teacher is speaking in Urdu"

147. R: very interesting

148. Mr AA: and there I would explain to there

149. that] you know(( referring to her conversation

150. with the parents ))it is alright ..let their

151. first language develop..let their  comfort 

152. level develop ..  they have got the rest of their

153. lives for English

154. R: yeah.. yeah.. some people call it English

155. fever.. you think we also have that fever

156. Ms AA: yeah.. of course and that is where 

157. the misconception comes that English is

158. education .. English is not education! You

159. know (( very fluently)) science and maths

160. and geography..  everything is education..

161. R: yeah..yeah..

162. Ms AA: does not matter what language you study

163. it in..

164. R: unfortunately that is the under

165. perception on English in our society..

166. Ms AA: you know why.. this is my personal

167. view (( seem to be deep in

168. Thought… reflective stance)) but i always

169. feel that if you look at education for 

170. example fifty years back or seventy

171. years back or I look at my father for

172. example ..he came.. he was born in a

173. village in KPK(province)  where he did

174. not  hear they word of any language
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175. except for  Pushtofor..at least perhaps

176. he was twelve years old

177. R: hm.. hm.

178. Ms AA: then he moved to Peshawar [province capital]

179. went to Islamia college.. Aligarh

180. and so on..i am sure English must  have

181. come far later.. I think his father did

182. not speak a word of English..his father

183. did not even speak a word of Urdu

184. R: hm..hm..

185. Ms AA: o.k..keeping in mind that those

186. were the pre partition days [united

187. subcontinent] British influences and 

188. so on

189. MrR: hm..hm

190. Ms AA:  am thinking about the language 

191. development of human mind! There was 

192. this man and all  from his generation 

193. whether Pushto..Punjabi or whatever .. they

194. went  on to learn  excellent English! Excellent

195. Urdu! In which they were  able to enjoy

196. poetry..

197. R: right.. hm..

198. Ms AA:  of two languages together [imply English 

199. and Urdu] where  they were able to lead a

200. very rich professional lives! Whether it be 

201. legal or judicial or bureaucratic or army

202. or whatever…how did they learn those languages

203. and so well.. right.. i know that i came

204. from a bilingual background .. because

205. by the time i was born my father spoke

206. Pushto and English and Urdu..my mother

207. also spoke Pushto and English and Urdu

208. but she was born into only English and

209. Urdu (( refers to her mother home languages))
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210. and then she learnt Pushto after  she got

211. married to my father  and by the time I 

212. was born.. she was pretty fluent in

213. Pushto..

214. R: Right

215. Ms AA: i do not remember speaking in

216. English till I was teen..you know ..i

217. heard it around me..my  brothers and

218. sisters spoke  it..i would  speak Pushto..

219. then I learnt some Urdu and then i

220.  learnt English..so i am thinking that is

221. what was it about that was very  faulty..

222. that  taught us so many languages..now

223. i see in our school scenario.. our

224. children are learning English  at  the expense

225. of  Urdu..

226. R: and other local languages as well

227. Mr AA: other local languages are non

228. existent in an English medium school..

229. if our children are coming from a Sindhi background

230. they speak Sindhi.. of course they do not know

231. now to read and write but  not that 

232. much of speaking 

233. R: hm..hm..

234. Ms AA: Urdu minimum..  the only language

235. they  end up learning is only English and even

236. that is not quite [standard] and I think

237. we need to reflect on these  things..

238. R: what is happening in the under

239. society in terms of languages..when

240. you come across parents..

241. MsAA: Urdu is not being taken seriously..

242. Urdu is inconstant  problem (( low prestige)

243. when we talk  to Urdu teachers for projects..

244. Ii ask them to make their classes print
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245. rich ((displaying  Urdu or thography)) .. it is  

246. so difficult !to get things that  have  Urdu 

247. written on them.. right..even the packet

248. of shan masala [packet of spices] .. there

249. are fewer fewer things  that have Urdu 

250. print on  it..we ask children to accompany 

251. parents shopping grocery and find out

252. such things.. look at the billboards

253. they are all in roman English [writing Urdu

254. with   English alphabets] ah..as far  as the

255. script  is concerned.. that is becoming sort

256.  of extinct (…) when we asked children in the

257. past' why Urdu is  important"  and they say

258. because  we have  to communicate  with our

259. servants.. so Urdu has  been degraded

260. from the language of learned to the language

261. of servants.. it  has been devoted to the

262. fact that how else we are going speak to

263. our chowkidar (gate keeper) how else we

264. R: hm..hm..

265. Ms AA: and then.. you know  when a child

266. begins to speak..the parents begin to speak

267. to them in English even though it sound

268. unnatural because the grandparents are

269. still more comfortable with Urdu and the

270. parents and grand parents are speaking

271. in Urdu and many a times i have observed

272.  when i am outside in a shop.. i hear

273.  parents talking to their child..it  is

274. almost as if they are speaking to…

275. a little  animal that they are trying to

276. train (( laughs)) "no.. no.. do  not"

277. you know monosyllable (( language)) the 

278. whole conversation is not taking place

279. R: very interesting  observations..
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280. Ms AA: and when we have concerts (( school events)) 

281. if you listen to the way they sing in English

282. and you listen  to the way they sing  in Urdu

283. ..the Urdu song has its life of its own..

284. i do not knowhow that happen!  i  need to

285. study.. when they are doing drama in Urdu

286. they are  so comfortable in it even though

287. they speak  English all the time.. when

288. they are  singing  in Urdu they are  so

289. comfortable and in English you  know

290. the intonation..  there is some thing not 

291. quite there..

292. perhaps it comes later when they reach

293. middle and high school  but in primary

294. level they are comfortable  in  Urdu..it

295. just  goes  to show.. of course we

296. must  teach them English and we are

297. teaching them English ..but the

298. comfort level is there [Urdu]..

299. R: hm.. hm

300. Ms  AA: we  had a  first grade child who

301. told his teacher ..you know .. by first

302. grade..and putting pressure  ((mimicking))

303. English   language teacher )) "oh could you

304. say that in English again.. but now we

305. say that  in English.. oh that is very

306. well said but can you say it in English"

307. so there  is one child turned  around

308. and said "Ms but my brain is in

309. Urdu" (( laughs))

310. R: ((laughs))

311. Ms AA: how profound coming it from a 

312. six year old..sometime children make us 

313. feel we are such fools

314. R: as a mother how do you address the 
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315. problem of languages ..which languages would

316. you prefer for them.

317. Ms AA: i wanted my children to master all

318. three languages which was Urdu English

319. and Pushto .. they ended up learning

320. English very well.. boys went to college in

321. England and their  English is as good as 

322. any first language  speaker.. and that

323. was for sure a wonderful advantage ..

324. so there  is no arSCent about that.. we

325. are producing students with a level  of 

326. English which make them go to  universities of first

327. English  languages speaking countries like

328. England and America

329. R: yeah..yeah..so boys learnt Urdu and

330. Pushto as well

331. Ms AA: they learnt Urdu because that is the 

332. language their father spoke but my daughter

333. is a bit shy speaking in Urdu because

334. she is shy of making mistakes in

335. Urdu and people picking on her..so

336. she is a bit of (English) and

337. she is constantly telling me why did you

338. not  teach me Pushto (laughs)

Extract 80: Interview with Ms. Farzana Vice Principal at (SA,18-7-2011)

1. R:  am interested in understanding your

2. views on everyday language practices in

3. your school

4. Ms F: what i strongly feel is that the teachers

5. who are teaching in the schools ((referring

6. to private non elite English medium schools))

7. they themselves are not very competent and 

8. qualified.. they need a lot of support..
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9. a lot of support! The same problem unable

10. us ((refers to private elite English medium

11. school)) we do not find good teachers

12. of English language.. you know there are

13. teachers who pronounce snake incorrectly..

14. if my child mispronounce a word i would

15. not like it!

16. R: why would you not like it.. English

17. pronunciation varies

18. Ms F: because English language or

19. any language is a reflection of your 

20. educational background

21. R: interesting.. hm..

22. Ms F: if you are studying in a reputed

23. English medium school then it is very

24. important ! that you should speak English

25. the way it should be spoken

26. R: how should it be spoken

27. Ms F: we follow British educational 

28. system and we stress British pronunciation

29. system!

30. R: what are the social implications

31. of following or speaking English in a 

32. British style

33. Mr F: you are respected for that!

34. R:  you mean the society

35. respects..

36. Ms F: society respects you when you speak

37. in English.. language tells about your

38. personality about your educational background

39. about the family you have come from!

40. R: hm.. hm..

41. Ms F: and people take you as learned person

42. if your language is perfect..

43. R: and it is more so with English..
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44. Ms F: ya.. and if you are speaking English

45. Appropriately it does wonder..

46. R: has it done wonder in your professional

47. life..

48. Ms F: i am the vice principal of a branch 

49. ((school))

50. R: how do you see the language in education

51. policy of the country..

52. Ms F: if I talk about the policy of my state..

53. it is like a paradox..

54. R: hm.. hm

55. Ms F:  they interview in English [she, means 

56. job interview] they value the candidate who

57. is able to speak in English but the

58. paradox is that all the state schools are

59. Urdu medium.. i want to talk about

60. my province (( Sindh)) if they want to

61. make English as the only language for education

62. .. they must promote English medium state schools..

63. R: hm.. hm.. you mean they are not..

64. Ms F: they are not! What is happening that

65. there is a complete misbalance between

66. students coming from state schools and

67. the ones coming from private schools

68. R: hm.. hm..

69. Ms F: and when they are in universities.. the

70. students a of state schools have lacking in their

71. English language skills and then they go to

72. private English language institutes

73. R: as a mother what languages do you

74. want your children to master..

75. Ms F: as a mother (( takes a deep breath))

76. i want them to learn English well and as well

77. as Urdu..

78. R: when teachers are hired do you give 
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79. importance to English language competency

80. Ms F:  a lot ! a lot! Language ((means

81. English)) comes first and then the basic

82. knowledge of the subject

83. R:  English language proficiency comes first 

84. then the subject knowledge..

85. Ms F: yeah!

86. R: one thing more .. what do you see are the

87. life chances of those who study in English

88. medium schools and those who do not..

89. Ms F: of course the life chances for the students

90. of English medium schools is far greater

91. and brighter.. there are exceptional cases

92. from public sector schools.. but they are 

93. one in thousands

94. R: your school has English only policy..

95. could you please reflect on the reasons

96. adopting this policy

97. Ms F: ((takes a longer pause)) well… it

98. Is because of the demands of the parents..

99. looking at the society.. looking at the

100. outer world.. what people  value most

101. R: hm.. hm..

102. Ms F: this is according to the demands of the

103. society.. one day a father came to my

104. office and complained that his child had

105. been taught by some maid in the school.. i was taken

106. aback.. i told him that it was impossible

107. but he was so adamant .. he kept telling

108. me that his boy told him many a times!

109. that his teacher [pupils teacher] had left the

110. school and some maid had replaced her

111. after the father had gone.. i looked into

112. the problem and would you believe that the

113. new teacher would speak Urdu most
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114. of the time during the lesson and the

115. child took her as a maid!

116. R: what did you do then

117. Ms F: i told her that she had to change

118. her language practice.. of course i 

119. did not tell her about the complaint

Extract 81:Interview with MsNidaTayyab, a grade 9 student at (SA,   20-7-2011 )

1. Ms NT: good morning

2. R: good morning.. Nida i want to take

3. your interview what is your preferred language for

4. interview

5. Ms NT: English

6. R: you have been studying in this school

7. Ms NT: since prep two ((pre school))

8. R: what do you want to become..

9. Ms NT: ah.. i wanna take business.. additional

10. mathematics.. i am gonna work for a bank

11. R: you want to work here in Pakistan

12. Ms NT: i want to go abroad.. i wanna

13. work for Barclays

14. R: what languages do you speak in home

15. Ms NT: English and Urdu

16. R:  and in school

17. Ms NT: only English

18. R: you take part in co curricular activities

19. Ms NT: oh yes ((smiles)) i am running a 

20. journalist society of our school..

21. R: so you are interested in journalism

22. Ms NT: yes..

23. R: you read newspapers

24. Ms NT: yes I do
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25. R: which one

26. Ms NT: Dawn ((English language newspaper)) i

27. really get time on weekends only

Extract 82:Interview with Asghar Naqvi, a Grade 9 student at (SA,  21-7-2011 )

1. R: Asghar what would be your preferred 

2. language for the interview

3. Mr AN: English.. i am fine with it

4. R: please tell me something about

5. your family

6. Mr AN: like we live in a joint family.. it is a 

7. big house.. all of as have religious values..

8. my mother is a teacher and father works

9. for Dawn news paper

10. R: what language you speak at home

11. Mr AN: Urdu and English

12. R: and in school

13. Mr AN: speak in English but i am comfortable

14. in Urdu  with my friends and all..

15. R: what do you want to become

16. Mr AN: there are a lot of options.. i mean

17. there is a lot of people.. my mother..

18. my father are attached they all want me

19. to do something or the other.. i could

20. be a historian.. i could be a writer but

21. One thing that keep coming back to me is

22. military..

23. R: you want to stay in Pakistan

24. Mr AN: yes..

25. R: some people say that we are forgetting our

26. local languages.. culture.. do you think about this

27. Mr AN: i believe the main problem is that we

28. are not proud of our identity.. i see a lot of

29. people saying that America and Canada are
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30. good places to move to.. might be they are

31. sensible as well.. you know the kind of

32. things happening around.. we have lost all

33. sense of feelings.. we are losing the sense

34. of humanity that is a point

35. R: hm.. hm

36. Mr AN: we do not even pity the happenings

37. around us in the city

38. R: what things bother you most

39. Mr AN: the rich get away and the poor get

40. caught.. this must be eradicated.. the poor

41. men are treated badly

Extract 83: Parent -teacher meeting at (SA, Ms. Rizwana  21-7-2011)

1. (                     ) Ms Rizwana

2. ((parents gather in a classroom with meeting

3. slips to discuss the progress of their children

4. there are 8 women and 4 men waiting for

5. their turn to get the seat in front of the

6. Teacher to discuss.. the meeting is held after

7. school hours and the teacher seemed to be in a

8. hurry))

9. Ms Riz: ((addressing all the parents together))

10. if your child does not pay attention at home it

11. means he does not pay attention at school..

12. they are involved in gossips.. making fun..

13. they are appearing Cambridge examination

14. in March.. their mock [examination] will be

15. in early March.. they have to cope with all

16. the subjects right.. please buy them

17. unsolved past papers

18. P: remain silent

19. Ms Riz: they have to write specific answers
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20. and i have given them the terminology 

21. of geography.. everything is given to 

22. your child o.k (…)

23. ((parents leave their seats and gather

24. close to teacher desk.. they show the

25. invitation slip which has the name of 

26. child written. The teacher looks at the slip))

27. Ms Riz: (…) your child.. Arsalan.. he

28. needs to work hard

29. P: thank you ((walk away))

30. Ms Riz: Irtiza is now better means he was

31. not better.. he was so involved in

32. creating fun but now he is o.k..

33. P: ((remain silent and walk away))

34. P: (my son Faizan)

35. Ms Riz: Faizan is good.. i have no complaints

36. But little more concentration is required

37. P: thank you..

Extract 84: Interview with Ms Humaira a mother from (SA, 22-7-2011 )

1. R: any particular reason for putting your

2. children in this school..

3. Ms H: (…) actually i was living in Jeddah

4. R: hm.. hm..

5. Ms H: and I had two elder sons.. just came 

6. here [Pakistani] for further studies.. so i

7. am supposed to stay here [Pakistani] then it is a

8. better to put my younger daughter here as well..

9. my husband in still working there [Jeddah]

10. so when i came here [Pakistan] I went to a

11. couple of school but here [ school] the plus

12. point was that as soon as I met them

13. [school management] i discovered that
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14. they could understand my apprehensions

15. R: what are those apprehensions

16. Ms H: because you know…. Bringing 

17. the child from another country and also any

18. child was very close to father so adjusting

19. in this environment [Pakistan] and the

20. environment was totally from Jeddah.. the

21. comfort is also different and the people are

22. different.. there [Jeddah] they used to study

23. with lot of nationalities.. you know .. it is a 

24. total cultural difference and you know these

25. people [school] could relate to us.. and I needed a

26. place where my daughter.. you know.. is

27. comfortable.. it is a very warm place [ school

28. environment]

29. R: you did not explore any public school

30. Ms H: no.. not at all. You know….

31. first of all the government schools are 

32. following notice system and it would be

33. very difficult for my daughter to cope with that

34. kind of system.. you know

35. R: hm.. hm..

36. Ms H: already she is coming from an

37. American system of education and the

38. shift to Pakistani system… personally

39. i think they do not have much to offer..

40. i myself have studied from this system

41. [public school] same old books .. nothing 

42. new

43. R: but this is an expensive place [school]

44. Ms H: i know.. it is quite an expensive

45. place…. You know …. We have to keep

46. a good budget for the school tuition but

47. you know things [my financial status]

48. alhamdollilah thank God i could afford it
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49. R: you have three children

50. Ms H: two are elders ones and they are

51. masallah with the grace of Allah.. my eldest

52. one is C.C.A [degree in accounting] and

53. he is working now and the second

54. one is a graduate from ZABIST and

55. he is also working

56. R: what is the home language

57. Ms H: it is Urdu.. my elder children do not

58. know how to write Urdu because they never

59. studied here [Pakistan] but you will not

60. believe that my daughter is a topper in

61. Urdu in school

62. R: what you see are the life chances of

63. your daughter

64. Ms H: very bright.. also for my sons (…) general

65. the place [Pakistan] has a lot of potential

66. R: but I see a lot of poverty

67. everywhere in the country.. the gap between

68. the rich and poor is the biggest in the

69. world

70. Ms H: i know.. the issue is .. there are

71. now practically two classes here [Pakistan]

72. R: hu.. hu..

73. Ms H: one is [social class] having a lot of 

74. fun and the other is only down and

75. down

76. R: and this other is the majority of

77. the country

78. Ms H: ya.. you know my daughter is

79. studying here [private elite English medium 

80. school] but we need places.. where 

81. you know.. education become accessible 

82. to people

83. R: at present it is not
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84. Ms H: not it is not and it is very 

85. tough on the parents.. the ground reality

86. is that he is [husband] sending me

87. money from there [Jeddah] and if we

88. working or earning from here [Pakistan]

89. then it is impossible to make both

90. ends meet.. and the government and

91. NGO's should sit together.. on my own

92. i help my maids children with their studies..they

93. study in a government school..

94. R: that is a contribution..by the what

95. do you see their life chances are

96. Ms H: they [maids children] have a lot of potential in them

97. but they are getting right environment..

98. there is no life chances  for them.. i am

99. working very hard and i constantly till

100. her [maid] that you should bring her

101. daughters in a way that they should not

102. doing this work [cleaning] .. but you

103. know they have problems with them

104. R: that is more or less with the majority 

105. of Pakistan

106. Ms H: ya.. we are just a few.. we have

107. to do something on war basis.. to put

108. a proper system

109. R: i agree.. it is a horrible conditions

110. of learning environment in public

111. schools

112. Ms H: it is terrible ..it is am feel.. and

113. is nonsense

Extract 85: Interview with Mr. Ghaffar, a father from (SA,22-7-2011 )

1. Mr G: well my name is Ghaffor i am

2. Sindhi.. i have agricultural lands
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3. R: hm..

4. Mr G: properties and estate business..my

5. leaving is by agriculture and i have been

6. all  around the world

7. R: hm..

8. Mr G: i travel every year..difficult places..

9. UK..Canada..America..Australia..

10. Germany.. Switzerland..anywhere you

11. name .. wherever my children want  to go..

12. Malaysia..Singapore..i am very happy in

13. my life

14. R: do you speak Sindhi with your 

15. children

16. Mr G: yes.. sometimes.. to let them know

17. what they are ..the problem with me is

18. that my wife is from Punjab and i am from

19. Sindhi [ background]

20. R: it is a very multilingual family

21. Mr G: ((laughs)) exactly..

22. R: so what is your home language now

23. by the way

24. Mr G: what i think is that we talk in English

25. with little bit of Urdu.. 85% English

26. R: right .. so you have selected this school

27. for your children

28. Mr G: oh yes.. i have been looking around

29. for schools.. myself and my wife are

30. very conscious

31. R: o.k

32. Mr G: about studies because i come from a

33. very educated family.. my uncle was the

34. vice chancellor of agriculture university.. then

35. he became the vice chancellor of Sindh

36. university and then he become the

37. chairman of P.C.S.I.R [research institute]
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38. my father is a doctor..one of my uncles

39.  is D.I.G in Police.. one of my uncle

40. was the head of a bank

41. R: it is very well positioned family

42. Mr G: Ya.. so i went to a lot schools

43. R: you went to public sector school

44. as well

45. Mr G: no.. no.. big school [private 

46. English medium schools] and then i became

47. to this school ..it is like a name to a

48. child.. they construct the personality of

49. the children .. even i am learning so

50. many things from my children..

51. R: what things area you learning from

52. your children

53. Mr G: so many different things.. so

54. many different words..

55. R: you think language was one of the

56. considerations behind selecting this

57. school

58. Mr G: i do not  think so because we speak

59. English at home.. they actually groom

60. children

61. R: have children improved their English

62. speaking skills

63. Mr G: oh my God they have improved a

64. hell lot of it.. if you call my children

65. and she start speaking with us..

66. fluent English.. what i am speaking

67. [English] with you they are hundred

68. and ten times.. i should say they are

69. million times better

70. R: what do you see are the life chances

71. for your children

72. Mr G: i have three children studying in this
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73. school.. one is in O2 [o level] the other

74. is in class 9  and the youngest one is  in

75. class 6 look my child the biggest one..

76. touchwood.. what he is planning for is

77. that he want to become a psychiatrist 

78. and I have planned to send him to KL

79. [Kaula Lampur] university

80. R: and the middle one

81. Mr G: the middle one.. she is also going to

82. study abroad

83. R: and the youngest  one

84. Mr G: she is going to stay with until i

85. move out of the country..

86. R: if not a personal question.. is not

87. It is financial challenge to have three

88.  children educated in such expensive

89. school

90. Mr G: look people spend a lot for the

91. grooming of their children.. they take

92. them to foreign countries to make them

93. better so i think paying over here

94. in this school is worth.. because if

95. i take my children to USA or UK they

96. are going to learn what they are

97. learning here..and i am saving  a

98. lot of money ..this is between you and

99. me..if they [school] charge me Rs.5000

100. more every month..i am willing to pay

101. them because in this  I am getting

102. what I dreamt..it is nothing..

103. R: pleasure talking to you
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Extract 86: Interview with Mr. Afzal, the principal of (SB, 1-8-2011)

1. Mr A: (…) what i get from other.. the

2. community.. teachers community or principals

3. community.. if i talk  to my seniors .. what

4. we should do.. they say only one thing that

5. the child should speak in English.. you

6. will get more aSDission.. actually the

7. purpose behind.. the philosophy behind

8. is that we get more aSDission when

9. children speak in English… that is all

10. nothing else

11. R: commercial interest..

12. Mr A: yes exactly.. if some one is 

13. coming late.. do not let him come in late.. this

14. is the discipline of the school whether someone

15. like it or not.. also make him speak in

16. English.. just give him a few phrases in

17. English.. twenty or thirty written on a page

18. .. they will learn it by heart.. and 

19. speak them at home.. that is enough.. 

20. and the school will florish

21. the owners do not know the curriculum.. they

22. do not know anything about academics

23. .. they are only concerned about number

24. of students (xxx) if the fee is one thousand

25. how can they make it twelve hundred..

26. they are not thinking about the education at all..

27. R: your school is a hugely multi lingual

28. school.. do you promote Punjabi / Baochi/

29. Sindhi

30. Mr A: they[local languages] are not for tomorrow actually 

31. R: Punjabi.. Balochis.. Sindhi are 

31. not for tomorrow

32. Mr A: they are not for tomorrow .. what
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33. will you do with them.. if you just

34. go  for Kulawallah Ahad [Allah is one]

35 you will find it clearer in English

36 R: sorry.. i do not understand it.. majority

37. of children come from Balochi and Punjabi  language background .. when they come to school.

38. they bring those languages with them.. and the school

39. language environment is different.. how

40. does then school socialize them into school

41. language environment

42. Mr A: we the teachers are responsible for every

43. concern.. we the principals.. not

44. the owners

45. R:  how do you socialize them into

46. school language environment

47 Mr A: let me quote one example.. we have 

48. two years training in Pakistan Military Academy

49 Kakul.. after such a training.. they are

50. just able to speak in the typical way.. if we ask 

51. them to talk about economy.. they will not be

52. able to do it.. but they can pass out the utters [cautions]

53. .. they can give instructions .. they can follow the

54. instructions in English.. the way they do.. the

55. same way are our schools

56. R: so.. parents want English only

57. Mr A: English and discipline..

Extract 87: Interview with Ms. Talat, a mother from (SB,  25-7-2011)

1 Ms.T .. ØCÙZzg~º!~!*]™D³ .. y~”VÆ‚BZgŠz~!*]™D÷

we talk to our children in urdu  at home.. my husband and i speak to each other

in Punjabi..

2 Mr.R ZmÃð{mzz:

any particular reason for that

3 Mr T .. L™Ìfe÷ .. 7Ãð{mzz7

no particular reason.. we do  speak punjabi with them at times..
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4 R  Â”VÃW\ä¾§bZgŠz2ð .. y~W\ZzgW\ÆØOº!1s÷

you and your husband speak Punjabi   at home.. then how did you teach Urdu

5 Ms T  ptñāt”VÐ .. ¼ZÖpc*¼!*'H÷ .. H³  W:~îßvº!1s³Âaº!

îZgŠz~„!*]™D³

when we speak to each other   in  Punjabi.. children do pick up words and

expression of Punjabi .. some words..some phrases.. but we speak in Urdu  with

our children..

6 Ms T Zâ . . āW\Zâ4+Zôm,~1wgS‰ [ 6,ZÇ^Zjw  ™5åG
H›ö ] ~ZÌéÐt„1wgS¶

Å‡/W\ßÍVÐic*Š{ (( Z‚E+{ÓäZŠZg} )) ~t9ðVāëßÍV .. 4+Zôm,~1wg„‰

.. îßv!*]’A9Ð7™0*D³ .. ñ

i was just telling the[head mistress  private school] that you speak so well.. so

well.. i tell that we [ teachers of public  sector schools] are more qualified than

you are.. but  we lack in the way of talki

7 R !*]’AÐ%ZŠW\ÅZôm,~ñ

by way of talking you mean speaking English

8 Ms T Z#Zôm,~»XW@*ñÂz{¹ú .. Zk„zzÐÍḡZjwÆaeìæ‡.ÞƒYN .. Y!*Ç

ßvZkÃX .. W\ŠBZq-È{ñ&¼7W@*Zzgz{ŠzegZÖpZôm,~Æ1wfeñ .. g{YD³

.. ³]Šï³

exactly.. that is why children of public  sector schools lack in their career.. no

matter how hard they work because of English.. just look around if a person

speaks a few words of English.. he is respected in the society..

9 Ms T it is probably due to these cosiderations  that you put your children in this school

despite the fact that yourself is a teacher in public sector  school

10 R ÷áh+Zy„z�;]Æ�W\äZL”VÃZkZjw~7,Jc*Z¤/pW\pŠÍḡZjw~7,JC÷

yes exactly

11 Ms T Y!*Ç

Extract 88: Interview with Ms Talat Ejaz, a grade 10 Urdu teacher at (SB, 30-9-2011)

1 R .. ÷áï¸  Zk~Z‚E+{Ì  0*Œì English-only W\ÆZjw~�

were teachers involved in the formation of English only policy recently

introduced  in your school..

2 Ms TE   ÷}!*]™ä~ÃðXÂ7ƒÇ  ))ZŠOZŠOŠÙƒñ(( .. 7z{ÂWgegWYD÷
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no ..only orders came to us.. ((looking side ways)) i hope it will not put me  in

trouble

3 R .. W\!*ÇZEygO

you do not worry about it

4 Ms TE Z‚E+{�Zôm,~71wMhZyÆZz6,Â  ZÝ~t!*]tìātƒ¼»gz!*gÅäÆŠ®}÷

.. ”VÃŠN™¯**e’ .. ™ÃÝ… .. āW\ßÍVÃ6g™,  ìunfair Zzgt¹ .. 6,bì  ¹

.. Zzgë0*Œð\Šï÷ .. …tÂ¥x7āaÅ&¢AHì

the real thing is that they want to make loads of  money..  teachers who are

unable to speak English are under great pressure.. and this is very  unfair

with them as they are forced.. we should design our  curriculum according to

the capacities of our people.. capacities of our pupils! .. we do not know about

their capacities and we impose policies..

Extract 89: a, b: Field notes (SC, 16-5-2011)

1 (a) At about 10: 30 in the morning; three school boys running

2 in the field outside the school towards the main entrance

3 in the field outside the school towards the main entrance

4 in the field outside the school towards the main entrance

5 we exchanged smiles; they stopped; perhaps they have now begun to recognize m

6 I asked them where they were going; ' to our duty at the entrance gate' they replied

7 'why' I asked them. They were perhaps not expecting this question; all of them replied that it was their turn;

8 Then explained that the teacher has fixed duties for boys to guard the school gates because of the threats from suicide 

bombers;

9 where are the rest of the class? The reply was that they were taking their class

1  (b) towards the end of my field work in SC, I asked the principal

2 out of courtesy that what I could do for the school in return

3 the principal asked me to give a workshop on teaching English

4 through phonemic symbols; I had prepared the lesson; nearly all the 

5 faculty along with principal were there on Friday to attend this workshop being held in the computer

6 laboratory of the school; I needed a dictionary to print a page of phonemic symbols; the headmaster

7 sent a peon to his office; there was delay in his coming back; then the principal sent a teacher to

8 different classroom; in the end, Mr. Sajid, offered me a ride to Quetta high court on his bike to get

9 the dictionary; on way back; he explained that the school never needs any dictionary because

10 teachers buy ready-made notes from the market and they know how to handle questions 
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